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CHAPTER I. INTRODUCTION

General Statement
Why self-directed learning? James McDonald (1967) points out
three sources of concern for more independent learning. First, the
American cultural value system ascribes high worth to the integrity of
the individual, equality of opportunity, and the rights of 1life, liberty,

and the pursuit of happiness. Secondly, the pragmatic philosophy of
Dewey and Dewey (1915) which emphasizes the importance of problem solving,

reflective thinking, and development of the whole individual, has grown in
importance. And finally, recent findings in psychoanalysis and the
mental health movement which show that the effect of emotional states on
learning and the social conditions for mental health, indicate the ad-
visabllity of more self-direction in learning.

Malcolm Knowles, in the opening chapter of Self-Directed Learning,

declares his bias: "Self-directed learning is the best way to learn....
Every act of teaching should have tuilt in
helping the learner become more self-directing" (1975,p. 10). His reasons
for this position summarize the advocacy of self-direction in learning
which appear elsewhere in literature:

1. There is convincing evidence that people who take the ini-
tiative in learning... learn more things... and tend to re-
tain and make use of what they learn better and longer than
do the reactive learners.

2. Self-directed learning is more in tune with our natural
processes of psychological development.... As we grow and
mature, we develop an increasingly deep psychological need
to be independent, first of parental control, and then
later of control by teachers and other adults.

3. Many of the new developments in education... put & heavy
responsibility on the learners to take a good deal of ini-
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tiative in their own learning. Students entering into
these programs without having learned the skills of self-

directed inquiry will experience anxiety, frustration,
and often failure.

4. We are entering into a strange new world in which rapid
change will be the only stable characteristic.... Tt
1s no longer realistic to define the purpose of education

as transmitting what is known.... The main purpose of
education must now be to develop the skills of inquiry
(pp. 14-15).

Education in America has been changing rapidly in the past decade.
Of the many trends, two relate especially to adults. The first is an
expanding awareness among adult Americans (persons usually over the age
of 25) of the value of continued learning throughout their lifetimes.
The second is a new understanding among educators that learning should
be planned by the learner and it can occur through a variety of '"non-
traditional™ modes. The factors that have influenced these changes are

summarized by Hiemstra (1976).

Three major forces have acted in concert to help create
the interest in, and need for, lifelong learning. The
first of these can be described simply as the rapidity and
constancy of change... societal and technological change....
Thus, continuous change requires continuous learning.

A second major force, one certainiy reiated o the
first, is the continuous march by many adults toward
occupational obsolescence.... Consequently, adults fre-
quently must turn to learning activities just to main-
tain or regaln competence.

The third force... deals with the change in lifestyles
or value systems affecting so many people.... However, to
enhance the development of people's potential, it is sug-
gested that many of the basic attitudes and skiils possessed

by educators toward learners and the learning process must
change. The idea of dispensing preestablished knowledge to
a vacuum in the form of a student will need to be supple-
mented by, and in many instances exchanged for, a coopera-
tive relationship between the learner and teacher in a
mutual process of problem solving, self-discovery, and just

plain learning how to learn (pp. 7-9).

Recent research has focused on adults' efforts to learn on their



3
own. Tough's (1971) research on adults® self-planned learning activities
increased our awareness of the numerous adults' self-directed learning
pro jects. This investigation revealed that adults spend an average of
700-800 hours in deliberate learning projects per year, and that approx-
imately two-thirds of these projects are self-directed.

Additlonal studies have been completed on different adult populations.
Thése investigations reveal that the high level of involvement by adults
in self-directed learning activity is falrly consistent across populations
irrespective of such variables as sex, age, amount of education, occupa-
tion, and economic status. In most adult education literature, self-
directedness in learning is identified as one of the most im;ortant
characteristics of adult learners. The following are cited by Knowles
*(1975) as characteristics of adult learners: a) thelir self-concept moves
from one of being a dependent personality toward one of being a self-
directing human being; b) they accumulate a growing reservoir of experience
that becomes an increasing resource for learning; and ¢) their readiness
t0 learn becomes oriented increasingly to the developmental changes from
one of postponed gpplication of knowledge to immediacy of applicatlon and
their orientation toward learning shifts from one of subject-centeredness
to one of problem-centeredness.

Another characteristic of adult learners is their strong drive for
self-improvement. Many adult learners have returned to college while
still working full or part-time as well as assuming household responsi-
bilities.

Adult educators, faced with the growing body of knowledge about the

learning patterns of adults on one side, and demands for increased in-
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stitutional programming on the other, must be able to identify the
characteristics of adult learmers, especially those of self-directed

learners, in order to help them to be more effective in their learning

efforts.

Statement of the Problem

As was mentloned earlier and as will be discussed later, the com-
plexity of issues confronting educators has placed new importance on the
development of self-directed learning. In fact, recent studies have
revealed that most adults' learning efforts usually take place in non-
traditional settings and outside the bureaucratic framework of traditional
schools and institutions of higher education.

In spite of the development of so many studies about self-planned
learning, little is known about the characteristics of self-directed

learners and the relationship between self-concept of the individual and

his study is designed to describe and analyse character-
istics of a selected sample of adults who are self-directed in learning
versus those who are not. Specifically; the study identifies and describes
the relationship of an individual's self-image and his/her self-directed-
ness in learning. Also, a comparison of older and younger adults with

different educational backgrounds is used.

Significance of the Study
The results of this study should be useful in a variety of ways.

First; this study attempts to contribute to the growing body of research
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based on the self-directed learning activities engaged in by various adult

populations. In fact, it is believed that self-directed learning activi-
ties in various adult populations appear to be extensive (Zangari 1977).

1t also provides improved knowledge of parameters of successful learning

among adults.

Secondly, this study provides more information about the Self-Directed
Learning Readiness Scale. This 1s the first and only instrument presently
developed to measure the degree of self-directedness in learning.

Thirdly, this study provides a comparison betiween older and younger
adults. Little is known about the older adult as a self-directed learner.
It is hoped that this comparison will identify information in temms of
future educational planning and research.

Finally, this study investigates and describes self-image character-
istics of a selected sample of adult learners. It is hoped that the
findings will contribtute to efforts of those involved in the development

and delivery of continuing education and personal growth opportunities

“Uafinition of Temms

Adult learning:

Adult learning refers to the process of information ac-
guisition during adulthood made by individuals depending
on needs, interests, learning skills, and resource avail-
ability (Hiemstra 1978, p. 5).

Adult student:

Adult students are described here as 'students over
twenty-five years of age.® Twenty-five has become the
chronological age used to separate adult students from
students who enter and complete college immedigtely after
graduating from high school (Eldred 1977, p. 1).



Learning episode:

A relatively uninterrupted, well-defined, period of time
where the learner's primary intention is to gain certain
knowledge and gkill and to retain it for at least two days
(Tongh 1971, p. 7).

Learning project:

A series of clearly related deliberate learning episcdes
adding up to at least seven hours of effort within a six-
month period. The projects are designed to obtain new
information, to develop new skills, or to reexamine exist-
ing attitudes or beliefs (Tough 1971, p. 13).

Self:

In modern psychology, the term 'self' has come to have two
distinct meanings. On one hand, it has been defined as the
self-as-object, denoting one's attitudes, feellngs, per-
ceptions, and evaluations about himself as an object. On
the other hand, it is regarded as the self-as-process, de-
noting a group of psychological processes which govern be-
havice and adjustment {Weltha 1969, p. 8).

In this study, self is referred to both meanings.

Self-directed learning:

In its broadest meaning, self-directed learning describes

a process in which individuals take the initiatlive, with
or without the help of others, in dlagnosing thelr learn-
ing needs; formuiating goals, ildentifying human and ma-

terial resources for learning, choosing and Implementing
anpropriate learning strategies, and evaluating learning
outcomes (Knowles 1975, p. 18).

Assumptions
her

-]
a4 O e

are the following:

re several assumntions about the design of this study. They

1. that the Self-Iirected T.earning Readiness Scale is valld and

reliable to measure the degree of self-directedness in learning.

2. that the Tennessee Self-Concept Scale 1s a valld and re

1ilable
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instrument to detemmine the individual's self-image.
3. that the completed answer to these two instruments by each member
of the sample population is sufficient to gather the required

information concerning selected variables.

Limitations of the Study

The sample is limited to seventy-seven undergraduate adult students
currently enrolled at Iowa State University: ILimited facilitles, time,
and money did not ailow for a larger sample.

Another limiting factor is the fact that the Self-Directed Learning
Readiness Scale is the only instrument available to measure the degree of
self-directedness in learning.

The final limitation stems from the generaligzation of the study.
Because the subjects are selected from a population of adult students at
Towa State University, the results may not Le generalizable beyond Iowa

State University adult students, and subsequent researchers should take

Organization of the Study
This dissertation is organized into five chapters. Chapter I
presents the general statement, statement of the problem, significance of
the study, definition of terms, assumptions, and limitations of the study.
Chapter II contains a review of selected literature considered rele-
vant to the purpose of the study. It is organized into three sections:
self-directed learning research; adults' learning projects research; and

self-image research.
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Chapter ITII describes the methodology used in the study, including
sample selection, instrumentation, hypotheses, data collection, and data
analysis.

Chapter IV contains the presentation and the discussion of the
findings.

Chapter V summarizes the findings, states conclusions and implica-
tions, and makes several recommendations pertinent to the field of adult

education.
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CHAPTER II. REVIEW OF RELATED LITERATURE

Introduction
The following areas are reviewed in order to study the self-image
characteristics of self-directed learners: literature related to self-
directed learning; literature related to adults' learning projects; and

literature concerning self-image.

Self-Directed Learning Research
Considerable writing and research about adult education and self-
di;ected learning has been carried out during the past several years.
These studies have revealed that the majority of adult lsarnings are self-
planned. Tough (1971) indicates that about 70 per cent of all learning
projects are planned by the learners themselves, who seek help and subject
natter from a variety of acquaintances, experts, and printed resources.

He maintains that although the learner may seck and receive advice from

sex Taasmem amd ma cr'1111 b
Ao L VAW S = T

- e m e ma . o
various human and n csources,; the key to remaining a seif-directed

learner is the acceptance of the responsibility for the day-to-day declsion
making associated with the learning activity. Moore (1972) also states:

The autonomous learner turns to teachers when he needs

help in formulating his problems, gathering information,
judging his progress, and so on, surrendering temporarily
some of his learner aubtcnomy as he says, in effect; 'direct
me in my learning task.' However, if he is truly an autono-
mous learner, he will not give up overall control of the
learning processes. He, therefore, seeks a particular kind
of teaching which is in Maslow's words, 'receptive rather
than intrucive, doesn't condition, reinforce, or boss,'

but helps him discover his own problems, his own aptitudes,
and his own answers (p. 81).

Knowles (1975) describes the kind of help recelved in a self-dinected
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learning situation as "consultation." He further states that:

Self-directed learning implies that learners take the
initiative in making use of resources, rather than simply
reacting to transmissions from the resources. They know
what they want to get from a resource, and they probe the
resource until they get what they want. They are pro-
active rather than reactive learners (p. 105).

In today's soclety, with its rapid technological and social growth
and change, occupational obsolescence, and changes in lifestyles and value
systems, lifelong learning is required (Hiemstra 1976). As the need and
demand for lifelong learning opportunitles increase, skills and abilities
to pursue learning must be developed. In spite of the value of self-
direction in learning, most of the instruction in educational institutions
is still authoritarian, fostering dependent and a habit of other-directed
learning (Bivens, Campbell and Terry 1963).

Dill, Crowston and Elton (1965) argue that “the ultimate goal must
be to shift to the individual the burden of pursuing his own education"‘
(p. 120). Knowles agrees and states (1970):

The important implication for the adult education practice
of the fact that learning is an internal process is that
those methods and techniques which involve the individual
most deeply in self-directed inquiry will produce the
greatest learning. This principle of ego-involvement lies
at the heart of the adult educator's art. In fact, the
main thrust of modern adult educational technology is 1n
the direction of inventing techniques for involving adults
in ever-deeper processes of self-diagnosis of thelr own
needs for continued learning, in formulating thelr own ob-
jectives for learning; in sharing responsibility for de-
signing and carrying out their learning activitles, and in
evaluating thelr progress toward their objectives. The
truly artisitic teacher of adults percelves the locus of
responsibility for learning to be in the learner; he con-
scientiously suppresses his own compulsion to teach what

- he knows his students ought to learn in favor of helping
his students learn for themselves what thsy want to learn.
T have described this faith in the abllity of the individ-
ual to learn for himself as the 'theological foundation® of
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adult education, and I believe that without this faith,

a teacher of adults is more likely to hinder than to

facilitate learning., This is not to suggest that the

teacher has less responsibility in the learning-teaching

transactlon, tut only that his responsibility lies less

in glving ready-made answers to predetermined questions

and more in being ingenious in finding better ways to help

his students discover the important questions and the an-

swers to them themselves (p. 51).

Some evidence exists that a small minority of individuals cannot
function effectively in situations requiring self-directed learning
(Brown 1968). Carlow {1967) reports that students who are sulmissive and
have low conceptual level scores do poorly under discovery approaches.
Cronbach (1967) warns that "pupils who are anxiously dependent may be
paralyzediby demands for self-reliance" (p. 90). However, for the majority
of persons, greater self-direction in learni“g'appears to enhance retention
of knowledge, transfer of knowledge, and interest in continued learning,
among other benefits (Bruner 1961, pp. 21-32).

Hiemstra (1978) identified "success" characteristics in self-directed
adult learners. His results revealed that adults are heavily engaged in
learning. The more educated, higher social class, younger, and urban
located individuals appeared to be the most heavily engaged in learning.
Most learning projects'were self-planned, and there was a heavy preference
for “self-fulfillment." The use of books or printed material was intense,
and programmed materials and television were used falrly infrequently.

Bloom's theory of cognitive intellectual development 1s posited on a
progression from one stage of intellectual ability to the next higher stage.
His stages in sum, include memorization as the "lowest” level of intellec-~

tual ability, then application, analysis, synthesis, and evaluatlon as the

"highest” intellectual level. According to Bloom, as & learner moves
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through each stage, he/she becomes increasingly self-directed (1956).
Eldred (1977) summarizes the adult development theories by listing
several characteristics of self-directed learners such as:

ambitious, goal-directed, analytical, competent, auton-
omous, responsible.... Self-directed learners know them-
selves, their strengths and weaknesses; they are somewhat
unsure of thelr academic ability, tut fairly sure of
their intellectual ability (p. 3).

Penland (1978) has investigated the self-learning patterns of adult
individuals who employ a wide range of community resources and materials
for independent learning. Among the major findings are the following:

Self-initiated adult learners can be found at all soclal,
economical, educational, and occupational levels; film,
book, and magazine resources are largely associated with
learning.... Self-initiated adult learners are highly
goal-oriented and have very individualistic learning
patterns.... Adult learners often feel a need to es-
tablish the pace and control the character of thelr
learning experiences (p. 7).

Davidson (1976) has conducted research on learning patterns of
educationally disadvantaged, low income young mothers who head households.
The low income mothers see themselves as self-directing, responding to
respect... and can be helped to diagnose thelr needs and to plan, conduct,
and evaluate thelr own learning” (p. 52).

Lenman (1976) questions about the type of students who are attracted
individualiged, contract learning type of program and why they seek such
a program.

Contract learning seems a particularly well-sulted format

for the older, working, married adult who may have attended

several colleges some years ago.... Students differ at

entry and throughout the degree program in thelr abllity

to handle independent study.... The rvle of mentor be-

comes crucial if the college 1s to foster self-learning.

An experienced, resourceful, and mature group of faculty
committed to the ideal of independent learning is needed
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to effectively work with students having different styles
of learning (p. 105).

Neugarten's stages of adult development (1975) indicate that the
chronological age of adults coineides with their moving from an outward
direction to an inner-directedness. Adults in their twenties and early
thirties are concerned with external developments, such as estahlishing
marriage, famlily, career, and social status. Adults in thelr mid-thirties
and beyond, once the "externals," are fairly secure, then turn inward and
reexamine their achievements, goals, and future directions. According to
Neugarten, as individuals grow older, they become more self-directed.

A number of futurists (Toffler 1970; Rosen 1976; McHale 1976) have
predicted fhere will be increasingly ﬁore self-directed learning at all
educational levels. Torrance and Mourad (1978) identify that self-directed
learning strategies are common in the education of the gifted and talented
gstudents. For example, teachers involved in the University of Georgia
Future Problem-Solving Program (Torrance and Torrance 1978), reported that
72 per cent of their students participating in this program had been in-
volved in some other type of self-directed learning during the 1977-78 year.

As was mentioned earlier, some individuals do not have & readiness
for self-directed learning and as a result, become casualties in special
programs that emphasize self-directed learning. Such failures might be
reduced if individuals were screensd for thelr readiness for self-directed
learning or if they were aware of 4 lack of readiness for self-directed
learning and.then develop such readiness. Therefore, there is a need for
instruments which will help in such screening and dlagnostic functions.

One recently developed instrument by Guglielmino (1977) offers
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promise for serving such purposes. The Self-Directed Learning Readiness
Scale is a self-report questionnaire with 58 Likert-type items. The
content of the instrument was determined through & three-round Delphi
survey of fourteen leading authorities on self-directed learning.

Griffith, Kolb and Winter (1968) discuss self-directedness in personal
change. Thelr major emphasis is on the method of self-search. Individuals
are given responsibility for diagnosing their own problems, setting per-
sonal goals, and accomplishing change by individual efforts. Change is
related to the individual's commitment to his or her changed goal and the
amount of feedback received from other group members.

On the other hand, Berzon, Reisel and Davis (1969) emphasize self-
directed small groups through the use of pre-recorded audio tape recordings
such as Planned Experiences for Effective Relating (PEER). To make the
best use of resources that participants bring with them, PEER emphasizes:

1. personal strengths, rather than weakness, and potentialities

rather than deficiencies;

2. learning through evperience; the immediate shared exverlence of

the group to which all members make meaningful contributlons;

3. self-direction, in that the group can conduct its own sessions

using the PEER guldelines, thereby making it unnecessary to have
a professional leader.

Johnson (1972) investigated the success of pre-service social studies
teachers in acquiring effective questioning skills through a self-directed
learning experience. The study compared two instructional modes for
teaching effective questioning strategies. One group identified in the

study as "teacher-directed," received a conventional "in-class" treatment
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of questioning behaviors. The experimental group, identified as "self-
directed,” cperated outside the conventional classroom setting and pro-
ceeded to learn skills using a learning package. They functioned in-
dependently of teacher or group influence. However, the data analysis
indicated no support for the hypothesis that individuals using a three-
week, self-directed learning package could demonstrate significantly
different questioning behavior when compared to a group who had experienced
én "in-class,"” teacher-directed treatment.

Todd (1972) analyzed and evaluated a module in group prohlem solving
for individualized self-directed instruction at the college level. Based
on the analysis of data relating to the nine hypotheses developed to test
the impact of the program by objective measure, it was concluded that
students using the instructional module described in the study were ahle
+0 achieve the objectives of the course in a manner different from their
usual college instruction. In addition, the instructional module was
found to be in many ways superior to the traditional method used in other
classes,

Brodrick (1974) investigated the effects of self-directed learning
practices on the English achievement and attitudes of community college
students in Yowa and Nebraska, From a 79 per cent questlonnalre response,
71 teachers were self—difected and 33 were conventional instructors. From
58 interviews, self-directed students spent a bigger percentage of thelr
learning time on the problems of life which confronted them than did the
conventional students. Efficiency of reported study time favored the self-
directed students. The sex, age, year in college, and ability of the stu-

dent had no differentiating effects on the academic achievement of the
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students between self-directed and conventional community college English
classes. BSelf-directed learning activities appeared te be as productive
in achievement for freshmen as for sophomores. Whether academic potential,
as established by ACT scores, was high, middle or low, students could be

successful in self-directed study.

Reinhart (1976) investigated the effectiveness of the learning
contract as a technique in independent study in comtinuing education for
62 practicing registered nurses in Kansas. They were divided into two
groups. The experimental group used a learning contract during the com-
pletion of a specified program in self-directed study. The results of the
data analysis showed that there was a significant difference in attitude
toward the concept of self-discipline with a more positive attitude held
by the experimental group. The data also showed that there was greater
satisfaction with new skills attained by the experimental group and there
was greater satisfaction with content of the independent study by those
with higher level educational preparation. Another result was that there
was greater satisfaction with new knowledge gained from the independent
study by those with less experience in nursing. However, there was no
significant different in cognitive gains between the experimental and the
control group.

Moore (1976) attempted to measure the cognitive style of field in-
dependence in adult learners who use correspondence independent study and
self-directed independent study. It was found that:

1. Field independence 2id not predict participation in the

program of high autonomy, but did predict participatlon
in the program of high distance.

2., Learners in the program of high autonomy had unfavor-
able attitudes to all dependent learning concepts,
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while learners in the program of high distance were
not wifavorable towards all dependent learning con-
cepts.

Learners in the more autonomous program held more posi-
tive attitudes to independent study than learners in
the more distant program.

In each of the types of independent study program se-
lected for study, there was no personality X treatment
interaction where the personality characteristic was
field independence and the dependent variable was
attitude to independent study in general (p. 3344A).

Powell (1976) studied the relationship of cognitive style, achieve-

ment, and self-concept to an indicated preference for self-directed

study.

1

-+ 0

It was concluded that:

Individuals should be given preference options in using
self-directed study and perhaps other instructional meth-
ods and should not be forced to conform to the choice of
the majority. Since attitude is a faccor in instructional
effectiveness and there is generally no significant
achievement difference attributable to instructional
method, self-directed study should not be prescribed
without consideration of the student's preference.

The teacher's perception of the student's ability to
engage in self-directed study is not a good predictor

of the student's preference for self-directed study.
Cognitive style, achlevement, and self-concept do not
predispose a student to select a particular self-directed
study option and are not good predictors of the amount of
structure students desire.

Curriculum, materials, and/or the teacher's cognitive
style may inadvertently build in success for field-inde-
pendent students while predisposing the field-dependent
student to be less successful in his performance.

The field-independent/field-dependent cognitive style
dimension facilitates or hampers the student's efforts
in academic activities. The field-independent cogni-
tive style predisposes an individual to achieve in
mathematics and English.

A personal value judgment must be made regarding whether
to accommodate the student's learning style or to modify
his learning style, since research is inconclusive.
Report card grades are significantly related to the
students' self-concept, but achlevement test scores are
not. This suggests that the report card, as 1t is now
structured and used, is not the most appropriate method

of reporting student achievement for the middle school
student (p. 33834).
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Adults' Learning Projects Research

Much research has been done about adults' learning projects. By
interviewing persons about their learning activity, Tough (1971) noticed
adults structured their description of learning activities into periods
of time or episodes. He focused on those learning episodes which con-
sisted of "a relatively uninterrypted, well-defined period of time where
the learners primary intention 1s to gain and retain certain definite
knowledge and skill" (p. 7).

Tough (1971) investigated the learning projects of a sample of
66 adults from a specific adult population, including beginning teachers,
college professors, upper middle class women with children, blue collar
factory workers, lower level white collar workers, and municipal
polliticlans. He concluded that the typical person conducts about
elght learning projects in one year. Less than one per cent of all
the learning projects were undertaken for credit.

Penland (197) also states:

Four out of five American adults are involved in & lsarning

project each year.... Time devoted to a learning project

can range from 1 to 900 hours, the average being 156....

Adult independent learners prefer to study at home; and the

learning episode is the basic unit around which a learning

project is conmstructed (p. 7). :

Allerton (1974) conducted a study to investigate selected character-

ville Metropolitan Area. The research instrument used to collect data
was a learn-in-activities diary. Bach subject maintained a detalled
record of all learning episodes conducted during the six month period.

The average projects conducted during the six months was 9.6 per pexson.

The mean number of hours for each project was 52.6, None of the reported
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projects were conducted for credit as part of formal degree programs.

Benson (1974) investigated learning projects of 50 administrators in
colleges and universities in Tennessee. Administrators conducted an
average of 4.6 learning projects in the twelve month period preceding
the date of the interviews. Of all projects, 84 per cent were job re-
lated and 65 per cent of them were related to the "decision making" and
"coordinating" functions of the administrators' Jobs. Of the administra-
tors’' learning projects, ten per cent were self-directed and 28 per cent
were group planned. Lack of time was the most frequently occurring ob-
stacle for administrators in their attempt to learn.

Johnson (1973) studied the learning projects of 40 adults who had
completed their senior high school examinations in Ft. Lauderdale, Florida.
Self-planned adult learning projects represented 50 per cent of the total
projects. The average number of the adults' learning projects was 14.4,

The range was from 6 to 29 projects. The adults spent an average of

Hiemstra (1975) imvestigated the leaming projects of 214 older
adults (age 55 and older) residing in the state of Nebraska. Average
hours spent on learning projects per person per year was 324.56. About
55 per cent of the projects were self-planned. The results revealed that
there was a significant preference for instrumental forms of learning as
opposed to expressive forms. Significant differences revealed that males,
rural residents, minority group individuals, and married people preferred
instrumental types of courses. The average number of learning projects

per person each year was 3.3. "Enjoyment" was the most popular reason

for undertaking the learning.
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Field (1977) studied the learning projects of 85 adults of Low
literacy attaimment in the Brownstown arez of Jamalca. He found that 20
per cent of the projects were self-planned. More than 50 per cent of the
planning was conducted by the group. The average number of learning
projects for adults was 4.2, and they spent a mean of 504.3 hours per
person in their learning activities during a one year period.

Fair (1973) investigated beginning elementary school teachers to
determine the learning projects related to their jobs. A six month period
of time was used. The average number of projects per teacher was 8.8,
with 67 per cent of the projects self-planned.

Peters and Gordon (1974) studied the learning characteristics of
466 rural and urban adults in Tennessee. About 91 per cent of the adults
conducted at least one learning project during a year. The mean was 3.9
projects. Job and recreational needs were the major objectives expressed
for conducting learning projects. Of the total number of projects, 76 per

cent were self-planned, and over one-half of the sample reported needing

Johns (1973) identified the learning projects of practicing pharha-
cists in Atlanta, Georgia. He found that the phammacists undertook an
average of 8.4 learning projects, with a mean of 12.4 hours per project.
Job related learning activities were the most frequently selected projects,
and 95 per cent of the total projects were under taken on a noncredit
basis.

Zangari (1977) investigated the learning projects conducted over a
one year period by 45 adult educators in post-secondary institutions in

Nebraska. He found that adult educators undertook an average of 7.19
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projects, with a mean of 583.20 hours on those projects. About 72 per
cent of the learning projects were self-planned, 15 per cent were group

planned, and the remaining 13 per cent were implemented through use of

tutors or programmed materials.

Denys (1973) explored the learning characteristics of a group of
teachers and store managers in the African country of Ghana. The group
reported participating in an average of 4.8 learning projects, with the
majority of the projects vacationally oriented. About 75 per cent of the

projects were self-planned, with only 7 per cent of the projects reported

as credit oriented.

Houle (1961) summarized the characteristics of participants in adult
education programs. These are based on the various investigations on

adult populations.

In general, high income groups are more likely to take part
in educational activities than low income groups. Participa-
tion is also positively related to the size of the community,
the length of residence in it, and the number of different
kinds of educational activiiy avallable. People wlth cer-
tain nationalitles or religious backgrounds are more active
than those with other backgrounds. Age is important; the
very young adult seldom takes part, but there is a sharp
upturn in the late twenties, a fairly constant level of ac-
tivity until the age of fifty, and a decline afterward.
Married people participate more than single people. And
families with school-age children more than families with-
out them. Many more professional, managerial, and technlcal
people take part relative to their number in the populatlion
than do people from other occupational groups; next in slg-
nificance are white collar and elerical workers, then skilled
laborers; and lastly unskilled laborers. But the more uni-
versally important factor is schooling. The higher the
formal education of the adult, the more 1ikely it is that he
will take part in continuing education. The amount of
schooling, in fact, is so significant that it underlies or
reinforces many of the other determinants, such as occupa-
tion, size of community, length of stay in it, and nationality
and religious background (pp. 6-7). ’
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Poulton (1975) examined the continuing educational activities en-
gaged in by 210 adults residing in Jackson County, Michigan, and deter-
mined the extent to which patterns of participation were related to
certain demographic-positional and social-psychological variables.
Specifically, the demographic-positional characteristics of age, sex,
marital status, occupation, income, level of formal schooling and parental
responsibility, and the social-psychological characteristies of orienta-
tion toward learning and orientation toward continuing education institu-
tions were analyzed as they related to differences in adults' patterns of
participation in continuing education activities. Comparisons of
participation were based on a categorigation of continuing education
activity into three types: 1) participation in organized activities
sponsored by school related institutioné; 2) participation in organized
activities sponsored by nonschool institutions; and 3) participation in
activities that essentially are self-directed, and conducted independently

from any institution. The following results were obtained.

0f the demogréphic and positional characteristics con-
sidered, sex, occupation, and income showed the strongest
relationship to learning orientation. Respondents grouped
by these characteristics demonstrated statistically signifi-
cant differences when compared with respect to learning
orientation. Age also showed a strong, but statistically
less significant relationship. Marital status and parental
responsibility showed a slight relationship, while level of
formal schooling showed almost no relationship to learning
orientation.

Parental responsibility was strongly related to insti-
tutional orientation. Respondents grouped according to
this characteristic demonstrated statistically signifi-
cant differences in thelir orientations toward continuing
education institutions. Age and sex were other character-
istics which showed some, if less significant, relation-
ship to institutional orientation. Marital status, income
and level of formmal schooling were not shown to be related
to institutional orientation.
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The demographic and positional characteristics most
strongly related to participation In continuing education
Were occupation, level of formal schooling and age. Re-
spendents grouped by these characteristics demonstrated
statisticdlly significant differences in the patterns of
thelr participation in continuing education activities. A
similar statistically less significant relationship was
found between sex and pamticipation. Characteristics show-
ing little or no relationship to differences in patterns of
participation included marital status, income, and parental
responsibility.

A strong relationship between orientation towards learn-
ing and patterns of participation was demonstrated. Re-
spondents grouped according to thelr orientation towards
learning demonstrated significant differences in the pat-
terns of their participation in continuing education ac-
tivities. These differences appeared to be centered pri-
marily in the independent learning mode of continuing
education activity (p. 3336a).

An investigation of the learning projects of various professional
persons (medicine, law, architecture, engineering, education, and
science) in Ontario, Canada, was undertaken by MeCatty (1973). The
average professional person conducted 11.1 learning prcjects per year,
and all of them had participated in at least one learning project. About
99 per cent of the projects were carried out on a noncredit basis, and
76 per cent were self-planned. Job related learning projects were most
often selected by this sample.

Miller and Botsman (1975) investigated the learning activity of
cooperative extension agents. The results showed that the average number
of learning projects per person was twelve. While 40 per cent of their
learning projects were self-planned, more than half of thelr learniné
was planned by experts and through workshops. |

Umoren (1977) studied the learning characteristics of 50 adults in a

selected socioeconomic group in Lincoln, Nelraska. Of the total number
of adults in this sample, twenty-two were identified as middle or high
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income people and thirty-eight were low income people, The adults con-
ducted an average of 4.7 projects with a mean of 554.4 hours on those
projects. Higher income persons in the sample conducted more learning
projects than lower income persons, and the home was preferred as a place
for conducting learning activities. Approximately 40 per cent of the
learning projects were self-planned, and 32.75 per cent of the projects
Wwere undertaken on a one-to-one tutorial basis. Reading material and
the broadcast media were identified as the major resources for learning.
Lack of time; cost and job related responsibilities were identified as the
most frequently occurring obstacles when conducting learning activities.

Baghi (1979) studied the learning projects undertaken by 46 adult
basic education students in a one year period. It was found that adults
conducted a mean of 6.59 learning projects and 393.91 hours per person.
Cost was the most frequent obstacle to learning.

Kelley (1976) investigated the learning efforts of two groups of

secondary teachers in Corland County, New York. The flrst group consisted

second group also consisted of twenty teachers, but with one or two years
of experience. The total number of learning projects conducted by the
teachers ranged from 2 to 17, and the average was 7.9 projects. The re-
sults revealed that 48 per cent of the learning projects were self-
plamned; 17 per cent were planned by a group; 0.3 per cent were material
resources planned; and 7.9 per cent were mixed in planning.

Coolican (1973) studied the learning activities of young mothers of

pre-school age children to determine the extent of their participation.

It was determined that young mothers carried: out an average of 5.8 learn-
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ing projects, with a mean of 43 hours per project. Approximately 66 per
cent of the projects were learner planned, and 99 per cent of the projects
were undertaken on a noncredit basis. Home and family related projects

were the most often selected by the sample.

Coolican (1975) has summarized the studies undertaken to that date

and has concluded:

1. Although the degree of participation varies, almost every
adult undertakes learning activities in any given year.

2. Learning for credit constitutes only a minor proportion
of the education behavior of adults.

3. Most learning activities are initiated for practical
reasons - to acquire knowledge and skill related tc one's
Jjob, home, family, sport, or hobby.

4. Some clear differences exist among populations in the
amount of time spent in lezrning activities and the num-
ber of learning projects undertaken. These differences
also exist within the same population,

5. The major planner of adult learning activities is the
learner himself. BSelf-plamned learning accounts for
approximately two-thirds of the total learning efforts
of adults.

6. Group planned learning activities only account for 10 to
20 per cent of the total learning efforts of adults (p. 11).

The results of all these studies show that the differences among

several populations are not great.

Self-Image Research
Philosophical and theoretical attempts to conceptualize certain ob-

served phenomena of human behavior have resulted in a large body of

these were speculations largely unsubstantiated by empirical data. One
reason which seems to account for this is that useful operational defini-

tions of the self were not available (Wylie 1961). The phenomenologists

have been especially influential in constructing a concept of the self as
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4 learned perceptual system (Hall and Lindzey 1957). Their orientation
to the study of the self is outlined by Wylie:

One cannot understand and predict humar behavior without

knowledge of the subject's conscious perceptions of his

enviromment, and of his self as he sees it In relation to

the enviromment (p. 6).

Many theories regarding the self have been advanced in recent years.
Hilgard (1949) relates the self to the study of Freudian defense mechanism
He states that to understand these defenses, "we must know something about
the person's image of himself" (p. 350).

Sarbin (1972) defines the self as a cognitive structure including
various aspects such as the somatic self and the social self, Anderson
(1952) states that every person has both a physical and a psychological
self-concept and that the "pattern of 1life of every individual is a living
out of his self-image" (p. 236).

Although the concepts, self and self-image in actual experience are
not separable, in terms of Improved understanding, they are sometimes
anaiytically separated. Stagner (1961), for example, perceives the self
as the sum total of the individual's awareness of his experiences. The
self-image 1s an evaluation of these experiences.

Lecky (1951) offers the theory that as an individual grows, he tends
to assimilate from others ideas about the self which are consistent with
past experience. Appraisals which are inconsistent with the self are
rejected.

It appears that the development of the self-concept is a gradual
process extending over many years. Allport (1961) outlines the slow evolve-

ment of various aspects of the self. These are as follows: sense of

bodily self, sense of continuing identity, self-esteem, extension of self,
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self-image, and rational self.

Amstrong (1971) investigated the self-concepts, social backgrounds
and nature of learning activities of high and average learning adults of
low educational attainment. The results showed that high learners tended
to be raised in stimulating environments, to have parents interested in
education, and to feel personally isolated during childhood. The study,
in focusing on the relationship between self-concept and educative behavior,
found that high learners hacd a higher self-regard, a greater self-ideal
discrepancy, and a much clearer conception of themselves as "learners,"
in comparison to low learners. While there were certain common elements
in the self-concept of both groups, two distinct personality profiles
emerged from the analysis of data., High learners saw themselves as being
reliable, tenacious, independent, with broad interests, high achlevement
motivation, and openness to new experiences. Low learners, on the other
hand, perceived themselves as wam and friendly, conformist, and elther

complacently satisfied with or angrily resigned to thelir current life

Maxwell (1967) investigated the relationship of family adjustment to
the self-concept of 732 lower class males in Florida. The following
results were obtalined.

1. Family adjustment was significantly related to seii-concept. Sub-
jects who perceived their own family relations to be warm and
accepting had more positive self-concepts than those who ex-
perienced hostility and rejection in their intra-family relations.

2. Self-concept was not significantly related to attltude toward

father, toward mother, or preference for one parent.
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3. Subjects who were extremely homeless tended to report an unusually

high self-concept.

4. Blacks had poorer family adjustment than whites, but more positive

self-concepts.

5. Older subjects tended to have a more positive self-concept than

younger ones.

6. As size of family increased, family adjusiment tended to decrease

while self-concept tended to be more positive.

7+ Famlly adjustment and self-concept tended to be more positive as

the level of parents' education increased.

8. Family adjustment tended to increase and self-concept tended to

decrease as father's occupational status rose.

McIntosh (1966) investigated the self-concept of gifted, honors, and
average college students. The results showed that the gifted did not have
significantly higher self-concepts than the honors or the average, nor did
the honors have significantly higher self-concepts than the average students.

Redmond (1966) studied the growth and development of the self-concept
of students in grades five, eight and eleven in school districts in
Portage, Ohio. The following general conclusions were reached.

1. There is a difference in the growth of the self-concept between

the sexes.

2. There is a pattern of growth for the self-concept wnich can e

identified.

3. There is 1little difference in the reported self-concept due to

soclo-economic living circumstances.

Maslow (1961) studied the relationships between social conformity and
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self-perception in 316 fifth and sixth grade toys. The evidence suggested
that the relationship between conformity and low self-esteem, which has
been consistently found with adults, is not present in pre-adolescent
boys.

A study of differences in sex, home background, educational background,
work experience, extra-curricular participation, and self-actuallzation
attainment of 250 college students at Northern Illinols University was done
by Gibb (1966). In summarizing the most significant findings, it was
identified that the following students were more highly self-actualiged:

1. female;

2. from homes whose parents had finished high school and had some

additional formal education;

3. from families with 1-2 children;

L, from families whose mothers had worked fulltime;

5. from families providing little or no formal religious training;

6. from a large state university for the first two years of theilr

collegiate experience;

7. enrolled in the college of liberal arts;

8. involved in high school extra-curricular activities nine or more

hours a week.

Lewls (1966) conducted a descriptive study of self-concept and
general creativity of 91 southern and northern undergraduaie students.
The total sample consisted of four groups obtalned from universities in
Pennsylvania and Florida. They were designated throughout the study as
Northern White (NW), Northern Negro (NN), Southern White (SW), and

Southern Negro (SN). The conclusions were summarized as follows:



30

1. In regard to total sample, there is insufficient evidence to
warrant an overall generalization about the relationship between
the self-concept and general creativity.

2. There are significant differences in scores on specific measures
of the self-concept among the groups. A hlerarchy reflecting the
direction and frequency of dominance in palred comparisons at a
significant level of confidence (.05) shows that SW)>NN >NW >SN.

Sherwood (1963) conducted a research study regarding self-identity

and self-actualization of a random sample of 68 subjects at the National
Training Laboratories in Human Relations Training. The method for testing
the primary hypotheses of the study was by testing the significance of the
absolute differences between the self-identity, subjective public identity,
and objective public identity profiles across 22 dimensions of person
perception for each subject. The study tested and provided support for
the following central hypotheses.

1. Self-identity and self-svaluation changed in the direction of
subjective public identity and evaluation.

2. Self-identity and self-evaluation changed in the dlrection of
objective public identity and evaluation.

3. Self-development and self-evaluation were positively correlated.

4. The greater the self-involvement in the group, the more self-
identity changed in the direction of subjective public identity.

Smith (1972) investigated the relationship between self-concept of

acadenic abllity, locus of control of the environment, and academic achleve-

ment of 148 black students specially admitted to the University of Pitts-

turgh. Independent variables were as follows: a) self-concept of academic
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ability; b) locus of control of the enviromment on the dimension of
control ideology, personal control, individual-system blame, and race
ideology. Dependent variables were as follows: a) Scholstic Aptitude
Test scores (SAT); and B) Academic Achievement (QPA). Research findings
Indicated the following:
1. a significant relationship between self-concept academic ability
and QPA;
2. a significant negative relationship betWween internality on
personal control and QPA; and
3. no significant relationships between control ideology, individual-
system blame, race ideology, and QPA.
It was concluded that self-concept of academic ability might be a valid
predictor of academic achievement.
Williams (1972) studied job satisfaction and self-concept of 87
black female paraprofessional trainees. Self-concept scores were signifi-

cantly related to job security, supervision (human relation aspect) and

Lund (1972) investigated the self-concept, curricular selection, and
academic achievement of 437 college engineering students from a large,
private, midwestern university. On the basis of obtalned results, it
appears that engineering students regardless of curricular cholce, have
similar measured self-concept scores and initial cognitive levels. To
determine the extent to which measured self-éoncept, when combined with
cognitive ability measures and high school rank, predict academlc success

for students grouped by curricular choice, multiple regression analysis
was performed. The results of the analysis showed the high school rank
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percentiles and college entrance examination scores were generally the

most significant predictor variatles.

Mynatt (1972) examined the effects of a developmental education
program in a comprehensive community college upon self-concept, giade
point average, and attrition. A sample of 520 college students at South
Campus, Tarrant County Junior College, Forth Worth, Texas was used. The
results of this research effort indicated that the developmental education
program under investigation did not have a statistically significant effect
on its enrollees' self-concept. Significant differences were found be-
tween different groups in regard to grade point averages. Significant
differences among different groups were found in regard to the attrition
factor.

Minkevich (1973) investigated the differences in self-concept and
other selected variables between 361 transfer and occupational students in
a comprehensive community college. The Tennessee Self-Concept Scale was
used.

Results of the data indicated that there were no signifi-

cant differences between transfer and occupational students

on the following: self-concept; mean age; socloeconomic

status; father's or mother's educational achievement; high

school and c¢ollege grade point averages; and mean hours of

weekly employment.

Significant differences between transfer and occupational

students were found in their distribution according to sex,
highest level of planned educational attainment, participa-

parental financial support. Significant differences were
also found in the following two factors influencing college
attendance: parents; and possibility of a better job after
eraduation (p. 3300A).

Tillerson (1973) studiedthe effects of a learning center method

versus lecture method of teaching as related to achievement, self-concept,
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and attitude of college freshmen. The basic design of the study was a
pretest-posttest control group design. College A, from which the experi-
mental group was chosen, opened one of the largest and most modern remote
access informmation storage and retrieval systems in 1969-1970. College B,
from which the control group was chosen, was selected from a group of
colleges in the Southwest which most closely resemtled College A. Find-
ings in the study indicated that:

achievement in English was significantly higher for the ex-

perimental group than for the control group. The study in-

dicated there was no significant difference between the two

methods of teaching biology. Neither method of instruetion

seemed superior with respect to a positive change in self-

concept. The control group demonstrated a significantly

greater positive change than the experimental group in atti-

tude toward college. The experimental group demonstrated a

significant decline in attitude toward the learning center
(p. 61424),

Napps (1972) determined the relationship of self-concept and internal-
external control to the academic achievement of learners in Adult Basic
Education programs. It was concluded that self-concept, intelligence, and

age are effective predictors of net gain in arithmetic computation. ABE

|-

earners with lower self-concept attained a higher net gain in arithmetic
computation than learners with higher self-concepts. ABE learners who
scored higher on the intelligence test attained a higher net gain in arith-
metic computation than those with lower scores. Older ABE learners attalned
a higher net gain in arithmetic computation than youngsr learnsrs.

Tuttle (1973) investigated the effects of videotape self-analysis on
teacher self-concept, effectiveness, and perceptions of students. A total
of twenty-four intern teachers enrolled in the fifth year program of the

University of North Carolina were rated by thelr university supervisors
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on The Illinois Rating of Teacher Effectiveness (IRTE). Each subject was
administered the Tennessee Self-Concept Scale. The subjects were divided
into high and low teaching effectiveness groups, based on the ratings.
These two groups were divided into experimental and control groups. Each
of the experimental subjects was videotaped four times while teaching his
class. The effects of the videotape self-analysis treatment were as

follows.

1. The more effective teachers became significantly more
positive in their perceptions of their own identity.

2. Both the effective and ineffective interns decreased in
their physical self-concepts.

3. Perceptions of personal self became significantly more
positive for the more effective teachers.

4, The effective interns became significantly stronger in
their certainty about their perceptions of themselves.

5. The less effective intern teachers became significantly
more likely to focus on what they were rather than on
what they were not in achieving thelr self-description.

6. The less effective interns became significantly more
subtly defensive.

7. There was no significant change in the teaching effec~
tiveness of the intern teachers as rated by their
students.

8. The more effective intern teachers became significantly
less able to assess their students' perceptions of their
effectivensss.

9. For the less effective teachers, there was no signifi-
cant gains made in their abilities to accurately assess
their students' perceptions of thelr teaching effective-
ness (p. 1577A).

Esser (1969) appraised the relationship of teacher self-concept and
their evaluations as administered by their principals. The subjects of
this study were forty-five teachers who had been given high ratings by
their administrators and thirty-eight teachers who had been given low
ratings. Self-concept and administrative evaluations were found to be re-
lated. This seems to bear out the conclusions of other writers who agreed

that the teacher with a strong concept of self would be evaluated in a
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positive manner. However, no significant relationships were found be-
tween self-concept or evaluations when both were related to sex, age,
marital status, experience, or grade taught. 7

Davis (1969) compared openness and self-concept of sixty beginning
teachers who had graduated from the University of Southern Mississippi
since 1964 and were teaching within the primary grades of the rural and
urban schools in the State of Mississippi. An analysis of the data of the
Bills Teacher Problem Q-Sort and the Self-Report Inventory indicated dif-
ferences in openness and self-concept between the groups of teachers tested.

A study of the results, measured by the Bills Teacher
Problem Q-Sort indicated a difference in opemness between
the teachers employed in rural schools and teachers em-
ployed in urban schools at the .01l level of significance.

A nonsignificant difference in self-concept between
teachers employed in rural schools and teachers employed
in urban schools was slightly less than the critical
ratio for the .05 level of significance.

Since the Self-Report Inventory is a multifactor
measure of self-concept and is composed of eight areas,
an analysis of variance was applied to the difference
score in each area.

In the area of work, a difference was indicated at
the .05 level of significance between the teachers em-
ployed in rural schools and the teachers employed in urban
schools. Teachers employed in urban schools, as measurcd
by the Self-Report Inventory, exXpress & vaiulng of work or
an accomplishment in terms of intrinsic or self-enhancing
satisfaction more than do teachers employed in rural schools.

When analyzing the area of children, a difference was in-
dicated at the .05 level of significance between the teachers
employed in rural schools and the teachers employed in urban
schools. Teachers employed in urban schools express accept-
ance, liking or valuing of children or the satisfactlon
derived by the teacher in relationships with children more
than teachers employed in rural schools, as measured by the
Self-Report Inventory (p. 28784).

Fekrat (1969) investigated the correlation between self-concept and

academic achievement of college freshmen and seniors. The study sub-

nitted the proposition that in order for self-concept to be useful, it
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must be stable; it must be positively and significantly related to a
behavioral correlate under a variety of changing circumstances. The
behavioral correlate selected against which stability of self-concept
could be determined as an index of academic achievement. The subjects
of the study were composed of fifty senlors and forty-seven freshmen
randonly selected from senior and freshman classes of a four-year college.
The findings confirmed the hypothesis of positive and significant correla-
tion between measures of self-concept and GPA when measures of self-concept
preceded measures of GPA, indicating at least, a short-range predictive
power of self-concept. But the hypothesis of significant and positive
correlation between measures of self-concept and measure of GPA, when
measures of GPA preceded measures of self-concept, was not confimmed, al-
though the relationship was significantly different from zero. The hy-
pothesis that self-concept would be correlated positively and significantly
with measures of GPA of nondemonstrated (freshmen, in this study) as well
as demonstrated (seniors, in this study) was confimed. Also, the hypothe-

sis

tialled out was confirmed.

Palermo (1976) implemented and tested a Movement Communication
Program on self-concept, autonomy, and social reaction of 114 adult learn-
ers. The Movement Communication Program based on the "purpose-process
curriculum framework"” was designed to enable the adult learner to acquire
a more positive self-concept, greater autonomy, and social control in rela-
tion to his personal fulfillment, personal/ohysical space orientation, and

personal social communication. Adult learners were randomly assigned into
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three groups. Group One received treatment all eighteen weeks; Group
Two received treatment the first nine weeks only; and Group Three received
treatment the last nine weeks only. All three groups were pre, mid, and
posttested using the Self-concept, Autonomy, and Soclal Reaction Inventory
Scales, The results revealed that age was negatively correlated with
Self-concept, Autonomy, and Personal Orientation Inventory Scores. Educa-
tion correlated significantly with age. Self-concept, Autonomy, and Per-
sonal Orientation Inventory Scales correlated significantly with each
other. The results across three groups and within each group revealed
that the treatment imparted in the Movement Communication Program had a
significant effect on Self-concept, Autonomy, and Social Reaction Scores
of the adult learners.

McGavern (1977) investigated the effects of cognitive self-instruction
on the creative performance and self-concept of 52 senior and graduate
student women at the University of Texas at Austin. Each subject recelved
a total of six hours of instruction in cognitive behavior therapy that
emphasized the formulation and use of positive, directive self-statements.
Results of an analysis of variance of all subjects showed they were think-
ing more creatively and positively and had gained more confidence in thelr
ablility to create. The results alsc revealed that the training had been
effective in a cognitive sense and that increases in creative performance
were accompanied by a low self-concept initially, but after two months,
both performance and cognitive orientation were at comparably higher levels.

Hill (1978) studied the effects of a group counseling experience on
self-concept, personality, and academic achievement of entering speclally

admitted college freshmen. The results of the study indicated:
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a) there was a statistically significant difference in self-
concept between the experimental group and the two control
groups;

b) there was a statistically significant difference in person-
ality between the experimental group and the two control
groups; and

c) there was no statistically significant difference in
academic achievement between the experimental group and
the two control groups at the end of one academic quarter

(p. 46854).

Summary

Research has shown that much of the adults' learning activities re-
ported are self-directed, indicating that learners have accepted responsi-
bility for the day-to-day direction of their learning processes. A large
proportion of adults are engaged in highly deliberate learning efforts
outside of educational institutions.

Adults spend a significant amount of time and energy to improve their
knowledge and skills by conducting various learning projects. Job enrich-
ment, personal growth, and leisure time projects are often identified as
important reasons for individuals to view learning as a lifelong process.

Significant differences in race, sex, educational level, family back-
ground, and age are recorded in terms of self-concept. Self-concept can
be changed positively and significantly as a result of education and
training.

Finally, literature has shown that persons with higher self-directed-
ness in learning have higher and better improved self-images. Educatlon
and training will help to improve both self-image and self-directedness

of an individual.
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CHAPTER III. METHODOLOGY

Introduction

The review of literature suggests that self-directed learning projects
form a significant part of an adult's learning experience, that adult
participation in learning activities is extensive, and that there is a
need to understand the self-concept characteristics of adult learners in
order to help them to be more effective in their learning efforts.

The primary purpose of this study is to investigate relatlonships be-
tween the self-directedness and self-concepts of adult learners. This
chapter presents and discusses the procedural steps which are necessary to
collect and analyze the data gathered in this study relating to the self-
concept and self-directedness of adult students. The following are de=cr
seribed in this chapter: the population and sample; the instruments; the

hypotheses; the data collection techniques; and the data analysis procedures.

The universe for this study included all adult undergraduate students
who were enrolled at Iowa State University during the spring quarter of
1979. The only exclusion criterion was the stipulation that such students
must have been born before September, 1954. The list of adult under-
graduate students was obtained from the registration office at Iowa State
University. Information such as sex, age, educational status, and address
were also provided for each individual.

The universe was distributed into 16 cells according to sex, age,

and educational status characteristics. Regerding age, students were



4o
categorized into two groups: young adults (age 25 to 35), and older
adults (age 35 and over). Table 1 illustrates this distribution.

Table 1. The distribution of population according to sex, age, and
year of education.

Males Females

Young 014 Young 01d

Fr. So. _JI'- Sr. Fr. So. Jr. Sr. Fr. So. Jr. Sr. I'r. So. Jr. Sr.

L2 79 18k 397 6 2 11 18 30 55 95137 10 15 39 43

Total Males - 739
Total Females - 425
Total Students - 1,164

The subjects for this Sjtudy were chosen according to the random
stratified selection. Although the intent of the researcher was to select
randomly five individuals from each group, there were only two "Old" male
sophomore adults. In order to secure a representative sample, each mem-
ber of the population in each cell was assigned a number. The numbers
were utiliged as input for the Iowa State University computer, and the
computer selected randomly five individuals from each cell, except for
the "01d” male sophomore cell, in which case both available individuals
were selected. As a result, a total of 77 adult students were selected
for this investigation.

The average age in the sample population was 34.39 years. The range
of ages was from 25 years to 60 years. Table 2 illustrates the age

distribution.
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Table 2. Age in years of adult students at Jowa State University

Age in Years Number Per cent Accumulative per cent
25-29 30 38.96 38.96
30-34 10 12.98 51.94
35-39 18 23.38 7532
Lo-Lly 7 9.09 8h4.41
4549 8 10.38 94.79
50-54 3 3.90 98.69
55-59 0 0.00 98,69
60-64 1 1.30 99.99
Total 77 99.99%

Mean 34.39

Median 34

Range 25-60

a
Rounding error.

Instruments
Two instruments were used to collect the necessary data in this
study. One was the Self-Directed Learning Readiness Scale (see Appendix
A), and the other one was the Tennessee Self-Concept Scale (see Appendix

B).

The Self-Directed Learning Readiness Scale

This instrument was originally developed in 1977 by L. M. Guglielmino
(1977) to measure the degree of adults' self-directedness in learning. It
is a self-report questionnaire with 58 Likert-type items and is deseribed
to subjects as "a questionnaire designed tc gather data on learning pref-
erences and attitudes toward learning” (p. 1). The content of the instru-

ment was determined through a three-round Delphi survey of 14 leading

authorities on self-directed learning. The survey involved the listing



42

and ratlng of characteristics considered by these authorities as important
for self-directed in learning. A reliability coefficient of .87 was re-
ported and a factor analysis indicated the presence of the following
elght factors: love of learning; self-concept as an effecti-e, independent
learner; tolerance of risk, ambiguity, and complexity in learning; crea-
tivity; view of learning as a lifelong, beneficial process; initiative in
learning; self-understanding; and acceptance of responsibility for one's
own learning.

Torrance and Mourad (1978) studied the validity of the Self-Directed
Learning Readiness Scale. Correlation coefficlents between this scale
and several other scales were obtained. Pearson Product-Moment Coeffi-
cients of Correlation were computed between the total score on the Self-
Directed Learning Readiness Scale and each of the eleven measures derived
from the criterion instruments. These are reported in Table 3.

As it is shown, all three of the measures of originality correlate
with scores on the Self-Directed Learning Readiness Scale at rather high
of

icance, so do both &f the personality measures. The

-

levels
relationship between the autobiographical measures (sMM) of .71 is es-
pecially encouraging insofar as construct validity is concerned, sug-

gesting that creative experiences and achievements are assoclated with
self-directed readiness for learning.

Guglielmino, the author of the Self-Directed Learning Readiness
Scale, suggested that total self-directed scores of 209 anrd below should
be considered as low self-directedness in learning, and scores of 239
and above as high self-directedness in learning. The range between

these two scores was considered as average self-directedness in learning.
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Table 3. Product-Moment Corrolations between The Self-Directed Learning
Readiness Scale scores and selected creativity and style of
learning and thinking measures®

Measures r P
Originality (Sounds and Images) 52 001
Fluency (Thinking Creatively about the Future) .29 .06
Originality (Thinking Creatively about the
Future) .38 .01
Similes Originality (Schaefer) .52 .001
Photoanalogies (Templeton) .48 .001
Possible Jobs (Gershon and Guilford) 25 .06
Creative Personality (What Kind of Person
are you?) .38 .01
Creative Achievements (Something about Myself) .71 .001
Right Hemisphere Specialization (Style of
Learning and Thinking) 43 .01
LeftHemisphere Specialization (Style of
Learning and Thinking) - 34 .03
Integrated Style of Learning and Thinking -.05

3porrance and Mourad (1978, p. 1170).

"Item analysis data were used to select items for revision and to
estimate the paraneters of the test. A reliability of .87 was

estimated" (Guglielmino 1977, p. 2).

The Tennessee Self-Concept Scale

The Termessee Self-Concept Scale (W. H. Fitts 1965) consists of 100
self-descriptive items, of which 90 assess the self-concept and 10 assess
self-criticism. For each items, the respondent chooses one of five Likert-
type response options labeled from "completely false" to "completely true."
Twelve scores are derived from these items in the counseling form of the
scale. The same items are also utilized in the clinical and research

form, tut this version provides twenty-nine scores. In this study, only



the counseling form is used.

The developer of the Tennessee Self-Concept Scale has demonstrated
its appropriateness for ages twelve and over. The standardization group
from which the norms were developed was a broad sample of 626 people.

The sample included people from various parts of the country whose ages
ranged from 12 to 68. There were approximately equal numbers of both
sexes, representatives of all social, economic, intellectual, and
educational levels, with college students somewhat over-represented.

Items for the scale were written according to a type of two di-
mensional design; involving the following factors related to individual
self: 1identity; self-satisfaction; behavior; physical self; moral-
ethical self; personal self; family self; and social self. Each of these
factors received a subscore based on relevant items. In addition, major
additional scores were derived. These were the following: Total
Positive Score, reflecting the overall level of self-esteem; Variability
Score, reflecting the amount of consistency from one area of self-perception
to another; and Distribution Scores, & measure of the way indiv
distribute their answers across the five available choices in responding
to the items. The Scale yielded a vast amount of information from only
100 test items. It takes 10 to 20 minutes to complete.

The test-retest reliability coefficients of all major scores were
considerably high. They range from .68 to .9l. The validation procedures
used were of four kinds: (I) content validity - the process of evaluating
how adequately the test samples the relevant domain; (1I) discrimination

between groups - statistlcal analysés have been performed in which a
large group (369) of psychiatric patients have been compared with the
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626 nompatients of the norm group. These demonstrate highly significant
(mostly at the .001 level) differences between patients and nonpatients
for almost every score that was utilized on this scale; (III) correlation
with other personality measures - another way to assess validity is to
determine the correspondence between scores on the Scale and other
measures for which correlations should be predicted; and (IV) personality
changes under particular conditions - certain life experiences would have
consequences for the way in which a person sees himself or herself.

Many studies have been completed or are underway by the developer of
the Scale which deal with the self-concept as a criterion of change. These
cannot be reported here. Neveriheless, there is considerable evidence
that people's concepts do change as a result of significant experiences.
The Tennessee Self-Concept Scale reflects these changes in predicted ways,
thus constituting additional evidence for the validity of the instrument.

Several scores from the scale have remarkably high correlations with
other measures of personality functioning. For example, the Taylor Anxiety
Scale correlates .70 Wwith the Tennessee Scale's total positive scores.
Correlations from .50 to .90 are common with the Cornell Medical Index.

Correlations with various MMPI scales are frequently in the .50's and .60?5.1

Main Hypotheses

Hypothesis I:
Existing seif-directed learning theory suggests that self-image and

self-directedness in learning are related to each other (Cariow 1967;

lBuros'(l9?2, vol, 1, test 151).
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Eldréd 1977; Guglielmino 1977). Thus, it is suggested that as adults

become more self-directed in learning, i.e., they are able to plan and
direct the majority of thelr learning projects themselves and when they
can retain personal control over the day to day progress of thelr learn-
ing efforts, they will have better and more complete self-concepts, and
will regard themselves as worthy persons.

Ho: There is no significant relationship between self-concept and
self-directed learning.

In order to understand the relationship between adults' self-concepts
and their self-directedness in learning more completely and accurately,
each variable of the Self-Directed Learning Readiness Scale was used as
a subhypothesis for the first main hypothesis. As was mentioned earlier,

this scale has eight factors. The following subhypotheses are based on

these factors.

A: There is no significant relationship between self-concept and
love of learning.

B: There is no significant relationship between self-concept as
measured by the Tennessee Self-Concept Scale and self-concept
as an effective learner. as measured by the Self-Directed
Learning Readiness Scale.

G: There is no significant relationship between self-concept and
tolerance of risk, ambiguity and complexity in learning.

D: There is no significant relationship between self-concept and
creativity.

E: There is no significant relationship between self-concept and

view of learning as a lifelong, beneficial process.

F: There is no significant relationship between self-concept and
initiative in learning.

G: There is no significant relationship between self-concept and
self-understanding.

H: There is no significant relationship between self-concept and
acceptance of responsibility for one's own learning.
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Hypothesis II:

As was mentioned in the review of literature, theory regarding self-
image and self-directed learning identifies different characteristics for
individuals who are at different levels of self-directedness in learning
(Amstrong 1971; Eldred 1977; Guglielmino 1977). This theory suggests
that highly self-directed adults regard themselves as worthy persons, have
higher self-esteem, are more efficient in their personal and family life,
and are more satisfied with thelr social interactions than low self-di-
rected individuals. On the other hand, adults who are not very success-
ful in planning, organizing, and directing thelr own learning activitles
have low self-acceptance, low self-esteem, and regard themselves as un-
worthy persons in different aspects of life.

HO: There is no significant difference between self-image
characteristics of individuals who are self-directed in
learning and those who are not.

As was noted earlier, Guglielmino (1977), the developer of the Self-
Directed Learning Readiness Scale, identified a total self-directed score
of 209 or below as low self-Girectedness in learning and a2 score of 239 or
above as high self-directedness in learning. For the purpose of Hypothesis
II, these criteria will be used to distingulsh those who are self-directed

(high) from those who are not (low).

Hypothesis III

Literature regarding self-directed learning shows that the more
educated a person is, the more self-directed he or she is in his or her

learning efforts (Guglielmino 1977; Hiemstra 1978; Lehman 1976). The
existing theory also suggests that adults with higher educational status
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are more able to plan, organize, and direct their own learning efforts.
On the other hand, less educated adults often turn to somebody else for
planning and directing their learning activities, and are less willing to
accept responsibility for their own learning. In addition, more educated
adults often do not need teachers and instructors. Whenever they have
a problem, they seem‘able to identify the facilitators and learning
resources they need, while less educated adults turn to teachers and
ingtructors more often.

H.: There is no significant difference within educational years
in terms of self-directed learning.

Exploratory Hypotheses

Several exploratory hypotheses are offered. They aie related to the
researcher's curiosity{and desire to discover new learnings as a result
of this investigation. These hypotheses will be tested to provide better
understanding of the differences in self-image and self-directed learning
that may exlst between adults of different age groups and sexX.

The review of literature revealed that some differences in race, sex,
educational level, family background, and age are recorded in terms of
self-concept and/or self-directed learning (Gibb 1966; Hiemstra 1978; Max-
well 1967; Redmond 1966). The literature suggests thaet female, younger,
higher social class, and more educated adults are highly self-actualliged.
Adults with greater involvement in groups also appear to have more self-
identity and higher self-concepts. More educated and higher social class
individuals more readily accept the responsibility for diagnosing their

own problems, setting personal goals and accomplishing change by individual
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learning efforts.

Hypothesis Iv,

Ho: There is no significant difference between males and females
sampled in tems of self-directed learning.

Hypothesis V:

HO: There is no significant difference within the age categories
in terms of self-directed learning.

Hypothesis VI:

HO: There is no significant difference within the age categories
in terms of self-concept scores.

H,: There is no significant difference between males and females
sampled in terms of self-concept scores.

All of the above hypotheses will be tested and discussed in the

refinements required in any of the above hypotheses will be described in
the final chapter.

Data Collection
As was mentioned earlier in this chapter, two instruments were used
to collect the data. One was the Self-Directed Learning Readiness Scale
used to measure the degree of self-directedness of adult students; the
other one was the Tennessee Self-Concept Scale, which measures the self-

image of adult students. The data used in this study were drawn from
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these two instruments.

Materials malled to each subject included an explanatory cover letter,
two instruments, and an addressed, postage paid return envelope. The cover
letter (see Appendix C) emphasized the purpose of the study, the importance
of each individual's response, and assured respondents that their answers
would be kept confidential. At the end, participants were thanked and
informed that a summary of the study findings would be provided to them
upon request. Although responses were to be kept confidential, each
instrument had a number on the buck so follow-up materials could be sent
to nonrespondents.

The Self-Directed Learning Readiness Scale is four pages long and
respondents were asked to circle one of five options for each separate
statement. Response choices were: 1) "Almost never true of me; I hardly
ever feel this way"; 2) "Not often true of me; I feel this way less than
half the time"; 3) "Sometimes true of me; I feel this way about half the
time"; 4) "Usually true of me; I feel this way more than half the time";

or 5) "Almost always true of me; there are very few times when I don't
feel this way."”

The Tennessee Self-Concept Scale is six pages long and respondents
Were asked to choose one of five options for each separate statement.
Response choices were: 1) "Completely false"s 2) "Mostly false"; 3)
"Partly false and partly true"; 4) "Mostly true"; or 5) "Completely true."

Two weeks after the initial set of materials was malled, a follow-up
phone call was made to the individuals who had not responded. Response
rate by that time was 66 per cent. All of the: nonrespondents, except

three individuals, agreed to complete the instruments if ‘they could be
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given another set of materials. Personal contact was made and another set
of haterials given to nonrespondents; an appointment also was made to pick
them up. Three individuals were selected randomly from the population to

replace those who refused to complete the instrument.

Data Analysis

Analysis of the data was completed by using the Statistical Package

for Social Science (SPSS) (Nie, Hull, Jenkins, Steinbrenner, and Brent

1975), and the Iowa State University computer facilities.

Pearson Product-Moment Correlation Jvefficients were calculated to
test the first hypothesis to study the relationship of adults' self-
directedness and their self-concepts. BEight factors of adults' self-
directedness were also correlated to their self-concept scores by using
the same correlation analysis. Appendix D describes each of the eight
factors and lists the statements making up each factor.

The second hypothesis was treated by a t-test to investigate the

Qs

ifferences in self-image characteristics of highly self-directed adults
versus those individuals who were low self-directed in learning.

Other hypotheses were treated by several three-way analyses of
variances. These analyses of variance tests were used to study the
effects of sex, age, and educational year on adults' self-directedness
and their self-concepts. Multiple classificatlon analysis of variance
with unequal cell frequencies and default (classical approach analysis of
variance) and option nine (regression approach analysis of variance)

procedures were used to compare the self-directedness and self-concepts

of all sixteen groups of adult students.
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One-way analysis of variance was used to assess the single effects
of educational years (independent variable) upon the self-directed and
self-concept scores (dependent variables). The models used for analysis
of variance designs were the following:
Self-directed scores: Yijkl =A+SitAjrRk+(SA)1j (SRYikt(AR) jk+
(SAR)4 ji+EL jk1
Self-concept scores:  Yijkl =A+Sit+Aj+Rk+(SA)1j+(SR)ik+(AR) Jkt
(SAR)ijk+ELjkl
Self-directed scores: Yij =A+Rit+Eij

where: Y = the observed test scores of an adult student classified
in one of the sex, age, and year groups

M = overall mean

S = sex effect

A = age effect

R = educational year effect

SA = sex by age interaction

SR = sex by year interaction

AR = age by year interaction
SAR = sex by age by year interaction

E = erro§ (random deviation of an adult student from the
mean

The criterion for rejecting the null hypotheses was the significance of at
least two-thirds of the variables beyond the .05 level.

Summary
The purpose of this study was to analyze and describe the relation-

ships between adults® self-directedness and thelr self-concepts. This
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chapter described the methodology used, including the population, the
selection of the sample, and the instruments used. The hypotheses for
this research were also discussed. Methods of collecting the data and

procedures for data analysis were discussed in the final sectlons.
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CHAPTER 1V. PRESENTATION AND DISCUSSION OF DATA

Introduction

The main purpose of the study is to investigate the relationship of
adults' self-directedness in learning and their self-concept. This chapter
presents and discusses the findings of this investigation.

To present the data obtained in an effective manner, this chapter will
be organized around the seven specific hypotheses of the study. Each of
the hypotheses is tested, and the findings related to its testing are
presented. In addition, before presenting the hypotheses, the results

of the two instruments used in this study will be examined.

Self-Directed Learning Readiness Scale (SDLRS)

_ As was mentioned in the first chapter, the second objective of this
investigation is to provide further information on the Self-Directed
Learning Readiness Scale., As was indicated earlier, this instrument
measurss the dsgree of adults' self-dirsctedness in learning. The scale
has eight factors: 1) love of learning; 2) self-concept as an effective,
independent learner; 3) tolerance of risk, ambiguity, and complexity in
learning; 4) creativity; 5) view of learning as a lifelong, beneficial
process; 6) initiative in learning; 7) self-understanding; and 8) accept-
ance of responsibility for one's own learning. Tt provides eight scores
for these eight factors plus one total score. These eight factor headings
are used throughout thls chapter as descriptions in discussing findings for
the various hypotheses. Table 4a presents the results of these scores

based on the sample of 77 adult students used in ‘this study.



Table 4a., Total Self-Directed learning Readliness score and its elght factors

Variables Number of Mean Standard Range Minimum Maximum
items Deviation

Total self-directed

learning 58 229.07 24.10 119.00 157.00 276.00

Love of learning 17 71.88 8.57 37.00 48.00 85.00

Self-concept as an

effective, independent

learner 12 44,01 6.63 33.00 26.00 59.00

Tolerance of risk,

ambiguity, and com-

plexity in learning 17 65.94 9.25 55.00 28.00 83.00

Creativity 10 38.68 5.38 26.00 24.00 50.00

View of learning as a

lifelong, beneficilal

process 8 34.88 L.25 19.00 21.00 40,00

Initiative in learning 5 18.66 3.18 15,00 10.00 25,00

Self-understanding 9 36.84 4.10 21.00 24,00 45,00

Acceptance of responsi-

bility for one's own

learning 2 8.26 1.61 6.00 L,00 10.00

1
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Comparing the mean scores of total self-directed learning of the 77

adult students used in this study with the mean scores of a sample of
graduate students and college of education faculty at the University of
Georgia used by Guglielmino (1977), shows thit the undergraduate adult
students at Iowa State University have slightly lower self-directed
learning scores than both the faculty of college of education and graduate
students at the University of Georgia., Table 4Db illustrates the comparison
between Iowa State University undergraduate adult students used in this
investigation and the various populations used by Guglielmino.

Table 4b. Means and standard deviations for select groups of children and
adults on the Self-Directed Learning Readiness Scale

Group Number Mean Standard Range
Deviation
Undergraduate adult
students at I.S.U. 77 229.1 24,1 157-276
Graduate students /
at U.G.A. 91 247.5 20.0 189-285
College of education
faculty at U.G.A, 185 246.8 17.2 184-284
Grade 12 gifted 16 239.2 23.2 205-280
Grade 11 gifted 34 232.,6 20,0 185+267
Grade 10 gifted 34 218.0 22.7 161-256
Grade 9 gifted 39 231.2 26,7 177-272
Grade 8 gifted 95 211.6 27.1 128-281
Grade 7 gifted 111 218.8 23.3 162-27¢
Grade 6 gifted 177 219.0 24,2 163-282
Grade 5 gifted 178 217.5 26.9 130-281
Grade 4 gifted 28 219.2 21.4 178-261

Grade 3 gifted 12 167.2° 37,8 67-211
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A comparison of percentiié”rénks of the 77 undergraduate adult students
at Iowa State University used in this investigation with 307 high school
students and adults in Georgia, Canada, and Virginia used by Guglielmino
also shows a slight difference, but in the other direction. Table 5 pres-
ents the comparison between percentiléé_BfNséif-direéted learning scores
for subjects used in this study with percentiles of high school students
and adults used by Guglielmino. Thus, undergraduate adult students at
Iowa State University have higher self-directed learning scores than high
school students and adults in Georgia, Canada, and Virginia,

Table 5. A comparison of percentiles of self-directed learning scores

for high school students and adults in Georgla, Sanada, and
Virginia with undergraduate adult students at I.S.U.

High school students and adults ‘Undergraduate adult students at
in Georgla, Canada, and Virginia Iowa State University
Percentile Self-directed Percentile Self-directed
learning score learning score

10 191 10 . 195

20 203 20 208

30 209 30 217

40 214 40 2L

50 223 50 233

60 231 60 238

70 239 70 243

80 248 80 251

90 255 90 260

In oxder to examine the validity of the Self-Directed Learning

Readiness Scale, each factor of this. scale is correlated with the total
self-directed learning scores of the 77 adult students used in this in-
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vestigation. Table 6 illustrates the correlation coefficlents between

total self-directed learning and its eight factors.

Table 6. Correlation coefficients betWeen total self-directed learning
and its eight factors

Factors Total self-directed learning
%
Love of learning 0.901
Self-concept as an effective, independent 5
learner 0,807
Tolerance of risk, ambiguity, and s
complexity in learning 0.766
*%
Creativity 0.870
View of learning as a lifelong, beneficial %
process - 0.807
. .
Initiative in learning 0.804
**
Self-understanding 0.831

Acceptance of responsibility for one's own
learning 0.158

**Significance < .001,

As Table 6 shows, highly significant relationships exist between
total self-directed learning and all factors except'for’the factor
of acceptance of responsibility for one's own learning. Using the Self-
Directed Learning Readiness Scale to identify the degree of adult’s self-
directedness in learning, one can talk about the adults' love of learning,
self-concept as an effective, independent learner, tolerance of risk, am-
biguity, and complexity in learning, creativity, view of learning as a
lifelong, beneficial process, initiative in learning, and self-understand-
ing. However, because & nonsignificant relationship is obtalned between

total self-directed learning and adults' acceptance of responsibility for
one's own learning, this factor should be approached with cautlon.
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The second factor of the Self-Directed Learning Reaﬁiness Scale is the
person's self-concept as an effective, independent learner. Thus, as one
means of further examining the validity of the Self-Directed Learning
Readiness Scale, this factor was correlated with the Tennessee Self-
Concept scores. A highly significant relationship of .431 was obtained,

supporting the validity information provided in the third chéptere

Tennessee Self-Concept Scale

This instrument determines adults' self-concept, and identifies
adults' characteristics as self-perceived. As was mentioned in the
previous chapter, this instrument has two forms. One is a counseling form
and the other is a clinical and research form. Both forms use exactly the
same booklet and test items. The differences between the forms center in
the scoring and profiling system. The counseling form provides twelve
scores, but the clinical and research form provides twenty-nine scores.
In this study, the counseling scores are used pius some variables in the

clinical and research form which are related to the purpose of this lnvesti-

w

~n

gation. The self-concept variables used in the present study are as follows:

1. Total positive self-concept: This score reflects the overall level
of self-esteem. Persons with high scores tend to like themselves,
feel that they are persons of value and worth, have confidence in
themselves, and act accordingly. People with low scores are
doubtful about their own worth, see themselves as undesirable,
often feel anxious and unhappy, and have little falth or confldence
in themselves.

2. Identity: These are the "what I am" items. Here adults describe
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what they are as they see themselves.
Self—satisfactioﬁ: This score reflects the level of self-satis-
faction or self-acceptance.
Behavior: This score measures the adults® perception of their
own behavior, or the way they function.
Physical self: Here adults present their view of thelr body,
state of health, physical appearance, skills, and sexuality.
Moral-ethical self: This score describes the self from a moral-

ethical frame of reference, moral worth, relationship to God,

with one's religion or lack of it.

. Personal self: This score reflects the individual's sense of

personal worth, feeling of adequacy and evaluation of personality
apart from body or relationships to others.
Family self: This score reflects one's feelings of adequacy,

worth, and value as a family member.

. Social self: This reflects the person’s sense of adequacy and

worth in social interactions with other people in general.
Variability score: This score provides a measure of the amount of
variability, or inconsistency, from one area of self-perception te
another.

Distribution score: This score is a summary score of the way
adults distritute their answers across the flve available choices
in responding to the items. High scores indicate that adults are
very definite and certain in what they say about themselves, while

low scores mean the opposite.
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12, Self-criticism {SC): This scale is composed of ten items. These

13.

14,

15-

are all mildly derogatory statements that most people admit as being
true of themselves. Individuals who deny most of these statements
most often are being defensive and trying to present a favorable
picture of themselves. High scores generally indicate a nommal,
healthy openness and capacity for self-criticism. Extremely high
scores (above the 99th percentile) indicate that the individual may
be lacking in defenses. Low scores indicate defensiveness.
Defensive positive (IP) score: This is a more subtle measure of
defensiveness than the self-criticism score. One might think of

SC as an obvious defensiveness score and IP as a subtle defensive-
ness score,

Number of deviant signs (NDS) score: This score is a purely em-
pirical measure, and is simply a count of the number of deviant
features on all other scores. The NDS score is the scale's best
index of psychological disturbance. This score identifies deviant
individuals with about 80 per cent accura
The true/false ratio (T/F): This is a measure of response bias,

an indication of whether the individual's approach to the task in-
volves any strong tendency to agree or disagree regardless of item
content. High T/F scores indicate the individual is achieving self-
definition by focusing on what he or she is and is relatively un-
able to accomplish the same thing by eliminating or rejecting what
he or she is not. ZILow T/F scores would mean the opposite, and
scores in the middle ranges would indicate that the individual

achieves self-definition by a more balanced employment of both



62

tendencies, accepting what is self and eliminating what is not self.

16, Net conflict score: This score is highly correlated with the T/F
score. It measures the extent to which an individual's responses
to positive items conflict with responses to negative items in
the same area of self-perception.

17. Total conflict: The foregoing net conflict score is concerned
only with directional trends in positive-negative measures of
-conflict. Total conflict scores determine the total amount of
conflict in individuals® self-concepts. High scores indicate
confusion, contradiction, and general conflict in self-perception.
Low scores have the opposite interpretation.

Table 7 presents the results of the Tennessee Self-Concept scores based
on & sample of 77 adult students used in this investigation. The same head-
ings are used fhroughout this chapter as description in the examination of
the hypotheses.

As was mentioned earlier, the counseling form of the Tennessee Self-

JGS -~

oncept Scale wWas us
the clinical form which were related to the purposes of this study were
also used. These variables which were identified as significant variables

for patients are: defensive positive; the number of deviant signs; true/

1
i

false ratio; net conflict; and total conflict.

W. H, Fitts (1965), the author of the Tennessee Self-Concept Scale,,
has used this instrument for various populations. The results of the
present investigation are compared with the scores of a nomm group of 626

and with a group of 300 psychiatric patients. Table 8 compares the self-
concepts of 77 adult students at Iowa State University with the self-



Table 7. Total positive self-concept scores and the other 16 variables related to adults- self-

concepts
Variables Number of Mean Standard Range Minimum Maximum
items Deviation

Total positive self-

concept 90 352.31 34.45 156.00 263.00 419,00
Identity . 30 125.25 11..98 54.00 93.00 147.00
Self-satisfaction 30 111.95 13.70 61.00 83.00 144,00
Behavior 30 115.21 12.20 64.00 79.00 143,00
Physical self 18 69.02 8.55 36.00 50.00 86.00
Moral-ethical self 13 73.29 7.32 36.00 51.00 87.00
Personal self 13 67.69 8.21 39,00 465,00 85.00
Pamily self 18 72 .86 8.96 37.00 51.00 88.00
Social self 13 69.51 7.72 38.00 49.00 87.00
Variability 15 39.43 10.21 51.00 20.00 71.00
Distribution 112.143 28.92 125.00 Ly, 00 169.00
Self-criticism 10 33.99 5.46 23.00 23.00 46,00
True/False ratio 0.971 0.25 1.32 0.57 1.89
Net conflict g0 - 9.00 13.27 71.00 - 49,00 22,00
Total conflict 99 28.40 7.93 42,00 9.00 51.00
Defensive positive 57.97 9.12 L4y, 00 39.00 83.00
Number of deviant signs 9.96 10.14 56.00 0.00 56.00

£9




Tahle 8. Means and standard deviations of the Tennessee Self-Concept Scale variables for the three

groups
Variables Undergraduate adults stu- Norm grou Patient group
dents at I.S.U. (r=77) (n=626 : (n=300) = .
Mean St. Dev. Mean St. Dev. Mean St. Dev.
Total positive self-
concept 352.31 34.45 345.57 30.70 323.00 4L, 50
Identity 125.25 11.98 127.10 9.96 116.20 15,70
Self-satisfaction 111.95 13.70 103.69 13.76 99.10 17.70
Behavior 115.21 12.20 115.01 11.22 108.00 15.40
Physical self 69.02 8.55 71.78 7.67 67.30 11.10
Moral-ethical self 73.29 7.32 70.33 8.70 65.20 11.00
Personal self 67.69 8.21 64.55 7.41 60.90 11.50
Fanily self 72.86 8.96 70.83 8.43 64.80 10.80
Social self 69.51 7.72 68.14 7.86 65.00 10.60
Variability 39.43 10.21 48.53 12.42 51.60 14.20
Distribution 112,143 27.92 120.44 24.19 121.40 31.10
Self-criticism 33.99 5.46 35.54 : 6.70 36.00 6.80
True/False ratio 0.971 - 0.25 1.03 .29 1.17 %)
Net conflict - 9.00 13.27 - 4,91 13.0L 3.00 18.20
Total conflict 28.40 7.93 30.10 8.21 35.10 11.30
Def'ensive positive 57.97 9.12 54.40 12.38 51.20 14.60

Nunmber of deviant signs 9.96 10.14 L.37 . : 22.90

%9
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concepts of the norm group of 626 and the 300 psychiatric patients.

As Tahle 8 demonstrates, adult students at Iowa State University have
higher self-concepts, are more satisfied with the way they act, thelr
relationship to God and their feelings of being good persons, have higher
senses of personal worth, feelings of adequacy and value as family members,
and are more adequate in their social interactions than both the general
population and the psychiatric patients. Undergraduate adult students at
Iowa State University are less variable from one area of self to another
area, have lower self-criticism, distribution, true/false ratio, net
confiict, and total conflict scores than the general population and the

psychiatric patients. Patients have the highest scores on these variables.

Hypothesis I

HO: There is no significant relationship between self-concept and
self-directed learning.

To examine this hypothesis, the total Self-Directed Learning Readiness
scores of the 77 adult students are correlated with their total positive
Tennessee Self-Concept scores. A highly significant correlation coefficient
of 0,558 is obtained. The probability level of this coefficient is beyond
0.001. So there is a highly significant positive relationship between

adults' self-directedness in learning and their self-concept. Therefore,

3
-

¢t
[

their levels of self-cdncept grow, ‘too.
To obtain a better understanding of this relationship, all sixteen
variables of the Tennessee Self-Concept Scale are correlated with the total

self-directed learning scores and their eight factors. Table 9 presents



Table 9. Correlation coefficients between self-directed learning factors and self-concept variables.
Self-directed Learning Factors
Self-con- Total Love of  Self- Tolerance Creat- View of Initia~ Self-  Accept-
cept self - learning concept of risk, ivity learning tive in under- and of
variables directed as an ambiguity, as a learn- stand- zrespons-
learning effective and com- lifelong, ing ing 1bility
learner plexity in beneficial for one's
learning process own
learning
Total posi-
ive self- % * *% *% *% *%
concept 0.558 0.362 0.431 0.572 0.4 0. 434 0.566 © 0.571 " 0.251"
X3 X ¥ ¥ *K 2.3
Tdentity 0.508 0.360 0.425""  0.449 0.412°"  0.478 0.521°© 0.528 " 0.195
Self-satis- N
faction 0.452°"  0.271 0.3:1°%  0.526"F  o0.3u4™  0.283" 0.456 " 0.466  0.232"
¥ i ; _
Behavior 0.570° " 0.363 0.460"  0.580"F  0.459"F  o0.mu2™  0.582™ o0.567  0.238"
Physical . “
self 0.427" "  0.224 0.296" 0.595"  0.244"  0.278" 0.430"° 0.410"° o0.074
Moral-ethi-~ % * x% % X% 3 X%
cal self 0.409" " 0.286 0.278" 0.427" " 0.295 0.323 0.360" " 0.424" " 0.297
Personal ,
self 0.5637  0.365"  0.519°  0.5:08" 0.516" 0.432"°  0.605 " 0.548" 0.208
2 % *% *% *
Family self 0.453 «  0.269 0.312""  0.450 0.316"  0.324 0.487  0.566  0.284
3 *Rk ¥*
Soclal self 0.499° 0.393 0.408 0.410 0.495 " 0.480 .. 0.4917 0.4l42” " 0.120



*%
Variability -0.307 -0.166

Distribution 0.4418 © 0.30

*¥

Self-

criticism -~0,079 -0.065
True/False %

ratio ~0.283 -0,218
Net con- %

flict ~0.256 -0,191
Total

conflict 0.006 0.079
Defensive % e
positive 0.453 0.328
Number of

deviant %

signs ~0.367 -0,215

-0.077
-0.142
-0.066
-0.182

0.383 "

X%
-0.301

~0.476
0.035

*3
0.395

~0.363 "

-0.209

0.353" "
-0.038
-0.076
-0.069
-0.007

0.451 "

~0.263"

-0.064

0.438" "
-0.010
0,162
-0.212

0.153

0.362"

s
-0.299

-0.284"

0.438""
-0.046
-0.095
-0.097
-0.082

¥*x

0.L69

~0. 4oy

*%
-0,32%

0.488°" 0.325"

-0.009

-0.121

-0,012

0.423

-0.332° -0.249"

-0.005

*

0.329" "

0.059

0.126

-0.045

0.146

*
Significance << .05,

*x%
Significance < .01.
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these correlation coefficients. The relationships between self-concept as
measured by the Tennessee Self-Concept Scale and all eight factors of
self-directedness in learning are significant beyond .01, except for the
"acceptance of responsibility for learning" factor; its significant level
is .02, Also,'the relationships between self-directed learning and the
sixteen variables of self-concept are significant beyond .05 except for
"self-criticism” (-.079) and "total conflict” (.006).

As was mentioned in the third chapter, the first hypothesls has eight
subhypotheses related to the eight factors in the Self-Directed Learning
Readiness Scale. Table 9 also presents the correlation coefficients of

these subhypotheses, with thelr significant levels indicated by asterisks.

A: There is no significant relationship between self-concept and
love of learning.

The results indicate that there is a positive significant relationship
between the factor heading of love of learning and total self-concept, and
the self-concept sub-scores known as identity, self-satisfaction, behavior,
moral self, personal self, family self, social self, distribution, and
defensive positive variables. However, there is not a significant relation-
ship between love of learning and self-criticism, true/false ratio, net
conflict, total conflict, physical self, and number of deviant signs
variables. Considering that the true/false ratio, net confiict, total
conflict, and number of deviant signs variables are identified as patient
variahles and the researcher's criteria for rejecting the null hypothesis
is that at least two-thirds of the variables be significant beyohd the .05

level, this null hypothesis will be rejected, identifying that there is a
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significant relationship between love of learning and self-concept.

B: There is no significant relationship between self-concept as
measured by the Tennessee Self-Concept Scale and self-concept
as an effective learner, as measured by the Self-Directed
Learning Readiness Scale.

Inspection of Table 9 shows that there is a significant relationship
between self-concept as an effective learner and total Tennessee self-
concept, identity, self-satisfactlon, behavior, physical self, moral-
ethical self, personal self, family self, social self, varlability,
distribution, defensive positive, and number of deviant signs variatles.

All of these variables have strong positive relationships with adults' self-
concept as effective learners, except for the variability and the number of
deviant signs variables which have strong negative relationships, sug-
gesting that when adults' self-concepts as effective learners grow, their
total self-concept, identity, distribution, satisfaction, behavior defens-
iveness, physical, moral-ethical, personal, family, and social selves will
increase also, but their number of deviant signs and their varlability

from one area of self-perception to another area tend to decrease.

However, there is not a significant relatlonship between self-concept
as an effective learner and self-criticisnm, trua/false ratio, net conflict,
and total confiict. As was mentioned earlier, these nonsignificant varia-
bies are among variables considered for psychological patlents; so this
null hypothesis will be rejected, suggesting that there 1s a significant
relationship between self-concept as an effective learner as measured by

the Self-Directed Learning Readiness Scale and self-concept as measured by

the Tennessee Self-Concept Scale.
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C: There is no significant relationship between self-ccncept and
tolerance of risk, ambiguity, and complexity in learning.

The results show that there are significant positive correlation co-
efficients between adults' tolerance of risk, ambiguity, and complexity in
learning and their total self-concept, identity, satisfaction, behavior,
physical, moral, personal, family, and social selves, distribution, and
defensiveness.

Inspection of Table 9 indicates a significant negative relationship
between adults' tolerance of risk, ambiguity, and complexity in learning
and their true/false ratio, net conflict, varizbility, and number of deviant
signs, suggesting that as adults' tolerance of risk, ambiguity, and complex-
ity in learning increase, their true/false ratio, net conflict, number of
deviant signs, and their variability from one area of self-perception to
another area tend to decrease, while their total self-concept, self-satis-
faction, identity, behavior, distribution, and defensiveness increase and
they tend to have a greater sense of personal worth in their social inter-
actions, as family members, their state of health, and their feelings of
being good persons. However, there is not a strong coefficient of correla-
tion between adults' tolerance of risk, ambiguity, and complexity in
learning and their self-criticism and total conflict. As was mentioned
earlier, the researcher's criteria for rejecting the null hypothesis is
the significance of at least two-thirds of the variables beyond the .05
ievel. Thus, this null hypothesis is also rejected because ail the

variables except two of them are significant beyond the .05 level.



71

D: There is no significant relationship between self-concept and
creativity.

The statistical analysis (vefer to Table 9) indicates that strong
positive relationships exist betweern adult students' creafivity and their
total self-concept, identity, satisfaction, behavior, physical self, moral-
gthical self, personal self, family self, social self, distribution scores,
and their defensiveness. A significant negative relationship exists be-
tween adults' creativity and their number of deviant signs, suggesting
that as adults' creativity grows, their self-concept, identity, satis-
faction, behavior, physical, moral, personal, family, and social selves,
distribution scores, and their defensiveness increase, while thelr number
of deviant signs decreases. On the other hand, there is not a significant
relationship belween their creativity and their self-criticism, true/false
ratio, net conflict, total conflict, and variability scores.

The results support the alternative hypothesis and reject the mull
hypothesis. Because most of the nonsignificant varialles are among the
patient variables, this indicates that there is a strong positive elat
ship between adults’' seif—concepts as measured by the Tennessee Self-

Concept Scale and their creativity.

E: There is no significant relationship between self-concept and
view of learning as a lifelong, beneficial process.

Inspection of Table 9 shown earlier, also identifles a strong r be-
tween the view of learning as a lifelong, beneficial probess'and total self-
concept, identity, satisfaction, behavior, physical, moral, personal, family
and soclal selves, distribution, defensiveness, and number of deviant signs.

Nonsignificant negative relationships de exist between adults' view of
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learning as a lifelong, beneficial process and their self-criticism, true/
false ratio, net conflict, and variability scores, suggesting that as
adults' self-directedness in learning grows, their self-criticism, true/
false ratio, net conflict and their variability from one area of self to

another decline. Therefore, the findings tend to support the alternative
hypothesis, confirming that there is significant positive relat ionships
between adults' self-concepts and their view of learning as a lifelong,

beneficial process.

F: There is no significant relationship between self-concept and
initiative in learning.

Data analysis indicates that highly significant positive correlations
exist between adults' initiatives in learning scores and their total self-
concept, identity, satisfaction, behavior, physical, moral, personal,
family, and social selves, distribution, and defensiveness scores.
Significant negative relationships exist between adults' initiative in
learning scores and their variability and number of deviant signs scores.
Other related self-concept scores of adult students, such as self-criticism,
true/false ratio, net conflict and total conflict, have nonsignificant
negative relationships with their initiative in learning, suggesting that
when adults' initiative in learning increase, their self-criticism, true/
false ratio, net conflict, total conflict, number of deviant signs, and
their variability from one area of self-perception to another decrease,
while their total self-concept, identity, satisfaction, behavior, physical,
moral, personal, family, and social selves, distribution, and defensiveness

increase.

The null hypothesis is rejected, specifying that there is a strong
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relationship between adult students' initiative in learning and their self-

concepts.

G: There is no significant relationshlp between self-concept and
self-understanding.

Statistical analysis also identifies that the relationship between
self-understanding and all self-concept variables is positive and
significant beyond the .01 level, except for the self-criticism, true/
false ratlo, net conflict, and total conflict scores, which have non-
significant negative relationships with self-understanding. Adults'
variability fron one area of self to another area and their number of
deviant signs have highly significant relationships with their self-
understanding; however, the kind of relationship is negative, suggesting
that as the adult's self-understanding increases, his or her variability
decreases. The mull hypothesis is rejected by thé resulis obtained,
specifying that there is a highly significant relatlionship between adults’

self-understanding and their self-image variables.

H: There is no significant relationship between self-concept and
acceptance of responsibility for one's own learning.

Table 9 shows that there is a significant correlation coefficient be-
tween adults' total seif-concept scores and their acceptance of responsibility
for their own learning. Also, the relationship between adults' acceptance of
re3pons;bility forftheir.qwn learning and their self-criticism, satisfaéfion,
behavior, msral éelf,.famiiyvsglf, distribution, and number of deviant signs
is strong. However, nonsignificant correlation coefficients exist between

their defensiveness, variabllity, social self, personal self, physical self,
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identity, net conflict, total conflict, true/false ratio, and their accept-
ance of responsibility for their learning. This null hypothesis fails to
be rejected, because half of the self-concept variables are not signifi-
cant beyond the .05 level.

In summary, as Table 9 shows and the analysis and discussion of data
identifies, the first main null hypothesis and ;ts subhypotheses, except
the acceptance of responsibility for one's own learning, are rejected,
confirming the existence of a strong positive relationship between adult
students' self-concept and their self-directedness in learning, love of
lewrning, self-concept as an effective, independent learner, tolerance of
risk, ambiguity, and complexity in learning, creativity, view of learning
as a lifelong, beneficial process, initiative in learning, and self-

understanding.

Hypothesis I1
HO: There is no significant difference betWeen se}fwimage
characteristics of individuals who are self-directed in
learning and those who are not.

In order to test this hypothesis, adult students who were judged as
low self-directed in learning and those who were highly self-directed in
learning were chosen. As was mentioned in a previous chapter, the author
of the Self-Directed Learning Readiness Scale, L. M. Guglielmino (1977),
identified the total self-directed scores of 209 and below as "low" and
total self-directed scores of 239 and above as "high.," The range between
these two scores was considered as average in self-directedness. For the

purpose of this study, the same criterla were used to select adult students

who were highly self-directed in learning versus those who were low. Adult
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students with average self-directed scores in learning were excluded in
this comparison.

Table 10 illustrates the mean, standard deviation, range, minimum,
and maximum scores of the first group who were highly self-directed in
learning. Thirty adult students had total scores of 239 or above. On
the other hand, fifteen out of the 77 adult students had total scores of
209 or below. The remaining 32 adult students had average scores and
were excluded.

Table 11 illustrates the mean, standard deviation, range, minimum,
and maximum scores of low self-directed adult students.

The second hypothesis was itreated by a t-test analysis to determine
whether the highly self-directed learners were any different from low
self-directed adult students in terms of self-concept and their personal
images. As Table 12 showé; a t value of 4.90 is obtained for total self-
concept scores. The t table value at the .05 level of significance is
2.021, and at the .01 level of significance is 2.704., Thus, the obtained
t value even exceeds the .01 level of significance, indicating that there
is a highly significant difference between high and low self-directed
adult students in temms of their self-images. To obtain a better under-
standing of this difference, adult students® scores on sixteen variables
of the Tennessee Self-Concept Scale of high and low self-directed groups
are compared to each other, and are also included in Table 12.

Analysis of data indicates that there is a highly significant
difference between the identity of highly self-directed and low self-

directed groups. The highly self-directed adults have higher identity



Table 10. Mean, standard deviation, range, minimum, and maximum scores of highly self-directed

adult students (r=30)

Variables Mean Standard Range Minimum Maximum
Deviation

Total self-directe

learning : 251.90 9.89 37.00 239.00 276.00

Iove of learning 79.10 3.40 14,00 71.00 85.00

Self-concept as an effective,

independent learner 49.07 4,86 20.00 39.00 59.00

Tolerance of risk, ambi-

guity, and complexity in

learning 72.83 L. 4o 20,00 63.00 83.00

Creativity L2.77 3.18 13.00 37.00 50.00

View of learning as a

lifelong, beneficial

process 37.77 2.18 8.00 32.00 40.00

Initiative in learning 21.10 2,31 9,00 16.00 25.00

Self-understanding 40.03 2.43 9.00 36.00 45,00

Acceptance of responsibility

for one's own learning 8.70 1.47 6.00 L.00 10.00

9L



Table 11. NMean, standard deviation, range, minimum, and maximum scores of low self-directed adult

students (n=15)

Variables Mean Standard Range Minimum Maximum
Devistion

Total self-directed learning 192.27 13.23 51.00 157.00 208.00

Love of learning 59.60 7.31 23.00 48,00 71.00

Self-concept as an effectlive,

independent learner 36.27 5.27 19.00 26,00 Ls5.00

Tolerance of risk, ambiguity,

and complexity in learning 54.07 9.22 36.00 28.00 64.00

Creativity 31.53 4,75 18.00 24,00 42,00

View of learning as a life-

long, beneficial process 29.13 4.29 17.00 21.00 38.00

Initiative in learning 15.07 2.02 8.00 10.00 18.00

Self-understanding 31.73 3.31 14.00 24,00 38.00

Acceptance of responsibility

for one's own learning 8.20 1.61 4,00 6.00 10.00

Ll



Table 12, Mean, standard deviation, and t value of self-concept variables of the Tennessee Self-
Concept Scale of high and low self-directed adult students

High Self-directed Low Self-Dlirected

Adult Learners (r=30) Statistics Adult Learners (n=15)
Variables Mean Standard t proba- Mean Standard

Deviation value bility Deviation

Total self- >
concept 370,29 27.66 %.90 0.00 322.87 35.87
Identity 130.97 9.36 3.55 0.002 115.67 15.35
Satisfaction  117.07 12.68 3477 0.001 103.00 13.16
Behavior 122,23  9.16 5.72° " 0.00 104,27 11.37
Physical self 72,0667 7.67 3.26° 0.002 63.60 9.21
Moral-ethical  76.30 6.06 347 0.001 69.13 7,43
self
Personal self 71,70 6.19 5 21 0.00 60.27 8.29
Family self 77.50 6.59 L.o7 0.00 67,40 9.98
Social self 72,70 6.29 5,260 0.00 62.73 9.27
Variability 36.47 8.l -2.17" 0.036 42,33 8.83
Distribution  124.23 26.55 3,56  0.001 ol 27 26.69
Self-

eriticism 34,30 5,95 -.30 0.769 34,80 3,78



True/False
ratio 0.915

Net conflict -12.533

Total con-

flict 28.40
Defensive

positive 60.57
Number of

deviant signs 6.47

0.165

11.50

8.37

8.28

7.13

*
-2.32
""2. 76

0.90

3,817

2.4

0.033
0.008

00373

0.00

0.02

1.14

-2.00

26.00

51.00

17.47

0.358
13.12

8.59

7.22

16.69

*
Significance «{.05.

*significance < .0
Sign cance «{.01.
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scores than the low self-directed adults, and have a better understanding
of what they are as they saw themselves.

The t value obtained for self-satisfaction is 3.47 with a probability
level of .001. As was mentioned earlier, the t table value with 43 degrees
of freedom at the .05 level of significance is 2.021 and at the .01l level

of significance is 2.704. The obtained value exceeds both these levels of

significance and indicates very strong differences between high and low
self-directed adult students. Inspection of mean scores shows that the
highly self-directed adults have higher self-satisfaction scores and
more self-acceptance than low self-directed adult students.

As Tahle 12 also indicates, the two groups are significantly different
in terms of their behaviors. A t value of 5,72 with a probability level of
.000 and differences in behavior mean scores show that high self-directed
adult students have higher behavior scores than low self-directed adult

students.

self scores. The t value obtained is 3.26 with a probability level of
.002. The highly self-directed adult students were more satisfied with
their physical conditions than low self-directed adult students.

Almost the same result is obtained for moral-ethical self. The t
value is 3.47 and the probability level is .001 with 7 points difference
in the two groups' mean scores. The results indicate a significant
difference in morzl-ethical selves of high and low self-diiected adult
students. The highly self-directed adult students have greater feelings

of being good persons, are more satisfied with their relationship to God
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and their religion or lack of it than low self-directed adult students.

The t value obtained for personal self is 5.21 and its probability
level is .000. This value exceeds both the t table values of .05 and .01
levels of significance, and indicates & highly significant differerice be-
tween the personal selves of high and low self-directed adult students.
Thus, highly self-directed adult students appear to be more satisfied
with their personality, their feelings of adequacy and their senses of
personal worth than low self-directed adult students.

Data analysis confirmed the significant differences between the high
and low self-directed adult students in terms of thelr family selves.

The obtained t value is 4,07 with a probability levél of .000, Highly
self-directed adult students have more feelings of adequacy, worth, and
value as members of thelr families than low self-directed adult students,

As Talle 12 indicates, there is a highly significant difference be-
tween the social self of high and low self-directed adult students. The

B0 AP R S N 1t
uviiav L

-directed adult learners have more scnse of adeguacy
and worth in their social interactions with other people than low self-
directed adult learners.

Inspection of Table 12 also shows an interesting result for variability
scores. The t value of -2.17 is significant beyond the .05 level. The
probability of t value is .036. The results indicate that there is a
significant difference between high and low self-directed adults'
variabilities. The difference in mean scores and the negative sign of

t value confirms that highly self-directed adult students have less in-

consistency from one area of self-perception to another in comparison
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with the lower self-directed adult students.

The t value obtained for distribution scores is 3.56 with a proba-
bility level of .00l. This value exceeds the t table value and provides
a very strong difference between the high and low self-directed adult
groups in temms of the distribution of their answers. Highly self-~
directed adult learners most often choose options 4 and 5 of the Tennessee
Self-Concept Scale items, while low self-directed adult learners choose
options 1 and 2 most often.

Inspection of Table 12 shows that highly self-directed adult students
are not very much different from low self-directed adult students in temms

of self-criticism. The obtained t value is -0.30, which is not statistically

v

significant.

In spite of self-criticiém, the true/false ratio.is significant. A
t value of -2.32 is obtained. The probability level is 0.03. The negative
sign indicates that the low self-directed adults have more response bias,
and stronger tendencies to agree or disagree regardless of item content
in comparison to highly self-directed adults.

Net conflict scores are also significant. The obtained ¢ value is
-2.76. The negative sign shows that low self-directed adults' responses
to positive items have more conflict with thelr responses to negative
items in the same area of self-perception than highly self-directed
individuals. However, there is not an important difference between these
two groups considering the total amount of conflict.

Statistical analysis of the data also shows a highly significant t
value of 3.81 with a probability level of .000 for defensive positive

scores of adult students sampled. The results specify that the two groups
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of high and low self-directed adult student are significantly different

from each other in terms of this variable. The highly self-directed adult
students are more defensive and have more positive self-descriptions than
low self-directed adult learners.

As Table 12 indicates, there is a significant difference hetWween the
two groups on their number of deviant signs scores. A t value of -2.4l4
with a probabllity level of .02 is obtained. The negative sign and the
differences in mean scores confirm that the low self-directed adult learners
are more deviant from the norm group than are the high self-directed adults.

In summary, as the presentation and discussion of the data show, there
are significant differences between high and low self-directed adult
groups. The highly self-directed adult students have more self-esteem;
are more aware of what they are, have more self-acceptance, are more
satisfied with their behavior, their health and physical conditionms,
their morals, religion, and relationship to God, thelr relatlonship to
their family and others, are more consistent from one area of self to
ancther, and are more consistent with the nom group than the low self-
directed adult students. As a result, the second null hypothesis is
rejected, specifying that there are significant differences between high

and low self-directed adult groups.

Hypothesis III

Ho: There is no significant difference within educational years
in terms of self-directed learning.

A three-way analysis of variance is used to test the third, fourth,
and fifth hypotheses. Table 13 illustrates a part of the three-way

analysis of variance displayed on adults' total self-directed learning
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as it relates to the main effect of educational years.

Analysis of the data indicates a significant F value of 2.97 for
educational year as a main effect. The null hypothesis is rejected, con-
firming that there is a difference among the total self-directed mean
scores of adult students of various educational years. Table 14 illustrates
the total self-directed mean scores and standard deviations of freshmen,
sophomore, junior, and senior adult students. To find ocut which year is
greatly different from others, a Duncan Test is used. The results (Table
14) indicate that seniors have significantly higher total self-directed
scores than freshmen, and are more self-directed in learning.

Table 13. A part of the three-way analysis of variance for total self-
directed learning related to the main effect of educational

year

Source of variation d.f. Sum of Squares Mean Squares  F-Ratio
Educational year 3 3,832.35 1,277.45 2.97"
Error 61 26,205.98 429.61

*
Sigpificance <7.05.

Table 14. Mean, standard deviation and Duncan Test of Significance for
total self-directed learning of four college years

Group N Mean  Standard Deviation Duncan Test®
L[] 1 I8

Freshnan 20 219.85 ? _? Freshman Junlor Sophomore
Sophomore 17 233.88 23,4k

20 225. 29.48
Junior 9435 ? Junior Sophomore Senior
Senior 20 237.50 19.85
Total 77 229.06 2L.09

aThose groups not shown on the same line are significantly different.
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A three-way analysis of variance is used on each factor of the
Self-Directed Learning Readiness Scale, in order to better understand
the differences among the four college years' adult students in temms of
their self-directedness in learning. The summary tables of these analyses
of variances are presented in Appendix E. The results of the three-way
analyses of variances for the factor headings of love of learning, self-
concept as an effective, independent learner, creativity, view of learn=
ing as a lifelong, beneficial process, initiative in learning, and self-
understanding indicate a significant difference among the four college
years' adult students. Duncan Test of Significance on each of these
factors indicates that freshman adult students have lower scores in love
of learning, while seniors have the highest scores. Senior adult stndents
are more eager to learn than other groups. Sophomores and junicrs also
have more love of learning than freshmen.

The second factor of the Self-Directed Learning Readiness Scale is
adults' self-concept as effective, independent learners. To provide
tional evidence of the validity of the SDLRS, il
in Table 15 rather than in Appendix E.

As Table 15 shows, no significant F value exists for year as a main
effect. However, significant F values do exist when the two variables of
sex and year or when the three variables of sex, age, and year are working
together. Table 16 illustrates the mean scores of adults' self-concept
as effective, independent learners for sex by year variahles. Figure 1

shows the shape of their interactions.
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Table 15. A part of the three-way analysis of variance for self-concept
as an effective, independent learner related to the main effect

and interactions of year.

Source of variation d.f.

Sum of Squares  Mean Squares F-Ratlo

Main effect

Year 3 279.57 93.19 2.57
Two~-way interactions

Sex by year 3 40k, 66 134,88 373

Age by year 3 113.23 37.74 1.04
Three-way interactions

Year by sex by age 3 522,46 174,15 4.81**
Error 61 2,209,193 36.22

*
Significance <£.05.

*%*
Significance < .01.

Table 16, Mean scores
le

Year
Freshman Sophomore Junior Senior
Male 43,80 46,43 40.80 Lk, 60
Sex
Female 39.30 b5.10 47.70 45.10

As Figure 1 shows, freshman females have lower mean scores of self-

concept as effective, independent learners than freshman male adults; but

Jjunior and senior females have higher mean scores than males.

The self-

concepts of female adult students increase as thelr years of education

increase, but this is not the case with male adult students.

Statistical analysis of the Tennessee Self-Concept Scale suggests
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Figure 1. Mean scores of adults' self-concept as effective, independent
learners for sex by year interaction
approximately the same vesults. Table 17 illustrates a part of the three-
way analysis of variance on adults' total self-concept of the Tennessee
Self-Concept Scale. Table 18 presents the mean scores of the four educa-
tional years. Significant F values are shown for the main effect of
year. Thus, freshman adults have lower self-concepts than other groups.
Each variable of the Tennessee Self-Concept Scale 1s used separately
to see whether there is any difference among the four college years' adult
students in temms of their self-concepts. The results (shown in Appendix
F) indicate that freshman adult students have lower identity, moral self,

personal self, and social self scores, but higher true/false ratio and
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Table 17. A part of the three-way analysis of variance on adults® total
self-concept of the Tennessee Self-Concept Scale.

Source of variance d.f. Sum of Squares Mean Squares F-Ratio
Main effect
*
Year 3 9,926.48 3,308.83 3.02
Two-way interactions
Sex by year 3 5,380.07 1,793.36 0.19
Age by year 3 3,117.58 1,039.19 0.4

Three-way interactions
Sex by age by year 3 1,585.14 528.38 0.70

. _
Significance < .05.

Table 18. Mean scores of adults’' total self-concept of four college years.

Group N Mean
Freshman 20 340,60
Sophomore 17 368.18
Junior 20 343.50
Senior 20 359.35

number of deviant signs scores than other groups. Seniors have higher

scores in this continuum. The results suggest that the Self-Directed

Learning Readiness Scale is valid, especially in temms of its second factor.
No significant difference is found among the four educational years

considering tolerance of risk, ambiguity, and complexity in learning. How-

ever, a three-way analysis of variance and a Duncan Test of Significance on

adults' creativity in learning (Appendix E) confims a significant difference

among adult students in the four college years. The results indicate that
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freshmen have lower creativity in learning than other groups and senlors
have the highest scores in creativity. In examining learning as a
lifelong, beneficlal process, freshman females have lcower scores than
freshman males regarding this factor, while sophomore, junior, and
senior females have higher scores than males. Considering the adults'
initiative in learning, a significant difference is found among adult
students of different college years. Freshman adult students are
less initiative in learning than other groups. The results indicate
that adults' initlatives in learning increase as they continue their
education, Almost the same result is obtained regarding adults'
self-understanding. Seniors are different from freshman and have
a higher self-understanding., The findings suggest that adults' self-
understanding grows as they continue their education through the college
years. However, there is not a significant difference among freshman,
sophomore, Jjunior, and senior adult students considering their acceptance
of responsibility for thelr own learning.

In summary, the data analyses indicate that there are significant
differences in adults' readiness for self-directed learning among the
four coliege years. The third nuil hypothesis is rejected because the
total self-directed learning and six out of its eight factors are signifi-
cant, identifying that there are strong differences in total self-directed
learning, love of learning, self-concept as effective, independent learners,
creativity, initiative in learning, and self-understanding among freshman,
sophomore, Jjunior; and senlor adult students. The findings indicate that

education has a significant impact on adults' self-directedness in learning.
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Inspection of the results shows that senior adult students are more self-
directed in learning, more eager to learn, have higher self-concepts as
effective and independent learmers, have greater creativity and initiative
in learning, and have higher self-understanding than freshmen, sophomores,

and juniors. The freshman adult students have the lowest scores in this

continuum.

Hypothesis IV

H,: There is no significant difference between males and females
sampled in terms of self-directed learning.

As was mentioned earlier, a three-way analysis of variance is used
on adults' total self-directed learning to examine the third, fourth, and
fifth hypotheses. Table 19 illustrates a part of this analysis related
to the main effect of sex and its two-way interactions.

Table 19, A part of the three-way analysis of variance for total self-

directed learning related to the main effect of sex and its
two-way interactions

Source of variation d.f. Sum of Squares dMean Squares F-Ratio

Main effect

Sex 1 684.00 684,00 1.59
Two-way interactions
Sex by age 1 233.74% 233.74 0.54
%
Sex by year 3 5,580.84 1.860.28 L.33
Error 61 26,205.98 429,61

*%
Significance < .01,

Table 19 summarizes the analysis of variance data to test the dif-
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ferences in adults' total self-directed learning between males and females.
The results indicate a nonsignificant F value of 1.59 for sex as a main
effect. This nonsignificant F identifies that if adults' sex is con-
sidered alone, ignoring their other characteristics like age and year of
education, there is not a strong difference between males and females in
terms of their self-directed learning. However, because adulis' sexes are
not separated from their characteristics of age and level of education,
one should look at the interaction between these variables, especially
when three-way analysis of variance is used.

Table 19 shows that the two-way interaction of sex by age is not
significant, btut the interaction of sex by year is highly significant.
An F value of 4.33 is obtained for sex and year variables when they are
considered together. Table 20 illustrates the mean scores of adults'
total self-directed learning when their sex and year of education are
considered at the same time. The shape of the interaction between sex

and year variables is shown in Figuxre 2.

Table 20. Mean scores of total self-directed learning for sex by year

variatles
Year
Freshman Sophonore Junior Senior
Male 227.00 234,14 210.00 233.90
Sex
Female 212.70 233.70 241,10 241.50

As Figure 2 illustrates, the self-directed learning readiness of
female adult students increases as their level of education increases;

however, this is not the case with male adult students. The self-directed
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Figure 2. Mean scores for sex by year interaction for adults' total self-
directed learning
learning readiness of male adult students increases from freshman to
sophomore, but decreases in junior year and increases agaln in their
senior year. The results indicate that when considering two variables
together, like sex and year of education, there 1s a significant difference
between self-directed learning of male and female adult students. Fresh-
man females have lower self-directed learning than males, but junior and
senior female adult students have significantly higher self-directed

learning than males. To understand better the differences in self-
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directed learning of male and female adults, each variable of the Self-
Directed Learning Readiness Scale is analyzed separately. As was men~
tloned earlier, the results of these three-way analyses of variances and
the differences in adults' mean scoves are presented in Appendix E.
Analysls of data shows a strong difference between male and female
adult students, considering their iove of learning scores. Freshman
females are less eager to learn than freshman males; but sophomore, junior,
and senior females have significantly higher scores in love of learning
than males. Females' love of learning increases as their level of educa-
tlon increases, btut this is not the case with male adult students. Almost
the same results are obtalned regarding adults' self-concept as effective,
independent learners. The interaction of sex by year is significant,
suggesting that freshman females have lower Self-coneept scores than
freshman males, but junior and senior females have higher self-concept

scores as effective learners than male adult students.

Inspection of the data in Appendix E also ldentifies no significant F

%

value for tolerance o

_1sk§ am “mw‘tr ana o -—l-t

tive in learning, self-understanding, and acceptance of responsibility for
one's own learning factors when sex ls considered alone or when two varia-
bles of sex and age or sex and year are used together. The results in-
dicate that both male and female adult students have the same level of
self-understanding, tolerance of risk, ambiguity, and complexity in learn-
ing, initiative in learning, and acceptance of responsibility for thelr own
learning. The obtained F value for adults' creativity in learning and their
view of learning as a lifelong, beneficial process are nonsignificant for

sex as a main effect; however, strong F values are recorded for sex and
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year interaction when these two variables are considered together.
Findings of this investigation specify that females' creativity in learn-
ing and their views of learning as a lifelong and beneficial process in-
crease as their education increases, but that is not the case with males.

In summary, data analysis indicates that there are significant dif-
ferences in adults' readiness for self-directed learning between the male
and female students. The third null hypothesis is rejected because
total self-directed learning, love of learning, self-concept as an
effective, independent learner, creativity, and view of learning as a
lifelong, beneficial process are significant. Freshman females are
less self-directed in learning, less eager to learn, have lower self-
concepts and creativity, and consider learning as beneficial and lifelong
less than freshman males. However, females have greater groWwth in all of
these variables as thelr levels of education increase with males' growth

in the opposite direction.

Hos There is no significant difference within the age categories

in temms of self-dirscted learning.

A three-way analysis of variance is used on adults' total self-
directed learning to examine this hypothesis. Table 21 illustrates a
part of this analysis related to the main effect of age and its two-way
and three-way interactions.

As Table 21 indicates, there is not a significant difference between
old and young adult students, when age is considered as a separate varia-

ble, and sex and year are kept constant. The same result is reached when

age and sex or age and year are working together. Neither of the F values
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Table 21. A part of the three-way analysis of variance for total self-
directed learning related to the main effect and interactions
of age

Source of variation d.f. Sum of Squares Mean Squares F-Ratio

Main effect

Age o 1 796.63 796.63 1.85
Two-way interactions |

Age by year 3 1,536.19 512.06 1.19

Age by sex 1 233.74 233.74 0.54
Three-way interactions

Age by sex by year 3 5,184.26 1,728.09 .02

Error 61 26,205.98 429.61

- .
Significance & .01,

are strong. However, with three-way interaction, when none of the varia-
bles are constant, and all of the three variables are considered together,
a significant F value of %.02 is obtained. Table 22 illustrates the total
self-directed learning mean scores for sex by age by year variables.
Figure 3 shows the shape of this interaction and illustrates how three
variables work together.

Table 22. Mean scores of total self-directed learning for sex by age by

I
year variables

Young 0d
Male Female Male Female
Freshman 226,00 215.40 228,00 210.00
Sophomore 222 .10 230.20 263.50 237.20
Junior 225.60 227.40 194,40 254,80

Senior 226.80 234.40 241,00 248.60
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Figure 3. Mean scores for total self-directed learning for sex by age by
! year interaction
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As was mentioned in the third chapter, "young adults" are defined as
those between the age of 25 to 35 years, and "old adults" are students of
the age of 35 and older.

Inspection of Table 22 and Figure 3 shows that in the first year of
college, young females have higher total self-directed mean scores than
older females, btut young males have lower total self-directed mean scores
than older males. In the second year of college, young females have lower
self-directed scores than older females. Also, young males have signifi-
cantly lower self-directed learning scores than older males. In the third
year of cbllege, young males and females obtain similar self-directed mean
scores, but older males have significantly lower scores than older females.
In the fourth year of college, both young males and young females obtain
significantly lower total self-directed learning scores than older males
and older females.

Three-way analyses of variances are performed on each factor of the

Self-Directed Learning Readiness Scale to better understand the differences
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and young adult students. The results
also are presented in Appendix E. These data suggest that there are not
significant differences in tolerance of risk, ambiguity, and complexity
in learning, and acceptance of responsibility for one's own learning
between old and young adult students. Regarding the other six factors
of the Self-Directed Learning Readiness Scale, no significant F value

is obtained when 5ge is considered separate from sex and year of educa-
tion. However, when either the variable of age and the varlable of year
or all three variables of age, sex, and year are working together,

significant F values are obtained for the factor headings of love of
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learning, self-concept as an effective, independent learner, creativity,
view of learning as a lifelong, beneficial process, initiative in learning,
and self-understanding. Data analysis suggests that freshman old and
young adult students are not significantly different from each other.
Sophomore and senior older adults have higher self-directed learning
than younger ones. In the third year ¢f college, young females have
lover self-directed learning than older females, but young males have
higher scores than older males.

Thus, the fifth null hypothesis is rejected, because significant
differences are obtained between the younger and older adult students
regarding their total self-directed learning and its six out of eight
factors. A complete table of the three-way analysis of variance for
total self-directed learning which is used to test the third, fourth, and

fifth hypotheses is presented in Appendix E.

Hypothesis VI

Hy,t There is no significant difference within the age categories
in terms of self-concept scores.

To test the sixth and seventh hypotheses, the scores of the 77 adult
students on the Temnessee Self-Concept Scale are used. A three-way analy-
sis of variance is performed on adults' total self-concept scores;to
identify the effects of age., sex., and year. Table 23 illustrates the
result of a part of this analysis of variance on adults' total self-
concept, related to the main effect and interactions of age variables.

As Table 23 presents, no significant difference is found between the

total self-concept of young and old adult students when age is considered
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Table 23. A part of the three-way analysis of variance for adults' total
self-concept related to the main effect and interactions of age

Source of variation d.f. Sum of Squares Mean Squares ~ F-Ratio

Main effect

Age 1 1,795.54 1,795.54 1.64
Two-wéy Interactions

Age by sex 1 1,252.36 1,252.35 1.14

Age by year 3 3,117.58 1,039.19 0.95
Three-way interactions

Age Dy sex by year 3 1,585.14 528.38 0.48
Erroxr 61 66,870.94 1,096.25

alone or when age and sex, age and year, or age, sex, and year are working
together. However; for each of the sixteen variables of the Tennessee
Self-Concept Scale, a three-way analysis of variance is used to specify
whether there is any difference between young and old adults' self-concepts.
The results indicate a significant F value for self-criticism. Al-
though the main effect of age is not strong, the effect of sex and age is
gnificant when they work together. Tahle 2L illustrates a part of the
three-way analysis of variance on self-criticism for the main effect and

Interactions of age.
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Table 24. A part of the three-way analysis of variance for self-criticism

Source of variation d.f. Sum of Squares  Mean Squares F-Ratio

Main effect

Age 1 27.88 27.88 0.92
Two-way interactions

Age Dy sex 1 154.89 154,89 5.09"

Age by year 3 70.43 23.48 0.77
Three-way interactions

Age by sex by year 3 42,05 14,02 0.46

"Significance < .05.

As the results show, differences in self-criticism of young and old
adults appear when they are grouped on the basis of both thelr sex and age.
Table 25 illustrates the mean scores of adults' self-criticism for sex by
age variables. Figure 4 shows the shape of this interaction.

As Table 25 énd Figure 4 show, 0ld males have greater capacities for
self-criticism than young males, but the result is opposite fé; females.
0ld females have less capacity for seif-criticism than young females.

The other fifteen variables of the Temnessee Self-Concept Scale are
not significant for age. Young and old adult students are not greatly
different from each other in terms of their net conflict, total conflict,
identity, self-satisfaction, behavior, physical, moral, personal, family,
and sccial selves, disiribution scores, defensiveness, and number of deviant

signs. A summary of the analysis of variance tables on each of theze
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Table 25. Mean scores of adults' self-criticism for sex by age variables

Age

Young 0id

Male 31.40 35.41
Sex

Fenale 35.40 33.95

36

Female

35

3

Mean
Scores 33

32
Male &
31

30 &

Young ' oLd

Figure 4. Mean scores of adults' self-criticism for sex by age variahles
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variances is presented in Appendix F.
The researcher fails to reject the sixth null hypothesis, because
there is no significant difference between old and young adult students

considering their total self-concept and its 15 out of 16 variables.

Hypothesis VII

H.: There is no significant difference between males and females
sampled in terms of self-concept scores.

The same three-way analysis of variance is used to test this hy-
pothesis. The results of a part of the analysis of variance for adults'
total self-concept regarding the main effect of sex and its interactions
are presented in Table 26.

Table 26. A part of the three-way analysis of variance for adults' total
self-concept.

Source of variation d.f. Sum of Squares Mean Squares F-Ratio

Maln effect

Sex 1 15.39 15.39 0.01
Two-way interactions

Sex by age 1 1,252.36 1,252.36 1.14

Sex by year 3 5,380.07 1,793.36 1.64
Three-way interactions

Sex by age by year 3 1,585.14 528.38 0.48
Error 61 66,870.94 1,096.25

Inspection of Table 26 shows that there is no significant difference
between self-concepts of male and female adult students. Nelther the main

effect of sex nor the effects of sex and age, sex and year, or sex, age,
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and year are strong. However, as was mentioned earlier, each variable of
the Tennessee Self-Concept Scale is used separately to -be sure that there
is no strong difference between males and females (Appendix F).

As was mentioned earlier, a significant F value is obtained for
self-concept when sex and age are working together (Tables 24 and 25, and
Figure 4). The results indicate that young females are significantly open
to self-criticism more than young males, but old females have less capaclty
for self-criticism than old males.

A three-way analysis of variance for personal self identifies an im-
portant difference between male and female adult students. A pait of this
analyslis of variance regarding the effect of sex is presented in Table 27.

Table 27, A part of the three-way analysis of variance for personal self
regarding the main effect of sex and its interactions

Source of variation d.f. Sum of Squares Mean Squares F-Ratio
Main effect

Sex | 1 28.85 28.85 0.49
Two-way interactions

Sex by age 1 46,55 46,55 0.80

*

Sex by year 3 626.26 208.75 . 3.59
Three-way interaction

Sex by age by year 3 137.63 45,88 0.79
Error 61 3,550. 76 58,21

*
Significance £ .05.

As the table indicates, there is not a strong difference between '
males' and females' personal selves, when adult students are grouped only

on the basis of their sex. However, when both thelr sex and level of
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education are considered together, a significant F value of 3.59 is ob-

tained. Table 28 illustrates the mean scores of adults' personal selves for

sex and year variables. Figure 5 presents the shape of their interactions.

Table 28. Mean scores of adults' personal self for sex and year varlables

Year
Freshman Sophomore Junior Senior

Male 68.00 73.57 63.40 69.20
Sex

Female 60.20 68.90 70.40 69.60

75

70 :
Mean
Scores ' ,/”’/’/0

Male & V4 NG P
N
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65
60 L:Female 4//
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Figure 5. Mean scores of adults' personal self for sex by year interaction
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The findings suggest that freshman and sophomore males have a
greater sense of personal worth, feelings of adequacy as persons, and a
higher evaluation of their personality than freshman and sophomore females.
The result is quite opposite for junior adult students. Junior males have
lower senses of personal worth than junior females. Senior males and
females have almost the same level of personal worthand feelings of
adequacy.

The results of the three-factor analysis of variances for the true/
false ratio, net conflict, total conflict, identity, self-satisfaction,
behavior, physical self, moral-ethical self, family self, social self,
variability, distribution score, defensiveness; and number of deviant
signs identify no significant difference between male and female 2dult
students (Appendix F). Because strong differences appear between male and
female adult students only when their self-criticism and personal self are
considered, btut male and female adults are not significantly different in

thelr total self-concepts and other related variables, the researcher falls

!
4

to reiect the last hypothesis. 4s a result, it 1s concluded that male and
female adult students are not significantly different in terms of their
self-concepts.

The complete tatle of the three-way analysis of variance for adults'
total self-concept which is used for both the sixth and seventh hypotheses

is presented in Appendix F.

Summary
This chapter has presented and discussed the data which were collected

in the study. The data analyzed and described the relatlonshlp of adults’
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self-directedness in learning and their self-concept. Also, adults'’
differences in age groups, sex, and educational levels were discussed.

The organizatlon was based on the seven hypotheses of the study, which
were discussed in the third chapter. A summary of the findings of the
investigation, and conclusions drawn from the data collected, are included
in Chapter V. Implications and recommendations that the data hold for

research and practice are also cited.
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CHAPTER V. SUMMARY, CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS

Introduction
The purpose of this chapter is to summarize the study, offer con-
clusions, suggest implications, and present recommendations for further
research. In the first section, the purpose and prdcedure of the study is
presented; the second section summarizes the major findings of the study;
the third section offers conclusions relative to those findings; the
fourth section suggests implications; and the final section offers

recommendations.

Purpose and Procedure

The purpose of this study was to analyze and describe the relation-
ship of adults' self-directedness in learning and their self-concepts. It
is expected that the results of this study will contribute to a growing
body of research.and theory relative to self-directed learning, will pro-
vide more information about the Self-Directed Learning Readiness Secale
will identify additicnal information concerning participation patierns of
adult learners, will provide a comparison between older and younger adults,
males and females, and adult students within four different grade levels
of college, and will contribute additional information to those involved
in the development and delivery of continuing education and personal growth
opportunities for adult learners.

Relevant literature and research related to self-directed learning,

adults' learning projects, and self-concept were reviewed to support the

need and overall rationale of the study.
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Two instruments were used to collect data for the study. One was the
Self-Directed Learning Readiness Scale developed and tested by L. M.
Guglielmino (1977). This instrument was used to determine the following:
1) the degree of adults' total self-directedness in learning; 2) love of
learning; 3) self-concept as an effective, independent learner; 4) toler-
ance of risk, ambiguity, and complexity in learning; 5)ereativity;

6) view of learning as a lifelong, beneficial process; 7) initiative in
learning; 8) self-understanding; and 9) acceptance of responsibility for
one's own learning.

The second instrument was the Tennessee Self-Concept Scale. It was
developed and tested by W. H. Fitts (1965). This instrument was used to
provide necessary information regarding adults' self-concept. Sixteen
variables were provided from the Temessee Self-Concept Scale (see
Chapter III). They and the total self-concept score were used in
hypotheses testing.

Utilizing a table of random numbers, 77 adult students were selected
from the total population of Iowa State University adult students for in-
clusion in the study. The two instruments, an explanatory cover letter,
and an addressed, postage pald return ehwelope were distributed to each
subject. Two weeks after the initial set of materials was mailed, a follow-
up telephone call was made to the individuals who had not responded. All
of these nonrespondents, except three individuals, agreed to complete the
Instruments i1f provided another set of materials. Three individuals were

randomly selected from the population to substitute for the three refusals.
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Findings
The following represents a summary of the study's major findings.
The Investigation has three major hypotheses and four exploratory ones.
The findings are organized around these hypotheses.
The first null hypothesis for this study was:

HO: There is no significant relationship between self-corcept and
self-directed learning.

The results indicated a close positive relationship between adults' self-
directedness in learning and thelr self-concepts. The obtained correlation
coefficient was 0.558 with a significance level of 0.000. Subsequently,
i1t was suggested that based on just the overall scores, the null hypothesis
could be rejected.

The first hypothesis had eight subhypotheses related to the.elght
factors of the Self-Directed Learning Readiness Scale described in Chapter
III.

A: There is no significant relationship between self-concept and
love of learning.

A highly significant éo_relation of 0.362 and a significance ;eVel of
0.001 was found between adults' total self-concept and thelr love of learn-
ing. Thus, it was suggested that the null hypothesis could be rejected for
this factor, indicating the existence of a close relationship between
adults' love of learning and their overall self-concept. Further examina-
tion also revealed a close relationship between love of learning and self-
identity, self-satisfaction, personal behavior, moral, personal, family,
and social selves, distritution, and defenslveness.

B: There is no significant relationship between self-concept as
measured by the Tennessee Self-Concept Scale and self-concept

as an effective learner, as measured by the Self-Directed
Learning Readiness Scale.
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A significant positive relationship of 0.431 with a significance
level of 0.000 was obtained between self-concept as an effective learner
and the Tennessee total self-concept plus the variables of identity, self-
satisfaction, behavior, physical, moral, personal, family, and soclal
selves, variability, distribution, defensiveness, and number of deviant

signs variables. As a result, the mull hypothesis was rejected.

C: There is no significant relationship between self-concept and
tolerance of risk, ambiguity, and complexity in learning.

The results identified a strong correlation coefficient of 0.572 and
a significant level of 0.000 existed between adults' tolerance of risk,
ambiguity, and complexity in learning and their total self-concept, true/
false ratio, net conflict, identity, satisfaction, behavior, physical,
moral, personal, family, and social selves, variability, defenslveness,
and number of deviant signs. This null hypothesis was also rejected.

D: There is no significant relationship between self-concept and
creativity.

A strong relationship of 0.441 with a significance level of 0.000 was
total self-concept plus’the
variables of identity, satisfaction, behavior, physical, moral, persenal,
family, and social selves, distribution, defensiveness, and number of
deviant signs. As a result, the null hypothesis was rejected.

E: There is no significant relationship between self-concept and

view of learning as a lifelong; beneficial process.
The findings confirmed the rejection of this null hypothesis,
identifying a close relationship of 0.434 and a significance level of
0.000 between adults' view of learning as a lifelong, beneficlal process

and thelr total self-concept plus the variables of identity, satisfaction,
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behavior, physical, moral, personal, family, and social selves, distri-

bution, defensiveness, and number of deviant signs.

F: There is no significant relationship between self-concept and
initlative in learning.

This null hypothesis was also re¢jected, because a highl& strong
positive correlation of 0.566 with a significance level of 0,000 was
found between adults' initiative in learning and their total self-concépt.
Some related varlables such as identity, satisfactlon, behavlior, physical,
moral, personal, family, and social selves, variability, distribution,
defensiveness, and number of deviant signs were also significant.

G: There is no significant relationship between self-concept and
self-understanding.

A strong relationship of 0.571 and a significance level of 0.000
existed between adults' self-understanding and thelr total self-concept.
‘scores, suggesting the rejection of this hypotheéis, too. Some of the
self-image variables such as identity, satisfaction, behavior, physical,
moral, personal, family, and social selves, variabllity, distribution,

4 er of deviant signs were also significant.

fensiveness; and nmb

%
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H: There is no significant relationship between sélf-concept and
acceptance of responsibility for one's own learning.

A strong coefficient of 0.251 with a significance level of 0.014 was

found between adults' total self-concept scores and their acceptance of

relationships were found for most of thelr self-concept variables, the
researcher failed to reject this null hypothesis. See Chapter IV for more

specific data.

The second null hypothesis for this study was:
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H.: There 1s no significant difference between self-image
characteristics of individuals who are self-directed in
learning and those who are not.
This hypothesis was treated by a t-test analysis to find out whether the
highly self-directed learners were any different from low self-directed
adult students in terms of their self-concepts. Data analysis indicated
a significant t value of 4.90 for total self-concept scores. The obtained
% value exceeded the .01 level of significance, indicating that there was
a highly significant difference in the self-concept scores of high and low
self-directed adult students. Each variable of the Tennessee Self-Concept
Scale of high and low self-directed groups was also compared to each other.
The results indicated strong differences in true/false ratio, net conflict,
total conflict, identity, self-satisfaction, behavior, physical self,
moral-ethical self, personal self, family self, social self, variability,
distribution, defensiveness, and number of deviant signs of high and low
self-directed adult students. As a result, the second null hypothesis was
rejected.
The third null hypothesis for this study was:

H.: There is no significant difference within educational years
in temms of self-directed learning.

Three-way analyses of variances were used on the adults’ total self-
directed learning scores and the eight related factors to test this hy-
pothesis. Analysis of the data indicated a strong F value of 2.97 with
a significance level of 0.039 for educational year effect. The null
hypothesis was rejected, confirming that there was a great difference
among the total self-directed mean scores of adult students of various

educational years. Also, three-way analyses of variances were used on
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each factor of the Self-Directed Learning Readiness Scale. The findings

identified significant differences among freshman, sophomore, junior, and
Senlor adult students in terms of thelr love of learning, creativity,
initiative in learning, and self-understanding.

The fourth null hypothesis for this study was:

Hy: There 1s no significant difference between males and females
sampled in terms of self-directed learning.

Several three-way analyses of variances were used on adults' total self-
directed learning scores and the eight factors to examine this hypothesis.
A strong F value of 4.33 with a significance level of 0.008 was found for
sex by year effect related to the total self-concept scores. Results
identified that there were significant differences between male and female
adult-students regarding thelr overall self-directedness in learning, love
of learning, self-concept as effective, independent learners, creativity,

and theilr view of learning as a lifelong and beneficial process. Thus,

the mull hypothesis was rejected.
The fifth null hypothesis for this study was:

HO: There 1s no significant difference within the age categories

=1 cakad o Py
in temms of self-directed LEALTILIIS »

The results of three-way analyses of variances identified a nonsignificant
F value for age when 1t was considere& as a separate variable and sex and
year were kept constant. Hoﬁever, when all three variables of age, sex,
and year were working together, a -stxeng F value of 4.02 of 4,02 with a |
significance level of 0.011 was found between old and young adult students
in terms of their total self-directed learning. Also, the facbors of love
of learning, self-concept as effective, independent learners, creativity,
view of learning as a lifelong, beneficial process, initiative in learning,

and self-understanding were significant. As a result, the fifth null
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hypothesis was rejected.

The sixth null hypothesis for this study was:

Ho: There is no significant difference within the age categories
in terms of self-concept scores.

To test this hypothesls, three-way analyses of variances were performed
on the adults' total self-concept scores and the other sixteen related
variables. The results identified no significant difference between the
self-concept of young and old adult students. The researcher failed to
reject this null hypothesis.

The last null hypothesis for this study was:

HO: There is no significant difference between males and females
sampled in terms of self-concept scores.

Several three-way analyses of variances were used to test this hypothesis.
Insepction of the findings indicated no strong differences between the
self-concepts of male and female adult students. This null hypothesis

was not rejected.

Conclusions
The following are major conclusions drawn from the findings of the
investigation. They are limited to the sample studled; however; the
reader may be able to draw some generalizations applicable to other groups.
1. There is a strong positive relationship between the self-image of
adult students and their self-directedness in learning. As adults
gain the ability to direct and organize thelr own learning, they
consider themselves more and more as worthy persons in every aspect
of 1life. Adult students with higher self-concepts appear to be

more interested in learning, have higher self-images as effectlve
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and independent learners, are more creative, consider learning as
a lifelong and beneficial process; have higher self-understanding
and a greater tolerance for risk, ambiguity, and complexity in
learning, and are ﬁore likely tc be able to plan and direct the
majority of their learning projects themselves than adult students
with lower self-concepts.
Highly self-directed adult students appear greatly different from
adults with lower self-directedness in terms of their character=
istics. Adult students with greater abllity to plan and direct
thelr own learning activities have more self-esteem, are more
aware of what they are and what they are not, have higher self-
acceptance, are more satisfied with their behavior, their health
and their physical conditions, their moral and their religious
selves, are more consistent from one area of self to another, are
more satisfied with their social interaction, thelr relationship

to their family and their relationship to God, and have less

2

eviant signs than lower self-directed adult students.

- Adult students with a higher level of education appear to be more

3

able to plan, organize, and direct their own learning activities
than students with a lower level of education. More educated

adult students seem to have a greater love of learning, are more
creative, have a higher initiative in learning, and have greater
understanding of self than less education individuals. Educatlonal
status also appears to have a significant impact on an adult's self-
directedness in learning. Adult students with "senlor" status seem

more eager to learn, have greater creativity and initlative in
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learning, are more self-directed in learning, and have higher

self-understanding than freshmen, sophomores, and juniors. The
freshman adult students have the lowest scores.

Male and female adult students also appear to bte quite different
in their ability to plan and direct their own learning, their love
of learning, thelr self-image as effective, independent learners,
their degree of creativity, and thelr view of learning as a life-
long and beneficial process. Females have linear growth in their
ability for self-directed learning as their levels of education
increase, but it does not appear to be so for male adult students.
Females who are going to finish college programs soon have greater
ability to organize and direct thelir leérning activities, are more
eager to learn, look at learning as a lifelong and useful process,
are more creative, and have higher self-concepts as effective and
independent learners than females who are Just starting college

studies. On the other hand, college education does not appear to

learning. Males have approximately the same level of creativity,
self-imderstanding; self-image as effective learners, and self-
directedness in learning when they begin to take college courses
as when they finish ccllege education.

There also appear to be great differences in the ability levels of
older and younger adult students to direct their own learning. In
the second and fourth years of college, older adults seem more
eager to learn, have higher self-images as effective and independent

learners, have greater creativity and initiative in learning, are
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more self-directed in learning, and have greater view of learning
as a lifelong and beneficlal process than younger adult students.
In the first year of college, older males are more self-directed
in learning than younger males, but older females are less able
to plan and direct their learning activities than younger females.
In the third year, the relationships appear to reverse. Older
females have greater ability for self-directedness in learning
than younger females, but older males have less abllity than
younger males for organizing and directing thelr learning.
Older and younger adult students appear to have approximately the
same level of self-concepts except for self-criticism. Older
males have greater capacities for self-criticism than younger
males, but older femuales have less capacliy for self-criticism
than younger females.
There does not appear to be a great difference between male and
female adult students in terms of their self-image, except for
their personal self and self-criticism. The difference in self-
criticism of male and female adult students is mentioned above.
In tems of personal self, freshman and sophomore males have a
greater sense of personal worth, greater feelings of adequacy as
persons, and a higher evaluation of thelr personalities than
freshman and sophomore females.v Senior males and females have
almost the same level of personal worth and feelings of adequacy.

Opposite relationships appear to exist for juniors. Females have

=
]

z

inear growth in the evaluation of their personallties as they

become more educated, but males have more fluctuation in the
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evaluation of thelr personal self as college éducation does not
appear to help males much in gaining a greater sense of personal
worth and feelings of adeguacy.
8. The mumber of highly self-directed co e adult students is twice
the number of low self-directed adult students. The results of
this investigation identifies thirty highly self-directed adults,

while only fifteen low self-directed adult students are identified.

Implications

The close relationships of adults' self-directed in learning and
their self-image suggests the great responsibility educators must assume
in helping students in areas of personal growth. In college courses,
especially in undergraduate programs, emphasis is usually on the cognitive
domain; however, in helping adult students regarding their feelings and
understanding of self, more emphasis should be on the affective domain,
For example, as the findings of this study indicate, when adults have

clear images of self and higher self-understanding; and when they know

who they are and who they are not, they will be able to plan and direct
their own learning and as a result, organize and direct their own lives
more effectively.

The results of this study and previous investigations also have
indicated that adults with higher self-concepis are not dependent on
teachers. Thus, it is the responsibility of adult students to find out
what they want to learn and how they are going to approach their learning
experiences. Educators' roles become more facilitative in nature rather

than telling learners what is "best" for thenm.
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M. Knowles (1970) has suggested that when students are responsible
for their own learning and when they have to plan and direct theilr learning
activities, they gain knowledge more easily and retain it for a longer
period of time. On the other hand, teacher-directed learning assumes
that students are motivated to learn in response to external rewards and
punishments such as awards, grades, and fear of fallure; whereas self-
directed learning assumes that learners are motivated by internal in-
centives, such as the need for self-esteem, the desire to achleve and
grow, the satisfaction of accomplishment, the need to know something
specific or the curliosity of the adult. As this study and previous in-
vestigations indicated, most adult students, including those at college
levels, are self-directed in learning. Unfortunately, methodologically
in most courses, much emphasis is still on lectures and teacher-directed
methods. Thus, paying attenticn to the self-directed learning phenomenon
nay mean that teacher methods that optimize learner involvement may need
to be developed.

Jarious patterns of adults' learnings require that the learning
resources be designed and packaged to fit individual adult students and
to overcome the obstacles which interfere with learning efforts. Those
responsitle for planning educational programs for adult students should
develop and deliver a wider range of opportunities. Programmed learning
materials on a variety of subjects, improved cor&eSpondence courses, the
troadcast media, available resource people throughout a community, in-
tensive weekend seminars, and specialized services are some of the
possibilities.

This study has shown that highly self-directed adult students are
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different from adults with lower self-directedness in terms of their
characteristics. Self-directed adults have more self-esteem, have higher
self-acceptance, are more satisfied with their behavior, and in general,
are more satisfied with thelr lives than lower self-directed adults.
This result is very important to many instructors and counsellors.
Facilitators in learning experiences and adults' counsellors need to pay
more attention to the psychological characteristics of adult students in
helping them to grow. Counsellors and facilitators should also help
adult students to become more self-directed in various aspects of life,
because 1t will iIn turn help adults to be more productive citizens and to
be more satisfied with their lives,

The findings regarding the number of high and low self-directed
adult students showed that highly self-directed adult students are twice
the number of lower self-directed adults. This result indicates that
both lifelong learning and self-directed learning are more than just a
catchword. College students, like numerous other adult populations
studied, are investing significant amount of time and energy in deliberate
and self-directed learning activities. The high percentage of self-directed
adult students lends strong support to the notion that adults have both a
need and interest in planning and directing their own learning projects.
The nature of adults' participation in learning proJjects provides mounting
evidence that program planning must be approached in new ways. As was
mentioned earlier, adult learning is primarily self-directed; adult learn-
ers plan and maintain day-to-day responsibility for thelr own learning.
Program planning should be conducted in a manner that puts the adult

learner in the primary position of organizing and directing his or her
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learning activities.

Recommendations for Further Research

The following are suggested recommendations for additional research.

1.

Additional research with different populations should be conducted
on the relationship of adults' self-directedness in learning and
their self-concepts. Iarger samples should be studied to allow
for comparisons of such variables as sex, age, educational back-
ground and training, family background, learning styles, urban-
rural populations, and race.

Further research 1s needed to study the reliability and validity
of the Self-Directed Learning Readiness Scale.

Research should be undertaken to idemtify how educational programs
can be established to prepare the academic staff of a university
to present effective teaching methods to adults instead of regular

college students. Adult educators should be instructed and pre-

ared to accept the )

)
I

rale o

-

‘acilitators rather than teachers and

treat adults as grown up individuals with different needs and
abilities.

A study should be made to identify the structures and processes
through which self-directed learning opportunities are provided
or facilitated. Various self-directed learning situations can be
studied and compared to analyze the processes and to suggest the
Pest structures for facilitating self-directed learning.
Educational programs, both pre-service and in-service, should be

designed to help adult educators determine the nature of thelr
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10.
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involvement in facilitating the efforts of the self-directed

learners. ‘

Longltudal research is needed to identify the degres and
direction of change in adults' self-directedness in learning and
thelr self-concept as they continue their learning throughout the
college programs from freshman to sophomore, junior, and senior
levels.

Research is needed to study the quality of leaming undertaken in
self-directed learning experiences. So far, most research re-
lated to adults' self-directed learning has been concerned with

quantity rather than quality of self-planned learnings.

. Research is needed to define the relationship between adult

educators' effectiveness and their self-concept. The present

study identified that adult students with higher self-concepts are
more effective and more satisfied in their lives than lower seif-
concept students. Similar research 1ls needed to determine

wnether the same relationship exists with adult educators.

Research should be undertaken to determine the self-image
characteristics of adult students compared to students under 25
years of age, in order to undersiand whether teaching style

differences may be required for different age groups.

Research is needed to determine the academic success of highly
self-directed adult students compared to low self-directed adults
to specify whether the highly self-directed adult learners are
significantly able to gain and retain the knowledge more effective-

ly than low self-directed adults.
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Recommendations for Educational Practice

The following are suggested recommendations for educational practice.

1.

2.

Departments of adult education should develop materials and delivery
systems, offer more programs, group activities, and seminars to
assist self-directed adult students to adjust to thelr new roles.
In addition, related faculty and staff require understanding of

‘the needs of self-directed adult students through various in-
service programs, seminars, and information exchange groups.

A finding of this study was that adult students with greater
abilities to plan and direct their own learning were more
effective in their personal, family, and social lives, were more
interested in learning, and had a higher self-understanding.
Educational programs for adult students should include skill
huilding in the process of planning, conducting, and evaluating
their own learning in oxder to provide more productive citizens

and better educatéed individuals.

Another finding of this study was that college adult students

have different patterns of learning with various degrees of self-
directed ability. This finding has implications for community and
educational agencies. Cooperation and collaboration among collegi-
ate, community, and alternate educational agencles should be en-
couraged so that new and diverse educational possibilities in

program and structure may come into beling.
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Recommendations to Instructors and College Professors

The following are suggested recommendations to instructors and

college professors related to the findings of this investigation.

1. The finding of this study suggested that adults' self-directedness
in learning is related to thelr self-image characteristics. Adult
students with higher self-concepts are more interested in learning,
more independent, more creative, have higher self-understandinag,
are more interested in lifelong learning, and are more likely to
be able to plan and direct their learning projects than students
with lower self-concepts. Instructors and college professors
should pay more attention to the psychological characteristics
of adult students. Adults have different levels of self-concept
and as the results of this investigation indicated, people with
different self-images have different abilities and are not the

. same in terms of their readiness for self-direcied learning.
Facilitators in learning experiences must involve adult students
in planning and corducting the class programs and help each in-
dividual to develop his/her skills of organizing and managing the
learning experiences. However, as 1t was mentioned earller,
facilitators®' expectations should be based on psychological
characteristics of each adult students. Individuals with higher
self-images are more independent, more creative, and have a higher
interest in lifelong learning. As a result, they can be involved
in self-directed learning experiences much more easily than adult

students with lower self-concepts. Individuals with lower self-

images should be introduced to self-planned learning gradually
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and with caution.

Another finding of this investigation was that highly self-directed
adult students have more self-esteem, more self-acceptance, are
more satisfied with thelr behavior, physical conditions, morals,
religion, thelr social interaction and their family relationship
than low self-directed adults. The results suggest that adults
with greater ability to plan and direct their learning projects
are more effective in other aspects of their lives and are more
productive citizens than individuals with lower ability for self-
directedness in learning. The findings also suggest that the final
goal of education should be self-directed and lifelong learning.
Professors should facilitate the process of self-directed ex-
periences and help each individual to develop the skills for life-
long learning.

A result of this study also suggested that more educated adults
have a greater capacity for self-directed learning than less educa-
ted adult students. More educated adults were found to have a
greater love of learning, creativity, initiative, and self-under-
standing., This finding can be every important to facilltators and
professors. Facilitators in learning experiences should note the
educational status of adult students while they emphasize the
self-directed learning.process. Adult students who have just
started college programs have lower capacities to plan and direct
their learning than those who are going to finish college educa-

tion soon. Professors should be cautious and treat freshman,

sophomore, junior, and senior students differently. Adult students
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at the "senior" level can be very comfortable in & self-planned
learning situation, while freshman students may feel uncomfortable
and shocked if they are pushed to self-directed learning experiences.
4. The results regarding male and female adult students suggested that
females have greater abilities to organize and direct thelr learn-
ing activities, are more creative, more eager to learn, and have
higher self-concepts than male adult students. Instructors' ex-
pectations relative to students' learning may need to differ
between men and women. Females can be introduced to self-
directed learning experiences more easily than male adult students.
éinCe females are more creative and have higher self-concepts and

love of learning than males, they may not need to refer to their

instructors for direction very often.

5. Age also appears to be a significant variable considering adults'
self~-directedness in learning. The findings suggested that older
adults have higher self-images, greater creativity, and initiative

;" rocess and are more self-

directed than younger adult students. This result has some impli-

cations for instructors and college professors. Older adults can
be easily involved in self-planned learning and can organize and
direct: their learning experiences without continuously referring
to instructors. On the other hand, younger adult students are less
creative, have lower self-images and are less able to plan and
direct their learning projects by themselves. They usually need

instructors to help and give direction of some sort.

6. Findings regarding the self-concept of adult students suggested
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that older males have greater capacities for self-criticism than

younger males, but older females have less capacities for self-
criticism than younger females. Instructors should be cautious
and must note the psychological characteristics of thelr adult
students when they are giving feedback to improve their knowledge
and skills. Positive rather than negative feedback is necessary
for older females, because they are more sensitive to criticism
than other groups. Also, younger males are more sensitive to
criticism than older males, As a result, positive feedback is
much more effective than negative feedback with younger males,
but for older males and younger females, both positive and
negative feedback can be used productively.

SUMMETY

The purpose of this chapter has been to summarize the protlem, the
procedure, and the major findings of this study. Also, concluslons were
drawn from the findings, and implications and recommendations for research
and practice in the field of adult education were cited.

Change is a continuous phenomenon in every society. People have to
change their lifestyles in order to be able to adjust to their changing
society. Lifelong learning is needed to assist people to adapt to change.
As the demand for lifelong learning opportunities continues to grow, it is
impﬁrtant for educators to recognize the characteristics of learners and to
effectively plan to meet the challenges these characteristics present.

It is the author's hope that the data from this investigatlon have

added to the growing body of knowledge related to the characteristics of



i28
adult students, and that the investigation has provided additional support

for the self-directed in learning.
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QUESTIONNAIRE

INSTRUCTIONS: This is a questionnaire designed to gather data on learning preferences and
attitudes towards learning. After reading each item, please indicate the degree to which you feel that
statement is true of you. Please read each choice carefully and circle the number of the response
which best expresses your feeling.

There is no time limit for the questionnaire. Try not to spend too much time on any one item,
however. Your first reaction to the question will usually be the most accurate.

RESPONSES

ITEMS:

1. I'm looking forward to learning as long as
I'm living.

N
7
=3
Q
14
2
T
(4]
r+
0
3
P=3
g
(o]
o
14V
-3
»]
=B
X%
(73]
3
A

3. When | see something that | don't under-

stand, | stay away from it. 1 2 3 4 5
4. If there is something | want to learn, | can
figure out a way to learn it. 1 2 3 4 5
. 5. llovc to learn. 1 2 3 4 5
6. It takes me a while to get started on new
projects. 1 2 3 4 5
7. In aclassroom, | expect the teacher to tell
ali class members exactly what to do at all
times. 1 2 3 4 5

8. Ibeiieve that thinking about who you are,
where you are, and where you are going
should be a major part of every person’s
education.

-
')
w
IS
o

9. | ddn't wbrk very weil on my oWn. 1 2 3 4 5




10.

-
—

12.

13.

15.

16.

17.

18.

19.

20.

21.

22,

23.

24,

if | discover a need for information that
I don’t have, | know where to go to get i

~

i can iearn things on my own better than
most people.

Even if | have a great idea, | can’t seem to
develop a plan for making it work.

in a learning experience, | prefer to take
part in deciding what will be learned and
how.

Difficult study dossn't bother me if I'm
interested in something.

No one but me is truly responsible for what
| learn.

i can tell whether I'm learning something
well or not.

There are so many things | want to learn
that | wish that there were more hours in
a day.

If there is something | have decided to
learn, I can find time for it, nc matter how
busy | am.

Understanding what | read is a problem
for me.

If | don't learn, it's not my fault.

| know when | need to learn more about
something.

If i can understand somethirig well enough
to get a good grade on a test, it doesn't
bother me if | still have questions about it.

i think libraries are boring places.

The people | admire most are always
iearning new things.

139

b

N

W

S

H

(41}

()]




25.

26.

N
=4

29.

30.
31.

32.

[(#5]
(WS ]

w
iy

36.

37.

I can think of many different ways to learn
about a new topic.

I try torelate what 1 am learning to my long-
term goals.

| am capable of learning for myself almost
anything | might need to know.

| really enjoy tracking down the answer to
a question.

| don't like dealing with questions where
there is not one right answer.

i have a lot of curicsity about things.
I'll be glad when I'm finished learning.

I'm not as interested in learning as some
other people seem to be.

| like to try new things, even if I'm not sure
how they will turn out.

I don‘tlike it when people who really know
what they're doing point out mistakes that
I am making.

I'm good at thinking of unusual ways to
do things.

| like to think about the future.

I’'m better than most people are at trying to
find out the things | need to know.

i think of probiems as chaiienges, not
stopsigns.

Pl t o] ”~
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41.

42.

43.
44,
45.

46.

47.

48.

49.

50.

i
“J

58.

'm happy with the way | investigate
problems.

| become a leader in group learning
situations.

| enjoy discussing ideas.
| don’t like challenging iearning situations.
| have a strong desire to learn new things.

The more | learn, the more exciting the
waorld becomes.

Learning is fun.
It's better to stick with the learning
methods that we know will work instead of

always trying new ones.

| want to learn more so that | can keep
growing as a person.

| am responsible for my learning — no one
else is.

Learning how to iearn is important to me.
Old dogs can iearn new tricks.

Constant iearning is a bore.

Learning is a tool for life.

I learn several new things on my own each
year.

Learning doesn’t make any difference in
my life.

i am an effective iearner in the classroom
and on my own.

Learners are leaders.
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APPENDIX B: THE TENNESSEE SELF-CONCEPT SCALE
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INSTRUCTICNS

On the top line of the separate answer sheet, fill in ysur name and the other
information except for the time infcrmation in the last tiree boxes. You will fill

these boxes in later. Write only on the answer sheet. Do not put any marks in
this booklet.

The statements in this booklet are to help you desc:ihe yourself as you see
yourself. Please respond to them as if you were des:ribing yourself to vourself.
Do not omit any item! Read each statement carefully; ther select one of the five
responses listed below. On your answer sheet, put a ¢ircie around the response
you chose. If you went fo change an answer after you have circled i, do not

erase it but put an X mark through the response and thex .ircie fhe response you
want.

When you are ready to stari, find the box on your aiiswer sheet marked time
started and record tho time. When you are finished, :zcord the time finished in
the box on your answer sheet marked time finished.

As you start, be sure that your answer sheet and this booklet are lined up
evenly so that the item numbers match each other.

Remember, put a circle around the response numkz: you have chosen for each
statement.

Completely ~ Mostly  Partly false  Mestly Compleiely

P £t

nvaym"w YR LS anG five frua
partly true
1 2 3 4 5
You will find the:s resnonse numbers repeated at thy hottom of each nage te

help you remember them.

© William H. Fiis, 1964
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Page ! I?f‘“

I, L have ahealthy body.....ooovviiiiniiiiiiiiii i, 1
3. | om an attractive person........ovvvieiriiernnes e 3
5. | consider myself a sloppy persen......... et e 3
19. 1 am adecent sort of person. ..ol 19
21. lam én honEst PEFSON. vt ve ittt it et tee it e iain et tiren e rieiaeananas 21
23. 1 am abad Person. ....ovurutr ittt it e 23
37. lamacheerful Person......cvviiieiiniieeiiirneinnereeiisnesenanencanes 37
39. | am a calm and easy going Person. .....eu et vreenenerreneesstonsernenennas 39
41, Lam anobody....ouiiiiiiiiii it i et i e 41
55. | have a family that would always help me in any kind of trouble............. 55
57. 1 am a member of a happy family.......ooooiiiiiiiiiiiiiiiii L 57
59. My friends have no confidence in me......... e eieeiaeentcecaaaeaanns 59
73. lamafriendly person.... .ottt i it i 73
75. Vampopularwithmen. ..ot 5
77. | am not interested in what other people do......coovveeiiiiiii ... 7
91. tdonotalwaystell the fruth. . ... ..ot i 91
93. I get angry SOMeHIMes. . v e vuue it enenennnrenoesoannnerennerenssoennnsnns 93

Completely  Mostly  Partly false ~ Mostly - Completely
Responses- false false ond true true

partly true
] 2 3 4 5



146

2. 1 like to look nice and neat all the timMe. .o veveeeriverneersrosenosancnns

4, | am full of aches and pains...........

6. 1 am asick person..........

20..1 am a religious person.....

22. | am a moral failure.......... ceiisiniesearosesetanasans

24. | am a morally weak person............ e rereeeraiiretiieeenans

38. | have a lot of self=control . ...cvviiiieiiie i,

40. | om a hateful person.........oevvvinnn et e .

42, 1 am losing my mind...........
56. i am an important person to my friends and family.......ocovviiiniiae,

58. 1 am not loved by my fomily.......... ceee

60. 1 feel that my family doesn’t frusime.......... Ceeeeneeens cerenns Ceaeeeen

74. | am popular with women......... Cerreceaans
76. | am mad at the wholeworld.........coovet...

78. | am hard to be friendly with........coooiiiiiiiiine, Ceerereeas

92. Once in a while | think of things too bad to talk about..........cocvivvnnnn

94, Sometimes, when | am not feeling well, | am cross..........

es 0008000000

Completely  Mostly  Partly false  Mostly  Completely

Responses- false faise and true true

. partly true
] 2 3 4 5
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t

Page 3 foc"
7. 1 am neither too fat nor too thin......cvvveiiiiiiieiiniiiiaiin., Cereeenn !
9. I like my looks just the way they are....... e ereiiirecieeaiaeaas ceenes ?
. 11

11. 1 would like to change some parts of my body...... et eeirer e
. g . . ’ 25

25. | am satisfied with my moral behavior........ e teaeeerair e
27. | am satisfied with my relationship to God............ et 21
29. loughttogotochurchmore. .. oociiiiiiiiiniiiiiiniiiiiiiie it eenns 29
. re . . 43

43. | am satisfied fo be just what Fam......coiiiiiiiiiiiiiiiiiiiiin
. . 45

45. lam just asnice as | should be......ooviiuiiiiiiiiiiiiiiiiniinnne.
47

47. I despise myself...ooivuieiiiiiiiiiiiiiiiiiiianen. Ceeereeaaeae
1. | am satisfied with my family relationships......c.ooviiiiiiiiaiiiient 61
2 N PRSP YVY I SUNURL Iy § SRR R S Pt 63

Go. P URGEIEIGNRG My TOMiiy QS WEeIHE S I SNOUIT. e cveietnorcccnvriveecsancencne
. 85

65. 1 should trust my family more. ..o ittt i e
79. lam as sociable as I want fobe....ooveiiiiiiiiiiiiiiii i 75
81. 1 try to please others, but | don'toverdo it..........coovuiiiiiiiiiant. &1
. . 83

83. | am no good at all from a social standpoint...... ceeies e ee e
. 95

95. 1 do not like everyone Lknow....oooviiiiiiiii i, R
97. Once in a while, | laugh at adirty joke.........oooiiiiiiiiat, Cheeeeeen 9

Completely ~ Mostly  Partly false ~ Mostly ~ Completely
Responses- false false and true true
partly true

1 2 3 4 5
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8. | am neither too tall nor too short. .. .coovveiiiiniiiiiiiiiiiaiaiinnen

10. Idon'tfeelaswellaslshould.....‘ ..... Cereereeaen

12. | should have more sex appeal......cvivieiniiieiiiiiiiiiivineeeannn,

26. Yamasreligiousas lwanttobe.....oovvvneriiiiiiiiinieiins

28. | wish | could be more trustworthy . ..o.vveineiiiiiiniiiiaiiiiiiennn, v

30. 1shouldn't tell so many lies........ Ceveanes Cerereiaaeaans

44, lamassmartaslwanttobe.....covvvinennnn

46. | am not the person | would like tobe.............

48. | wish | didn't give up as easily as I do........

62. | treat my parenis as well as | should (Use past tense if parents are not livin

64. |1 am foo sensitive o things my family say...oiviiiiiiiiiincsnsaannrendf

56

80.

82. | should be more polite to others......ovvvvvineninn.

84. | ought fo get along better with other peopie.............

96. lgossipalittleattimes......ocvviiiiiiiinnnnn

98. At times | feel like swearing...... ceerens

Completely ~ Mostly  Partly false ~ Mostly ~ Completely

Responses - false false and frue true

partly true

1 2 3 4 5



Page 5

13. | take good care of myself physically......cooviiiiiiiiiiiiiiis,
15. | try to be careful about my appearance.......cvvvvviiviininnen.
17. | often act like | am "all thumbs"........covviiiiiiiiit, feeeans
31. | am true to my religion in my everyday life........covvvninnn..s
33. | try to change when | know i'm doing things that are wrong.........
35. | sometimes do very bad things........covvviiiiiiiiiniiiiinennn.
49. | can always take care of myself in any situation............. vees
51. | take the blame for things without gettingmad....................
53. | do things without thinking about them first...............ooiee.
67. | try to play fair with my friends and family..........oooiinaentn.
69. | take areal interest in my family....ooiiiiiiiiiiiii it
71. lgive in to my parents. (Use past tense if parents are not living). ...
85. | try to understand the other fellow's point of view.................
87. | get along well withotherpeople.........oviiiiiiiiiniiiiin.t,
89. |ldonotfergivestherseasily....ooviiiiiiiiiiiiiiiiiiiiiine,
99. 1 would rather win than lose inagame........ oottt

Completely ~ Mostly  Partly false ~ Mostly ~ Completely

Responses - folse false and true true

149

partly true

| 2 3 4 )
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31
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99
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Item
Page 6 Noo"

14. | feel good most of the time ............. et ee et ceen

16. 1 do pooriy in sports and games ....... e

i8. 1 ama poorsleeper ...........

32. | do what is right most of the time

34, | sometimes use unfair means to get achead ............

36. | have trouble doing the things that are right ......

50. i solve my problems quite easily .....vieiiiiiiiiiiiiiiii i e

52. lchange mymindalot ................ cee

54. | try to run away from my problems ..... vereies ceee

68. | do my share of work at home

]
(]

{ quarrel with my tomily

72. | do not act like my family thinks i should .....

86. | see good poinis in all the peopie | meet ............ et ete e
88, ldonotfeel ateasewithotherpeople (.. oiiiiiiiiiiiiiiiianiinsess

90. | find it hard to talk with strangers ..

100. Once in a while | put off until tomorrow what | ought to do today

Completeily  Mostly Partly false  Mosil Comnietely
7 7 ) r 4

Responses- false false and - true true
partly true
] 2 3 4 5



151

APPENDIX ¢: LETTER TO ADULT STUDENTS OF IOWA STATE UiTVERSITY
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Coliege of Education

Professional Studies

201 Curtiss Hall

IOWA STATE Ames, lowa 50011

U N IVE RS IT\/ Telephone 515-294-4143

Tear Adult Student:

A current trend in the United States is for many mature persons
to return to the classroom as college students. These persons greturn
to the classroom for many reasons:  for a self-directed learning desire,
to become betler prepared for some occupation, or to develop new in-
terests. You are a part of this trend and we need your help if we are
to do a better job of planning college programs.

We would like approximately 20 minutes of your time to help with
a research project being conducted at Towa State University. You are
one of the relatively small number of ISU Students selected on a ran-

dom sampling basis to receive and be asked to complete the enclosed
~ instrument.

The purpose of the study is to assess the learning preferences and
relationship between self-image and attitudes toward learning. It is
vital to our work that you answer the questions honestly and return the
forn to us as soon as possible. Only if all of the people we have asked
to help return the forms, can we learn the attitudes toward learning
and self-image characteristics related to learning preferences. Thus,
your answers are very important!

Your answers will remain completely confidential. Your name or
other identifying information will never be associated with your survey
fomm. The number on the return envelope is for our follow-up notice.
However, if you would like a general summary of the research after it
is completed, please attach a note reguesting such a summary te this

Instructions are printed right on the form. After you complete
the survey, mail it back in the postage-paid envelope provided.

We hope you can take a few minutes now to answer the Questions.
Th,__k vou very much for your he lp=

Sincerely;

. /

Roger Hiemstra
- Professor and Section Leader
Adult and BExtension Education

?/"&i Sellasha,

Zdhrd Sabbaghian
Doctoral Candidate
Adilt and Extension Education
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APPENDIX D: THE FACTORS OF SELF-DIRECTED LEARNING READINESS SCALE
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Items Loading on Factor 1:

Love of Iearning

Item

Loading
47, Learning is fun. 72
5. I love to learn. .69
45, I have a strong desire to learn new things. 61
1, I'm looking forward to learning as long as I live. .59
46, The mere I learn, the more exciting the world becomes. .59
17. There are so many things I want to learn that I wish that
there were more hours in a day. .58
28, I really enjoy tracking down the answer to a question. L6
24, The people I admire most are always learning new things. A0
L9. T want to learn more so that I can keep growing.as a person. .59
31. I'll be glad when I'm finished learning. 55
51. Learning how to learn is important to me. 51
53, Constant learning is a bore. 45
54, Learning 1s a tool for life. .36
8. I believe that thinking about who you are, where you are, and
where you are going should be a major part of every person's
education. .36
39. I think of problems as challenges, not stop signs. 34
32. I'm not as interested in learning as some other people seen
to be. 33
26. I try to relate what I am lesrning to my long term goals. .30
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Items Loading on Factor 2:

Self-concept as an Effective, Independent Learner

Item Loading
11. I can learn things on my own better than most people. .65
38. I'm better than most people are at trying to find out the

things I need to know. 6l
27. 1 am capahble of learning for myself almost anything I might

need to know. 5l
57. I am an effective learner in the classroom and on my own. 53

10, If I discover a need for information that I don't have, I

-

know where to go to get it. 46
33, I don't have any problem with basic study skills. .43
13, In a learning experience, I prefer to take part in deciding

what will be learned and how. .36
L2, 1 become a leader in group learning situations. 45

25. I can think of many different ways to learn about a new topic. .43

9. 1 den't work very well on my own. .37
2. I know what I want to learn. 3R
4, If there is scmething I wani %o learn; I can figure out a way

t0 learn it. .31
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Items loading on Factor 3:

Tolerance of Risk, Ambiguity, and Complexity in Learning

Ttem Loading
29, I don't like dealing with questions where there is not one
right answer. 49
48, Tt's better to stick with the learning methods that we know
will work instead of always trying new ones. iy
7. In a classroom, I expect the teacher to tell all class members
exactly what to do at all times. A3
3. When I see something I don't understand, I stay away from it. 43
19. Understanding what I read is a protlem for me. A1
LYy, I don't like challenging learning situations. : 40
23. I think libraries are boring places. .38
20. If I don't learn, it's not my fault. .36
22, If I can understand something well enough to get a good grade on
a test, it doesn't bother me if I still have questions about
it W33
12. Even it [ have 2 greuat idea, I can't seem to develop a plan
for making it work. W31
6. It takes me a while to get started on new projects. 31
9. I don't work very well on iy own. Al
32, I'm not as interested in learning as some other people seem ,
'tO beo 038
53, Constant learning is a bore. 35
56. Learning is a tool for life. 3R
31. I'11 be glad when I'm finished learning. 30
35. I don't like it when people who know what they're doing point

out mistakes that I am making. .30
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Itmes Loading on Factor 4:

Creativity

Item Loading
36. I'm good at thinking of unusual ways to do things. .63
30. I have a lot of curlosity about things. .53
34. T like to try new things, even if I'm not sure how ‘they will

turn out. A9
37. I like to think about the future. A
43, I enjoy discussing ideas. .39
4l. I'm happy with the way I investigate problems. 35
26. I try to relate what I am learning to my long texrm goals. .35
39. I think of problems as challenges, not stop signs. 33
25, I can think of many different ways to learn about a new tople. .32
55. I learn several new things on my own each year. .31
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Items Loading on Factor 5:

View of Learning as & Lifelong, Beneficial Process

Ttem Loading
52. 0ld dogs can learn new tricks. +50
56. Learning doesn't make any difference in my life, - .5L
58. Learners are leaders. .50
54. Learning is a tool for life. L7
43, I enjoy discussing ideas. .37
49, I want to learn more so that I can keep growing as a person. 34

55. I learn several new things on my own each year. . .30
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Items Loading on Factor 6:

Initiative in Learning

Item Loading
40, T car make myself do what I think I should. .55
18. If there is something I have decided to learn, I can find time

for it, no matter how busy I am. A2
58. Learners are leaders. ’ 40
1, I'm happy with the way I investigate problems. .36

42. I become a leader in group learning situations. .32
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Items Loading on Factor 7:

Self-Understanding

Ttem

Loading
21, I know when I need to learn more about something. 52
16. I can tell whether I'm learning something well or not. 50
14. Difficult study doesn't bother me if I'm interested in
something. .38
4, If there is something I want to learn, I can flgure out a way
to learn it. 43
8. I believe that thinking about who you are, where you are, and
where you are going should be a major part of every person's
education. )
55. I learn several new things on my own each year. . .33
35, I don't like it when people who really know what they're doing
‘point out mistakes that I am making. .32
18, If there is something I have decided to learn, I can find time
for it, no matter how busy I am. .30
2. I know what I wani to lgarn. 30
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Items Loading on Factor 8.

Acceptance of Responsibility for One's own Learning

Item Ioading
15. No one but me is truly responsible for what I learn. .75
50. I am responsible for my learning - no one else is. 74
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APPENDIX E: DATA RELATED TO ANALYSIS OF SELF-DIRECTED LEARNING
READINESS SCORES
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Table 29. Three-way analysis of variance for total self-directed learning
Source of variation d.f. Sum of Squares Mean Squarss F-Ratlo
Nain effects 5 5,383.28 1,076.66 2,51
Sex 1 684,00 684,00 1.59
Age 1 796.63 796.63 1.85
Year 3 3,832.35 1,277.45 2.97"
Two-way interactions 7 7,349.03 1,049.86 244"
Sex by year 3 5,580.84 1,860.28 533
Age Dby year 3 1,536.19 512,06 1,19
Three-way interactions 3 5,184.26 1,728.09 1-!'.02**
Sex by age by year 3 5,184.26 1,728.09 402"
EBrror 61 26 ,205 .98 429 .61
Total 76 4,412,56

*

*
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Table 30, Three-way analysis of variance for love of learning

Source of variation a.f. Sum of Measn
Squares Squares F-Ratio

Main effects 5 839.08 167.82 3,55 "
Sex 1 265,79 265,79 5.62"
Age 1 132,07 132.07 2,19
Year 3 394,18 131.39 2.78"

Two-way interaction 7 1,339.49 191.36 oy
Sex by age 1 89.51 89.51 1.89
Sex by year 3 768 iy 256,15 5.1
Age by year 3 1460.19 153.39 3.24"

Three-way interaction 3 601,73 200.58 yoou
Sex by age by year 3 601,73 200.58 ook

Error 61 2,887.66 47,34

Total 76 5,577.91

*
Significance «.05.

Significance <.01.

Table 3. Mean, standard deviation and Duncan Test of Significance for
love of learning of four college years

Group N Mean Standard a
Deviation Duncan Test

Sophomore 17 72.53 8.70

Juniocr 20 70.60 11.75

Sentor 20 75.00 6.07 Sophomore __Senior

Total 77 71.88 8.46

a‘Ihose groups not shown on the same line are significantly different.
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Table 32, iean score and standard deviation for love of learning' of male
and female adult students

Group N Mean Standard Deviation
Male 37 69.43 9.4h
Female 40 74.15 7.05
Total 77 71.88 8.29

Table 33. Mean scores of love of learning for sex by year variables

Year
Freshman Sophomore Junior Senior
Male 70.60 70.43 63.50 73.50
Sex
Female 68.40 74,00 77.70 76,15

Table 34, Mean scores of love of learning for age by year variables

oav
T

Freshman Sophomore Junior Senior

Young 69.70 68,60 72430 75.00

Qld 69.30 78.14 68.90 77.00
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Table 35, Mean scores of love of learning for sex by age by vear

variables
Young Old
Male Pemale Male Female
Freshman 71.00 68,40 70,20 68,40
Sophomore 66.00 71,20 81.50 76,80
Junior 70.80 73,80 56,20 81.60

Senior 72,60 73.40 74,40 79.60
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Table 36. Three~way analysis of varilance for self-concept as an
effective, independent learner

Source of variation d.f. Sum of Mean
Squares Squares F-ratio

Main effects 5 305.73 61.15 1.69
Sex 1 1.93 1.93 0.05
Age 1 45,36 45,36 1.25
Year 3 279.57 93.19 2.57

Two~-way interactions 7 488.87 69.84 1.93
Sex by age 1 2.57 2.57 0.07
Sex by year 3 Lok, 66 134,88 3.73*
Age by year 3 1i3.23 37.74 1.04

Three-way interactions 3 522 .46 174,15 81
Sex by age by year 3 522,46 174,15 481"

Error 61 2,209,193 36.22

Total 76 3,338.93

*
Significance €.05.
Significance < .01,
Table 37. Mean, standard deviation, and Duncan Test of Significance for

self-concept as an effective, independent learner of four
college years

Group N - Mean Standard a

Deviation Duncan Test
Fresman 20 L,'l. 55 7-011‘ P o A%

- Presaman Junior oenior
Sophomore 17 45.65 5.36
h

Junior 20 W25 8.03 Junior Senior Sophomore
Senior 20 44,85 5,28
Total 77 44,01 6.63

aThose groups not shown on the same line are significantly different.
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Table 38. Mean scores of adults' self-concepts as effective, independent
learners for sex by age by year varlables

Young 0ld
Male Female Male Fenmale
Freshman L2540 39.80 45,20 38.80
-Sophomore 42 .60 46.20 56,00 Lh, 00
Junior L5.40 Lk .80 36,20 50.60

Senior Ll .20 44,00 45,00 46,20
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Table 39. Three-way analysis of variance for tolerance of risk,
ambiguity, and complexity in learning

Source of variation d.f. Sum of Mean
Squares Squares F-ratlo

Main effects 5 562.92 112.58 1.43
Sex 1 7.4 7.14 0.09
Age 1 214,50 214,50 2,71
Year 3 358.23 119.41 1.51

Two-way interactions 7 749,49 107.07 1.36
Sex by age 1 1.38 1.38 0.02
Sex by year 3 635,21 211.74 2.68
Age by year 3 86.37 28.79 0.36

Three-way interaction 3 406,04 135.35 1.71
Sex by age by year 3 Lo6.04 135.35 1.71

Error 61 4,818.77 78.99

Total 76 6,496.65

Table 40. Mean, standard deviation, and Duncan Test of Significance for

tolerance of risk, ambiguity, and complexity in learning of
four college years

Group N Mean Standard a
Deviation Duncan Test

Freshman 20 6k, 50 £,L8

Sophomore 17 66.12 12.12

Junior 20 63.90 9.34

- e PP P Junior Freshman Sophomore Senior
Senlor <Y 0Y.25 Otk

Total 77 65,94 9.25

aThose groups shown on the same line are not significantly different.
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Table 41. Three-way analysis of variance for creativity

Source of variation d.f. Sum of Mean
Squares Sguares P-ratio

Main effects 5 293,85 58,77 2,67
Sex 1 6.86 6.86 0.31
Age 1 35.20 35,20 1.60
Year 3 253,67 8l 56 385"

Two-way interactions 7 429,52 61.36 2,79
Sex by age 1 13.60 13,60 0.62
Sex by year 3 302.19 100.73 b.58""
Age by year 3 117.55 39.18 1.78

Three-way interaction 3 214.23 71,41 3.25"
Sex by age by year 3 214.23 71,41 3.25"

Error 61 1,341.69 21.99

Total 76 2,200. 88

*Significance < .05,

A )
Significance < .Ul.

Table 42. Mean, standard deviation, and Duncan Test of Significance for
creativity of four college years

Group N Mean Standard a
Deviation Duncan Test

Freshman 20 36.50 L.61 Freshman Junlor

Sophomore 17 40.18 4,99

Junlox 20 3785 6.69 Junior Sophomore Senior

Senior 20 40,40 3.93

Total 77 38.68 5.38

#Those groups not shown on the same line are significantly different.
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Table 43. Mean scores of adults' creativity in learning for sex by
year varlables
Year
Freshman Sophomore Junior Senior
Male 38.30 40,29 34,50 39.70
Sex
Female 34.70 4o.1 41.20 41,10
Table 44. Mean scores of adults' creativity for sex by age by year
variables
Young 0ld
Male Female Male Female
Freshman 38.40 35.20 38.20 34.20
Sophomore 37.80 38.40 46,50 .80
Junior 38.00 38.20 31.00 Lk, 20
Senior 39.40 40,80 40.00 41,40
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Table 45. Three-way analysis of variance for view of learning as a
lifelong, beneficial process

Source of variation d.f. Sum of Mean
. Squares Squares F-ratio
Main effects 5 117.51 23.50 1.61
Sex 1 16.07 1 16.07 1.10
Age 1 22,63 22,63 1.55
Year 3 75.28 25.09 1.72
*¥
Two-way interactions 7 320,42 45,78 3.13
Sex by age 1 2,40 2.40 0.17
Sex by year 3 151.09 50.36 3.45*
Age ty year 3 171.52 57,17 3.92"
Three-way interaction 3 68.65 22.89 1.57
Sex by age by year 3 68.65 22.89 1.57
Error 61 890.89 14.61
Total 76 1,371.94

*Significance < .05.

** 51 gnificance < .01

Table 46.. Mean, standard deviation, and Duncan Test of Significance for

view of learning as a lifelong, beneficial process of four
cGllege years

Group N Mean Standard a
Deviation Duncan Test

Freshman 20 33.50 3.91

Sophomore 17 35.59 4,53

Junior 20 34.85 5:10 Freshman Junior Sophomore Senior

Senior 20 35.70 3.23

Total 77 34,88 4,25

*Those groups shown on the same line are not significantly different.
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Table 47. Mean scores for view of learning as a lifelong, beneficial
process for sex by year variables

Year
Freshman Sophomore Junior Senior
Male 34.90 34.57 32.40 35.00
sex Female 32.10 36.30 37.30 36.40

Table 48, Mean scores of adults' view of learning as a lifelong,
beneficial process for age by year variables

Year

Freshman Sophomore Junior Senior

Young 33.90 33.90 36.30 33.90
04 33.10 - 38.00 33.40 37.50

Age
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Table 49. Three-way analysis of variance for adults' initiative in

learning
Source of variation d.f. Sum of Mean
Squares Squares F-ratio
Main effects 5 137.79 27.56 3.57
Sex 1 9.G65 9.95 1.29
Age 1 20,60 20,64 2.67
Year 3 105.34 35.11 455"
Two-way interactions 7 78.62 11.23 1.45
Sex by age 1 2.75 2.75 0.36
Sex by year 3 54,86 18.29 2.38
Age by year 3 21.55 7.18 0.93
Three-way interaction 3 97.53 32,51 b2l
Sex by age by year 3 97.53 32.51 4.21**
Error 61 471.29 7:73
Total 76 767,21

*%
Significance «.01.

Table 50. Mean, standard deviation, and Duncan Test of Significance for
adults® initiavive in learning of four college years

Group N Mean Standard a
Deviation Duncan Test

Freshman 20 16.80 2.4 Freshman

Sophomore 17 19.17 2.79

Junior 20 19.20 3.83

Senior 20 19.55 2.86 Sophomore Junior Senior

Total 77 18.66 3.18

3Those groups not shown on the same line are significantly different.
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Table 51. Mean scores of adults' initiative in learning for sex by
age by year variables
Young 0Old

Male Female Male Female
Freshman 17.20 16.20 17.60 16.20
Sophomore 17.40 19.40 22,50 19.40
Junior 19.80 18.80 15,60 22,60
Senior 18.00 19.40 19.40 21,40
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Tatle 52. Three-way analysis of variance for adults' self-understanding

Source of variation d.f. Sum of Mean
Squares Squares F-ratlo

Main effects 5 155.96 31,19 2.12
Sex 1 .43 7.43 0.51
Age 1 5.79 5.79 0.39
Year 3 139.33 46 by 3.16"

Two-way interaction 7 97.70 13.96 0.95
Sex by age 1 3,11 3.11 0.21
Sex by year 3 49.94 16.65 1.13
Age by year 3 48.02 16,01 1.09

Three-way interaction 3 162.89 54,30 3.69"
Sex by age by year 3 162.89 54,30 3.69"

Exror 61 896.09 14.69

Total 76 1,274.12

% -
Significance < .05.

Table 53. Mean, standard deviation, and Duncan Test of Significance for
adults' self-understanding of four college years

Group N Mean Standard a
Deviation Duncan Test

Freshman 20 35.15 421 Freshman Junior Sophomore

Sophomore 17 37.82 4,73

Junlor 20 36.35 4.00 Junior Sophomore Senior

Senior 20 38.20 2.89

Total 77 36.84 4,09

#hose groups not shown on the same line are significantly different.
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Table 54. Mean scores of adults' self-understanding for sex by age by
year variables

Young 0ld
Male Female Male Female
Freshman 36.40 35.40 35.40 33.40
Sophomoxe 34.40 39.40 42,50 37.80
Junior 36.80 35.80 33.00 39.80

Senior 37.40 38.60 38.00 38.80
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Table 55. Three-way analysis of variance for adults' acceptance of
responsibility for their own learning

Source of variation d.f. Sum of Mean
Squares Squares F-ratio

Main effects 5 14,19 2.84 1.10
Sex 1 0,18 0.18 0,07
Age 1 3,70 3,70 1.44

. Year 3 11.97 3,99 1.55

Two-way interactions 7 7.33 1.05 0.41
Sex by age 1 0.73 0.73 0.28
Sex by year 3 6.07 2,02 0.79
Age by year 3 0.96 0.32 0.12

Three-way interaction 3 20.53 6.85 2.66
Sex by age by year 3 20.53 6.85 2.66

BError 61 157.20 2.58

Total 76 196.81

Table 56, Mean, standard deviation, and Duncan Test of Significance for
adults' acceptance of responsibility of four college years

Group N Mean Standard a
Deviation Duncan Test

Freshman 20 8.15 1.46

Sophomore 17 8.88 1.40

e 20 7.90 1.86 Junior Freshman Senior Sophomore

Senior 20 8.20 1.60

Total 77 8.26 1.61

aThose groups shown on the same line are not significantly different.
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APPENDIX F: DATA RELATED TO ANALYSIS OF TENNESSEE SELF-CONCEPT
SCORES
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Table 57. Three-way analysis of variance for adults' total self-concept

Source of variation d.f. Sum of Squares Mean Squares F-Ratio

Main effects 5 11,395.88 2,279.18 2.08
Sex 1 15.39 15.39 0.01
Age 1 1,795.54 1,795.54 1,64

*

Year 3 9,926.48 3,308.83 3.02

Two-way interactions 7 10,331.41 1,475,92 1.35
Sex by age 1 1,252.36 1,252.36 1.14
Sex by year 3 5,380.07 1,793.36 1.64
Age by year 3 3,117.58 1,039.19 0.95

Three-way interaction 3 1,585.14 528,38 0.48
Sex by age by year 3 1,585.14 528.38 0.48

‘Brror 61 66,870.94 1,096.25

Total 76 90,183.38

*Stgnificance <.05.



181

Table 58. Three-way analysis of variance for identity

Source of variation d.f. Sum of Squares Mean Squares F-Ratio

Main effects 5 1,511.13 302.23 2.22
Sex 1 123.66 123.66 0.91
Age 1 195.84 195.84 1.44

*

Year 3 1,179.76 393.25 2.89

Two-way interactions 7 968.141 138:34 1.02
Sex by age 1 266,01 266.01 1.96
Sex by year 3 406.01 135.59 0.99
Age by year 3 278.34 92.78 0.68

Three-way interaction 3 137.87 45.96 0.34
Sex by age by year 3 137.87 45.96 0.34

Error 61 8,294.78 135.98

Total 76 10,912.21

*Significance < .05.



Table 59. Three-way analysis of variance for self-satisfaction
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Source of variation

d.f. Sum of Squares = Mean Squares F-Ratio
Main effects 5 1,269.68 253.94 1.42
Sex 1l 21.29 21.29 0.11
Age 1l 115.11 115.11 0.65
Year 3 1,188.01 396.01 2.22
Two-way interactions 7 1,681.13 240.16 1.35
Sex by age 1 61.20 61.20 0.34
Sex by year 3 1,171.42 390.47 2.19
Age by year 3 372,96 124,32 0.69
Three-way interaction 3 432.99 144,33 0.81
Sex by age by year 3 432,99 144,33 0.81
Error 61 10,877.89 178.33
Total 76 14,261.69
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Table 60. Three-way analysis of variance for behavior

Source of variation d.f. Sum of Squares Mean Squares F-Ratio
Main effects 5 1,192.32 238.47 1.67
Sex 1 11.34 11.34 0.08
Age 1 285.86 285.86 2,00
Year 3 660,99 320.33 2.24
Two-way interactions 7 1,264,32 180.62 1.27
Sex by age 1 106.76 109.76 0.77
Sex by year 3 411.91 137.30 0.96
Age ty year 3 625.76 208.59 1.46
Three-way interactions 3 155.24 51.75 0.36
Sex by age by year 3 155.24 51.75 0.36
Error 61 8,706.68 142.73 1.22

Total 76 11,318.56 148,93
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Table 61. Three-way analysis of variance for physical self

Source of variation d.f. Sum of Squares Mean Squares F-Ratio
Main effects 5 L2447 84.89 1.22
Sex 1 73.38 73.38 1.05
Age 1 89.11 89.11 1.28
Year 3 305.69 101.89 1.46
Two-way interactions 7 778.89 111.27 1.59
Sex by age 1 111,75 111.75 1.60
Sex by year 3 124,32 L1.44 0.59
Age by year 3 443,92 147.97 2.12
Three-way interactions 3 87.68 29.23 0.42
Sex by age by year 3 87.68 29.23 0.42
Error 61 4;258.85 69.82

Total 76 5,549.90
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Table 62. Three-way analysis of variance for moral-ethical self

Source of variation d.f. Sum of Squares Mean Squares F-Ratlo
Main effects 5 511.95 102.39 2,11
Sex 1 5.57 5.57 0.12
Age 1 145.29 145.29 2.99
Year 3 373.78 124,59 2.57
Two-way interactions 7 173,18 67.59 1.39
Sex by age 1 121.29 121.29 2.50
Sex by year 3 299.69 99.89 2.06
Three-way interaction 3 124.48 41,49 0.86
Sex by age by year 3 124,48 41.49 0.86
Error 61 2,958.09 48.49

Total 76 L,067.71
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Table 63. Three-way analysis of variance for personal self

Source of variation da.f. Sum of Squares Mean Squares F-Ratio

Main effects 5 646,20 129.24 2.22
Sex 1 28.85 28.85 0.49
Age 1 126.97 126.97 2.18
Year 3 530,16 176.72 3, ol

Two-way interactions 7 789.89 112.84 1.94
Sex by age 1 46.55 46,55 0.80
Sex by year 3 626.26 208.75 3,59
Age by year 3 100.39 33.47 0.58

Three-way interaction 3 137.63 45,88 0.79
Sex by age bty year 3 137.63 45,88 0.79

Error 61 3,550.76 58.21

Total 76 5,124.48

*Significance < .05,
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Table 64, Three-way analysis of variance for family self

Source of variation

d.f. Sum of Squares  Mean Samares  F-Ratio
Main effects 5 497.34 99,47 1,19
Sex 1 25.91 25.91 0.31
Age 1 15.98 15.98 0.19
Year 3 433,13 144,38 1.73
Two-way interactions 7 404,99 57.86 0.69
Sex by age 1 6.71 6.71 0.08
Sex by year 3 289.63 96,54 1.16
Age by year 3 110.06 . 36.69 0.44
Three-way interaction 3 118.59 39.53 0.48
Sex by age by year 3 118.59 39.53 0.48
Error 61 5,078.43 83.25
Total 76 6,099.36
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Table 65. Three-way analysis of variance for social life

Source of variation d.f, Sum of Squares Mean Squares F-Ratio
*

Main effects 5 825.39 165.08 3.14
Sex 1 99.09 99.09 1.87
Age 1 174,10 174,10 3.31
Year 3 5l 32 181,44 345"

Two-way interactions 7 429,49 61,36 1.17
Sex by age 1 15.67 15.67 0.29
Sex by year 3 217.62 72.54 1.38
Age Dby year 3 186.26 62.09 1.18

Three-way interaction 3 4,75 24,92 0.47
Sex by age by year 3 74,75 24,92 0.47

Error 61 .3,205.58 52.55

Total % 4,535,22

*
Significance < .05.
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Table 66. Three-way analysis of variance for variability

Source of variation

d.f. Sum of Squares Mean Squares F-Ratio
Main effects 5 393.95 78.79 0.74
Sex 1 127.60 127.60 1.20
Age 3 20.49 20,49 0.19
Year 3 269.98 .89.99 0.85
Two-way interactions 7 522 .44 74.63 0.70
Sex by age 1 104, 74 104, 74 0.99
Sex by year 3 222,86 74.29 0.70
Age by year 3 181.60 60.53 0.57
Three-way interaction 3 517.97 172.66 1.62
Sex by age by year 3 517.97 172.66 1.62
Error 61 6,486.44 106. 34
Total 76 7,920.79
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Table 67. Three-way analysis of variance for distribution scores

Source of variation d.f. Sum of Squares Mean Squares F-Ratio

Main effects 5 6,531.07 1,306.22 1.72
Sex 1 4,23 4,23 0.01
Age 1 1,858.78 1,858.78 2.45
Year 3 5,025.77 1,675.26 2.20

Two-way interactions 7 5,321.77 760.25 1.00
Sex by age 1 1,299.75 1,299.75 1.71
Sex by year 3 1,221.35 L07.12 0.54
Age by year 3 2,401.42 800.47 1.05

Three-Way interaction 3 1,042.59 347.53 0.46
Sex by age by year 3 1,042.59 347.53 0.46

Error 61 46,357.86 759.97

Total 76 59,253.29
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Table 68. Three-way analysis of variance for adults' self-criticism

Source of variation d.f. Sum of Squares Mean Squares F-Ratio

Main effects 5 110.04 22,01 0.72
Sex 1 34,31 34,31 1.13
Age 1 27.88 27.88 1 0.92
Year 3 by, 57 14,86 0.49

Two-way interactions 7 252,79 36.11 1,19
Sex by age 1 154,89 154.89 5,09
Sex by year 3 28.72 9.57 0.31
Age by year 3 70.43 23.48 0.77

Three-way interaction 3 2405 14,02 0.46
Sex by age by year 3 42,05 14,02 0.46

Error 61 1,858.09 30.46

Total 7% 2,262.98

*
Significance &_,05.
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Table 69. Three-way analysis of variance for true/false ratio

Source of variation d.f. Sum of Squares Mean Squares F-Ratio

Main effects 5 0.09 0.02 0.31
Sex 1 0.02 0.02 0.38
Age 1 0.01 0.01 0.17
Year 3 0.07 0.02 0.39

Two-way interactlons 7 0.87 0.12 2.19
Sex by age 1 0.03 0.03 0.48
Sex by year 3 0.28 0.09 1.63

*

Age by year 3 0.56 0.19 3.31

Three-way interaction 3 0.23 0.08 1.36
Sex by age by year 3 0.23 0.08 1.36

Error 61 3.45 0.06

Total 76 L.6h4

*significance «.05.
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Table 70. Three-way analysis of varlance for net confliect

Source of variation d.f. Sum of Squares Mean Squares F-Ratio
Main effects 5 301,22 78.24 0.42
Sex 1 3.85 3.85 0.02
Age 1 233.59 233.59 . 1.26
Year 3 169.11 56.37 0.30
Two-way interactions 7 1,265.95 180.85 0.98
Sex by age 1 125.75 125.75 0.68
Sex by year 3 798,12 266.04 1.43
Age by year 3 417.64 139,21 0.75
Three-way interaction 3 4o7.13 135.71 0.73
Sex by age by year 3 407.13 135.71 0.73
Error 61 11,315.59 185.50
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Table 71. Three-way analysis of variance for total conflict

Source of variation d.f. Sum of Squares Mean Squares F-Ratio

Main effects 5 166.58 33.32 0.49
Sex 1 62.53 62.53 0.92
Age 1 57.73 57.73 0.85
Year 3 Lo, 54 13.51 0.20

Two-way interactions 7 301.93 43,13 0.63
Sex by age 1 31.97 31.97 0.47
Sex by year 3 254,45 84.82 1.25
Age by year 3 42,21 14,07 0.21

Three-way interaction 3 161.91 53.97 0.79
Sex by ag8e by year 3 161.91 53.97 0.79

Error 61 4,150.08 68.03

Total 76 4,780.50
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Table 72. Three;way analysis of variance for defensive positive

Source of variation d.f. Sum of Squares Mean Squares F-Ratio

Main effects 5 455,85 91.17 1.11
Sex 1 56,29 56.29 0.69
Age 1 33.13 33.13 0.41
Year 3 397.07 132.36 1.62

Two-way interactions 7 749,56 107.08 1.31
Sex by age 1 1.90 1.90 0.02
Sex by year 3 L43,68 147,85 1.81
Age by year 3 261.47 87.16 1.06

Three-way interzction 3 124.93 41,64 0.51
Sex by age by year 3 124.93 41,64 0.51

Erxror 61 4,995.52 81.89

Total 76 6,325.88
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Table 73. Three-way analysis of variance for number of deviant signs

Source of wariation d.f. Sum of Squares Mean Squares F-Ratio

Main effects 5 1,195.54 239.11 2.“0*
Sex 1 101,13 101.13 1.02
Age 1 29.69 29.69 0.29
Year 3 1,045, 30 348,43 3,50

Two-way interactions 7 485,28 69.33 0.69
Sex by age 1 231.17 231.17 2.32
Sex by year 3 19.01 6.34 0.06
ige by year 3 229,96 76.65 0.77

Three-way interaction 3 65.17 21.72 0.22
Sex by age by year 3 65.17 21.72 0.22

Error 61 6,068.82 99,49

Total 76 7,814.81

*
Significance <.05.
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and welfare of the hhuman subjects are properly protected. Additions to or changes
In procedures affecting the subjects after the project has been approved will be
submitted to the committee for review.
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ATTACH an additlional page(s) (A) describing your proposed research and (B) the
subjects to be used, (C)} Indicating any risks or discomforts to the subjects, and
(D) covering any topics checked below. CHECK all boxes applicable.

Medical clearance necessary hefore subjects can participate

samplés (blood, tissue, etc.) from subjects

Administration of substances (foods, drugs, etc.) to subjects

Physical exercise or condlitioning for subjects '

Deceptlon of subjects

Subjects under 14 years of age and(or) [:] Subjects 14- l/ years of age
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Research must be approved by another Institution or agency
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[(] Modifled Informed consent will be obtained. :
Month Day Year

Anticipated date on which subjects will be flrst contacted: 3 14U 1979
Anticlpated date for last contact with subjects: : L 1 1979

o’ If Applicable: Antlicipated date on which audlo or vilsuél tapes wiil be erased and(or)
Identiflers wlll be removed from completed survey instruments:

. Month Day Vear
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S s L T o e et Sea

Pl et ekl b e da i e L e Y e Y e e L L s s o ™ W T e P D G5 P S WD WD D MR G G Gy G WS S0 7 G N MG W3 a8 @ an A3 W

[} Project Approved [C] Project not approved [[] Mo action required
George G. Karas
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