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- CHAPTER I. INTRODUCTION

-Adult education as a field of study has a large body
of research findings on participation. Most of the related
studies, however, describe adults who participaté in‘insti-
tutional programs. Adult educators, until quite recently,
knew very little about participation in adult learhing
activities from the individual learner's standpoint-éhow
much time is spent at learning, what is learned and why, how
it is learned, where the méjority of.learning takes place,
ahd what hélp ié obtained to assist people in their learnihg.

Howevér,‘since the 1960s the focus of the participation
studies has begun to shift from institutional to individual
learning. This new emphasis has been on self~teaching,
independent study, self-directed learning and éutonomous
learning. Whaﬁ has been established‘is that important
learning can occur outside of educatiénal institutions as
well as inside and that learning can be planned by either
learner or by professional.

Data from these recent studies have resulted in observa-
tions and implications that are by no means trivial. One
fevealing part of these studies was the_féct that almost 70
percent of the learning activities undertaken were self-
planned and outside the institutiona; framework of most

education agencies. The high‘incidence of self-plannéd



learning raises serious policy questione concerning the
future of adult education (Coolican, 1974). |
Analysis of factors influencing participatidn also
has resulted-in important discoveiies. 'for example,;in.the
last decade there have been attempts to.esfabiish;national
baseline and trend'data regarding the»magnitude of partici6
pation (Johnston & Rivera, 1965). In addition, other ef-
forts have been made to assess participationvinfselfe
directed learning prOjeets beyend the ecope of institutional
forms of adult education (Tongh,'1971). 'Thus, ﬁne main
thrust of participation research has shifted from an examina-
tion of socioeconomic correlates of participation.tovthe
study of the psychological and ettitudinel veriables in-
fluencing participetion; Certain biographical and socio-
economic characferistics such as age, previons_eduCatien,
and occupaﬁion are now known to be assoeiated with.partici-
pation in adult education (Dickinson, 1971). Unfortunately,
even these new efforts have been handicapped by deficiencies
in theoretical and,conCep;ual'clarity.with respect to the
variabies investigated and the conconitenf 1ack‘of pre- |
cision in theyempiriéal indicators used to.study participa-
tion. |
| Subsequently, a number of reeearehers have madevefforts
to clarify and to develop theoretical bases. 'Tonghis (1971,

1979) research on learning projects c;early[hae had a



stimulating effect on the efforts to understand participa-

tion. Although the description of individual learning
projects is quite new, the phenomenon has existed throughout
the history of man. Tough’(1967, p. 7) stated that‘twenfy-
four centuries ago Socrates, as a 'young man, followed his
own course of readihg and study.  Kulich (1970) explained
that Socrates called himself a self-learner who wished to
learn from anyone around him;

Maslow (1968) ésserted that 90 percent of existing
"learning theory" dealt with learning which was not related
to the intrinsic self. Most of those learning theories
reflected the objectives‘of institutions and teachers; the
values of the learner were neglected. Maslow believed that
more actual learning in fact takes place outside the class-
room. This learning comes from the experiences of life
such as discovering 1ifeis-ﬁork, getting married;.and'having
children. , ' |

Illich (1973) even argues that schools serve to alienate
people from learning and make them dependent on the authority
of experts and institﬁtipns. Schoqls, he contends, have
little to do with learning. “Teaching,'it is txuej may
contribute to certain kinds of learning under certaip_circum-
.stances, but most people acquire moét'of thié knowledge

outside school. . ." (1973, p. 18).



Freire (1970) supports this beiief and suggests that
traditional education is based on - "the banking system™
‘of education. The student in this‘system is an object
into which knowledge can be élaced. The learner is not
a subject in the process of learning;

Most adult éducation programs ére aiso based on insti-
tutional needs rathef than individual learner's needs.
Systematic research in the area of adult learnihg is in-
creasing with regard to this visible contemporary gap.

Houle (1961) was one of the first adult educators to recom-
mend the need to investigate the_indiyiduél learning under-
taken by adults. He‘explained that "the decision to focus
the‘present inquiry on the_individual'was reinforcéd by

the perplexing fact that ho such'studies have been previously
undertaken, a gap which has“been independently_nbtéd by
other summarizers of_litgratﬁre"'(1961, p. 9). ‘Houle (1961),
in the Enéyclopedia of Educational Research, ekpléined that.
for a large group of researchers," the individﬁalhappears

to be the proper focus for any study of adult educatién,

for although sociai factors influence the goals, nature and
results of learning, learning must ultimately be measﬁred

in the change of the individual who is the one enauring :
element amidst all.the diversity of social change" (1969;

p. 54).



Tough's systematic inquiry of the self-learner was a
direct spin-off from the Houle influence. He.was interested
in investigatiqg how learning proceeds in its natural form
in every day life. Tough has pursued the study of self-
planned learning more than any other adult educator. .He
defines self~planned 1ea¥ning as a person's deliberate
attempt to learn some specific knowledge and/or skill.

The individual assumes primary.responsibility for planning
not only the wﬁy, but also the what, how, when, and where
of learning. The pefson may include a course-as part of
the total learning effort or seek materials or advice from an
educational institution, but he or she retains‘thefeontrol
of and responsibility for 'deciding what resources and activi=- -
ties to use each time (Tough, 1979, p. 78).

| Additional studies have been completed on different _
adult populations using the probing techniques and the inter-
view schedule developed by Tough. The combination of the
findings of all these studies shows that the differences
among several populations are not great. The findings in
each sﬁudy are roughly similar with findings in other
studies. The iarge differences sre not among populations;
they are within the given pppelations. The findings, which
have been summariied by Tough (1977), are as follows:

1. Approximately 90% of adults conduct.at least one

major learning effort during a year.
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2. The average learner conducts five distincf learning
projects per‘year.

3. A person spends éﬁ average 6f 100 hours ﬁer learning
effort, a tofal ofv500 hours a year.

4. About 75% of the 1earnih§ projects are motivated
by some anticipated use of the knoﬁledge énd skill; 20%
of all learning projects are motivated by curiosity or
puzzlement; 5% are motivated by credit toward certificate,
degree, etc. | “

5. The question of who plans the_learﬁing gfforts has a
fairly standard answer, for "évery study of’édults finds a
similar‘pattern, although the exact figures vary a littlg“'
(Tough, 1977, p. 65; The studiés indicate that seventy-
three percent of all learning pfdjects are planned by the
learner himsélf/herSelf, 10% by a professionél who leads a
group of peers, 7% by a professional in a one-to-one .
situation, 3% by a friend in a oﬂe—to;one situation, 3%
by a préfessional indirectly through nonhuman resources
such as programmed instruction. |

Lookinglat the above composite findings, Tough (1977)
argues that uﬁtil recently researchefs looked only at the
tip of the icebérg. In adu1£ education, ﬁhe visible pbftion
of the iceberg is’primarily learning in élassroqms,'work-

shops, auditoriums, or conferences, tutorial or correspondence



study, and programmed instruction. But what has been un-
noticed until fairly recently, the invisible portion of the
iceberg, is self-planned learning. Looking at adnit educa-
tion efforts in terms of the whole body of the'iceberg,.
the conclusion can be made that adult education-institutions
'could not possibly.meet‘all the learning needé of:adults
through their traditional programming services. There-
fore, adult education professionals'must develop efficient
and effective approaches for éssisting adults with their
deliberate self;planned learning efforts»outSide the tradi-
tional realm. |

The implications of thisAnew area of éducational fé-
séarch are enormous when viewed in terms of "iifelong" edu-
cation and the deemphasis on institutionalized education, .
which is being espoused by such writeré as Illich (1973)
and Reimer,(197l).'.0hlinger (1975)nlso has stfessed that
the time when obligatory schooling is starting to make some
“inroads into the lives of adults, it is essential to Stndy
the sorts of learning whiqh can occur outside of formal
structures. He outlines some dangers in the direction which
adult education is pursuing by raising the issue that adult
education may be becoming "an oppréssive force thathis be-
ginning to take ovér people's lives in North America."

‘Ohlinger'considers-that if people are forced to go to learning



institutions all their lives they may never overcome their
feeling of inadequacy. |
The great advantage whieh the study of adult

learning projects offers is that the adults' learning

may be described and . a551sted by augmenting the natural
form rather than attempting to force it 1nto a pre=-
determined pattern, To date, learning'prOJect research ‘
has concentrated’on various aspects of the process of
learning; including factors which lie behind an‘adult's
decision to learn something (Tough 1965) . The feasie
bility of examining the origins of adult 1earn1ng efforts
has already been demonstrated 1n,stud1es other than the
-Tough (1971, 1979) study. Inkthe "Inquiring Mind", Houle
(1961) attempted to determine how continuing learners de-
veloped their approach to learning.lee emphasized that
his purpose was to mark off for exploration, a small part
of what could become a larger, nore fully developed study.
.His interviews revealed that many.people do have definite
ideas about continuing learning and in particnlar, why
they are the way they are. The review.of literature will

summarize additional studies into adult learning origin.



‘The Problem

A basic assumption'of.this study is that a need éxists
for research into the influences that prompt adults to
undertake learning efforts. A valid approach would be to
examine the impact on the édult of current ;eadiness for
self-directed learning and_to'seé if adults from different
social élasses and with different educational backgrounds coh—
duct deliberate learning, including learning:that might be
formal or self-directed, indepth or superficial. The approach
will be to investigate the‘extent‘of learning acfi&ity; the
relationship of learning activity to one's :éadiness for
self-directed learning, to identify the major planner of the
learning, and to dlscover other pertinent learnlng charac-
terlstlcs of a general adult populatlon in Ames, Iowa.

Tough's definition and instrument will be utlllzed to

explore the "1eaxning projects" of the selected random sample.
Iguglielmino'sb(1977) "Self-Directed Learning Readiness

Scale" (SDLRS), wiil be used to measure subjeéts' current -
readiness for self-direction in learning.

Since there isno accepted criterion of what dohstitutes
readiness for seldeirected learning, an arbitrary_grouping
will be made based;uxrésults from the Guglielmino's (1977)
"Self-Directed Learning‘Readiness’Scale". Guglielmino recom-

mended that total readiness for self-direction scores of 209 and
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below should be considered as low readihess.for self-direction
in learning, and scores of 239 and abovc as high :eadiness'
for self-direction in learning. The range between these two
scores was considered as average self-dixection invléarning;
For the purpose of this study, the same criteria were used
to select adults who wefe highly self;directed leérners
versus those who were average or low. .These subjects will
then be interviewed using Tough's interview schedule (1971)
and the results will be compared. This in tcrn will pro?ide
sdditional'verification data on the SDLR scale. | |
In addition to verifyihg the SDLR scale, thé;e are otﬁer
questicns of interest. Relationships bctwecn‘sge, sex,ixace,
educational level, méiital statcs,_number of children under
19, occupation,,or other factors.and‘the cegree of self-
direction in learning will be studied. Pricp research on.
thesc questions'(see the review of literatﬁre'chapter) pro-

vides few clear answers,
Significance of the Study

This study will make an important contribution to the
knowledge concerning selfsdirection in learning.and important
personal characteristics of self-directcd learners, eSpeciai-
ly behavioral and attitudinal characteristics. Thc Self-

Directed Learniné Readiness Scale will provide a base from



11

which to seek information on further vital issues concerning
self-direction in learning, such as the measured character-
istics of self-directihg learners, the suitability of self-
directed learning formats for everyone, and ways in which
self-direction in learning might affect such things as aca-
demic success, occupational chbice, occupational succéss,
and personal adjustment and mental health.

The findings of this study also will contribute ﬁo an
understanding of why adult learners participate in lea:ning
which will facilitate the growth of theory and modéls to
explain participation and help to illuminate possible‘means
of increasing the quality and quantity of learning experi-
ences of adults. |

More specifically, informatioh obtained through this
study, in addition to proﬁiding a more stable base for
research than is how available; should make these further
contributions:

1. Aid educational institutions at all levels in de-
veloping programs suitable for highly.self-directed learners
or in modifying current programs. | |

2. aid classroém teachers or facilitators in under-
standing self-direction in learning, in dealing With self-
directed learners in classroom situations, and by providing

an opportunity for practicing the required teaching skills.
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3. Enable the self-directed learner to better under-
- stand himself or herself.
4. Influence the érograms for preparation of-teachers

or facilifators; R |

5. Provide means for an individual to asseés personal
learning'ﬁtrengths‘and weaknesses in self—direction.

In addition, the study will'prOVide even more verifica-
tion data on the SDLR scale. Such an instrument has a
potentiél wide use in screening and counseling persons for A
progfams where skills of self-direction'are hecessary, such-
as correspondence courses, independent study, a wide range
of nontraditional programs, and individual clasSrooms. . The
instrument also has potential as an evaluative device in

programs designed to develop self-direction in learning.
Hypotheses

The following research hypotheseé in null format
were tésted: | |
QuestionvI:

Is there a significant relationship between an adult :
readiness for self-direction in learning and the number_of
learning projects he/she had conducted in the twelve‘monfh

period before the time of the interview?
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HO I: There is no significant relafionship between an
adult readiness for self-direction in
learning and the number of learning projects he/
she had conducted in thé twelve month period
before the time of the interview.

To better understand such relationships, each of the
eight variables of the Self-~Directed Learning Readiness
Scale (see the méthodology chapter) was'used as a sub-
hypothesis as follows:

A: There is no 31gn1f1cant relatlonshlp between love
of learning and the total number of learnlng
projects.

B: There is no significant relationship between an adult
self-concept as an effective independent learner
and the number of learning projects. '

C: There is no significant relationship between toler-
ance of risk, ambiguity and complexity in learning
and the number of learning projects.

D: There is no significant relétionship between
creativity and the total number of learning -
projects.

E: There is no significant relationship between view
of learning as a lifelong, beneficial process and
the total number of learning projects.

F: There is no significant relationship between
initiative in learning and the total number of
1earn1ng projects.

G: There is no significant relatlonshlp between self-
understanding and the total number of 1earn1ng
pro:ects.

H: There is no significant relatlonshlp between accep-

tance of responsibility for one's own learning and
the total number of learning projects.
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Question II:

Knowing of the variables of readiness for self-directed
learning, level of formal education} age, and sex, is it pos-
sible to establish a meaningful bredictipn equation of the
number of learning projects the adult learner will conduct
ih a year? | |

Some of £he existing literature regarding participatioﬁ
shows that people who participate most actively in learningi
activities are more highly educated (Hiemstra, 1976; Gugliel-
mino, 1977; Johnstone & Rivera, 1965; Knox, 1965; London,
Wenkert & Hagstrom,; 1963). Some also suggest that aduits
with higher educational levels are more able to establish
and maintain a major share of the responsibility for ini-
tiative and motivation in planning and carrying but their own
learning activities. On the other hand, less educated
adults often turn to a variety of human resources for plan-
ning and directing their learning activities and are less
willing to accept responsibility for their own learning. A
review of literature also reveaied that some differences in
sex, race, family background, and age exist in terms of self-
directed learning (Gibb, 1966; Hiemstra, 1976; Maxwell,

1967; Redmond, 1966) .
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HO II: Knowing of the variables of readiness for self-
- directed learning, level of fofmal education,
age, end‘sex it is impossible‘to establish a
meaningful'prediction equation of the number
of learning projects .the adult learner will

conduct in a year.

Question III:

Is there a significant difference between the type ofl
the planner used for learning by individuals ﬁho are high,
average or low self-directed learners?

As was mentioned earlier, Tough (1979, p. 93)>suggested
that the self-reliant, independentvtfpe of.person is likely
to prefer self-planning as the primaryvlearning mode.
Knowles (1975) also believes that selffdireetedelearners
are motivated by internal incentives such as a need for
self-esteem, a desire to achieve, and the satisfaction ehat
will come from accomplishing something. Sabbaghian (1979)
reported that highly self-directed adults have more self—
acceptance, self-esteem and arelmore productive in different
aspects of life than low self-directed edult (see literature
review chapter). | | .

" HO III: There is no significant difference between
the type of the planner,used by individuals
who are high, average or low self-difecfea

learners.
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Question IV:

Is there a significant relationship between the total
number of self-fulfillment learning projects an adult iearner
carries out and‘his/her readiness for_self—directed:iearning?

Existing self-directed learning literature suggests that
self-directed .adult learners are persons who continue.fheir
learning by selecting objectiVes that have high pfiofity, by
selecting fhe type of leerning activities, andfby planning
and carrying.out personal learning activities kSmith;_1976;
Knox, 1973). Thus, the researcher was interested in de-
termining whether a relatiosship exists between the total
number of self-fulfillmene projects compieted (those of a
high pefsona; nature) and personal readiness for.seiff

directed learning.

'gg;;g: There is no significant relationship between
the number of self-fulfillment learning
projects the adult learnervhad pufsued-during
the twelvevmonth period prior to thé time
of the interview and his/her readiness for
self-directed learning. | |

Each of the eight factors of the Self-Directed Learning -

readiness scale also was used as a suthpOthesis:
‘A: There is no significant relaﬁionship between love of

learning and the total number of self-fulfillment
projects. . : 1
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B: There is no significant relationship between
adult's self-concept as an effective independent
learner and the total number of self-fulfillment
projects. - A

C: There is no. significant relationship between
‘tolerance of risk, ambiguity and complexity in
learning and the total number of self fulfillment
projects. _

D: There is no significant relationship between
creativity and the total number of self-fulfillment
projects. -

E: There is no significant relationship between view
of learning as a lifelong, beneficial process and
the total number of self-fulfillment projects.

F: There is no significant relationship BetWeen initia-
tive in learnlng and the total number of self-
fulfillment pro:ects.

G: There is no significant relationship between self-
understanding and- the total number of self-
fulfillment projects.

H: There is no 51gn1flcant relationship between
acceptance of responsibility for one's own .

learning and the total number of self-fulfillment
- projects.

Questién \'A)

Is there a significant difference between the number of
self-fulfillment projects conductedvbyvindividuéls‘who are
high, average or low self—directed learners when initial
differences between the three groups have been adjusted with
respect to ége?_ |

As was mentioned earlier, self-direétion in learning
exists along a continuum; it is present in each person to some

degree. The highly self-directed learning person often
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spends more energy than fhe other directed learners. Besides,
the highly self-directed learner more oftenlinflueﬁces thé
learning objectives, activities, resources, prioritieé, and
the type of planner (Guglielmino, 1977, p. 34). The re-
searcher_noticed,that_there are minor differences.between'
various age groups in terms of their readiness for self-
directed learning. Interviewees who were 65 years and older
rated themselves low on the Self-Directed Learning Readiness
Scale. However, some of those older people who rated
thémselves low on the Self-Directed Learning Readiness Scale
were high activity learners who conducted more than 9 projects
~in a year. Besides, areview of literature revealed that older
adults conducted more self-fulfillment projects than younger
adults (Hiemstra, 1975).

The researcher decided that if she analyzes only group
differences with respect to the dependent variable (number
of self-fulfillment projects), without taking into considera-
tion the apparently trivial differences‘between groups in
terms of their readiness for self-directed learniné, she
will obtain a misleading picture of the true differences

between groups. The following null hypothesis was tested:.
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HO V: There will be no significant difference in the

total number of self-fulfillmént projects cohe
ducted by individuals who are high, averager:
low self-directed.learne;s when initial dif-
ferences between the three'groups_have been ad-
justed with respect to age.
| The literature suggests that people who participéﬁe more
than others in.adult education'are YOunger, higher eduCatéd,
middle cléss, urban residents, positive in their attitude |
toward education and the educational agency, h;ghly motivated -
to learn, involved with broad ahdtdiverée leiSure'activi— |
ties, highly skilled in social :élationships,,and orieﬁted
in terms of personal‘role of service to others (Hiemstra,
1976, pp. 84-85). People who pafticipéte less'in'aduit"
education activities have Been found to have.lowef incomes
and socioeconomic.levels, to maintain a fairly restricted
social qircle.of friendships, to engage passively in’Spprts
and to limit most of their activities to fairl& immediate
surroundings (Hiemstra, 1976, p. 85). -

In order to understand the relaﬁionship émoﬁg various
demographic/biograbhic variables and ;eadiness-for self-
direction in learning, the relationships between sex, age,
educaﬁion, mafital status, number of children under‘19, aﬁd
occupation were tested. The relationships between»va:ious

dempgraphic/biographic variables and the total number of
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the learning projects conducted by the adult learner in one

year were tested as well.

Assumptions of the Study

Assumptions relating.to the research under investiga-

tion are as follows:

l'

The definition of learning project as stated by
Tough (1971) and used in this study is valid.

Thebinterview schedule developéd_and revised by

~Tough and other researchers (1971) is reliable.

The Self-Directed Learnihg Readiness Scale de-
veloped by Guglielmino (1977) is reliable.

The adult‘learning projécts'explained by-Toﬁgh

is an apprcpriate frameworkbtc gather the informa—
tion about'the learning activities of adults.

The sample.chcsen for this study conducted self-
planned projects in the past twelve mohths and can
communicate the extent and nature cf these projects

to the interviewer.

Definition of Terms

Following is a list of terms used in this investigation.

Subsequent use of the terms relate to the definitions which

follow.
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Adult education

Relationship'betweeh a student,and.an educational agent
in which the agent provides, facilitates, and/or supervises

a series of-relaﬁed learning experiences for the student.

Continuing education

"That idealistic'and timeiess conceétual thread that con-
nects all deliberate efforts to he1p the human'orgéﬁism
learn through life" . . . it has become common for adult
educators who functibn within the‘(fqrmél) cbﬁtext of colleges
and universities to refer‘to their activities as continuing

- education.

.Course
This is-:the term used to designate a specific type of
adult learning which has identifiable purpose, content,

structure, and time period.

Educational level

This refers to the level of formal education completed

by the person preVious to the interview.

Knowledge and skill
| This is the entire range of behavioral change; cognitive,

attitudinal, perceptive, feeling, and psychomotor}
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Learning episode

Learning episode is the activity in which an individual
engaged during a learning project. Learniné projects usually
consist of several learning episodes. Tough defines the
learning episode aé "a period of time devoted to a cluster
or sequence of similar related activity" (Tough, 1971, p. 7).
In this period of time, the primary intention of the learner
should be to gain knowledge and skill and retain it for at

least two days.

Learning for self-fulfillment

The projects to be included here are efforts at learning
for leisure, arts and crafts, hobbiess, and recreation; in-
cluded also, would be learning related to music, art, dance,

theatre, religion, ethics, or moral behavior.

Learning project

A series of clearly related learning episodes adding up
to at least seven hours of efforts within a six month period.
The last twelve months from the day of the interview will be‘
the time period in which projects will be examined. Deciding
and planning, traveling time to learning activity, and
evaluating peréonal progress will also be considered as part

of the learning project time.
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Learning

The acquisition of knowtedge, attitude, or skills and
the'mastery of behavior in which facts, ideas, or concepts

are made available for individual use.

Lifelong leafning

| A process of learning that continues throughout life.
It is usually théught of invconnection with the need.to
learn throughout one's lifetime in order to cope with a

constantly changing society.

Major planner of fhe‘learning‘projects ’

Tough descfibes the planner as "the person or»thing
responsible for more than half of the detailed day-to;day
planning and deciding in a léarning project" (1979, p. 77).
Tough distinguishes among four types of~planners:

1. Self-planned learning is conducted by the individuél
in planning and assuming responsibility in daily decisions.
Other resources could be used but the individual retains
the control of the learning activities from ohe learning
session to the next. B |

2. In group p;ahned‘leérniﬁg, the adult attends a group
where the.groﬁp itself or the'groupiﬁ p:ofeséionai leader
does the actual planning. |

3. Individua; pléhned‘iearning.is‘guided by one person.

This person can be an instructor or -friend. ~ The learner
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receives individualized instruction.

4. In material resources planned learning, the source
of direction for the adult's learning comes from nonhuman
résources such as programmed'instruction,‘a book. or seve:al

television programs.

Noncredit adult education

An educational process which does not grant academic

credit for application to a specific academic degree.

Occupational, vocational, and professional competence

This includes learning rélated to prepaxing to enter
the labor market, on-the-job training, reyraining for a
shift in occupation, and élso basic literacy education.
Graduate courses taken by a teacher té meet state require-

ments would be counted here.

Personal or family competence

- This includes learning for the individual's role as
parent, spouse, and homemaker. It also includes leafning
related to mental and physical health. An extensive
counseling session on'gstate planning or family finances

would be included here.
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Program
An activity which is planned and organized with specific

objectives is a program.'

Social and civic competence
This area covers the individual's role as a responsible
citizen incldding voting and politics, current events, com-

munity go?ernment and development, éollution,]and eeoiogy.
Organization of the Study

Chapter II provides the theoretical and research back-
ground . for the‘present study by.tevieWiné the'reieVant“
literature related to self-directed learning;

. Chapter. III describes the methodology used in the study:
sample selection, instrumentation, procedures‘for'gethering
the data, and date analysis. - | |

Chapter IV contains tne presentation and discussion of
the findings. |
| Chaptet V‘summarizes the findingsi presents the geneial
conclusion of the study, end'describes furthex research re- .
lated_to~the learning projects and self-directed learning

phenomenon that is needed..
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CHAPTER II. REVIEW OF LITERATURE

Ooverview

The purpose of this study is to e#plore the nature
and extent of the major learning efforts hnderfaken by
adults. The literature which has been selected by the in-
vestigator is reviewed in three sections:‘ 1) self-directed
learning, 2) research focused on the individual learner,
and 3) participation theory. Self-directed learning, after a
general introduction, is discussed in detail under the fol-
lowing subheadings: incident‘of self-directed learning,
importance of cherishing self-directed learning and practi-

cability of developing self-directed learning.
Self-directed Learning

The current interest in studying self-directed
learning and the adult's learning projects through the use of
in-depth surveys of learning activities began with Houle's

(1961) study, which was reported in The Inquiring Mind.

Tough (1967, 1979) developed and refined ;he in-depth inter-
view probing technique, exploring overall planning, reasons
for beginning and continuing a learning project, sources
from which aid is sought, and methods of study.

Knowles (1975) suggests that self-directed learners

are motivated by internal incentives such as a need for self-
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esteem, a desire to achieve, and the satisfaction.that will
come from accomplishing somethihg. Tough'(19f9),suggests
something similar in his list of reasons why self-pianned
“learning is popuiar and Why it is selected by certain indi-
viduals: :
1. Efficiency,
2. Confidence in individual ability,
3. Freedom to pursue learning at own pace,
4. Reliance on self as a resource,
5. Ability to find resources,
‘6. Insight into personal leérning abilities,.
7. Self-reliance and independenée,‘and |
8. Proud of ihdividﬁal accomplishment;(pp. 92f93)r
- Guglielmino (1977)'developed'a Self-Dirécted Léarning
Readinesé Scale. Throﬁgh a factorlanalysis pfocedure, she.
isolated eight factors in self-directed_leérning:
1. Love of learning,
2, Self-concept as an effective, independent learner,

3. Tolerance of risk, ambiguity, and complex1ty in
learning, .

4. Creativity,

5. View of learning as a lifelong, béneficial procéss,
6. Initiative in learning, | |

7. Self-undefstanding,'and

8. Acceptance of responsibility for oné's own learnlng
(p. 1).
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References to self-directed learning can be found under
many labels, such as independent learning, self-planned
learning, self-instruction, autonomous learning, self-
teaching, self-study, self-education, discovery learning, and
the inquiry method. But fhe‘different labels are often mis-
takenly associated with the belief that learning is in iso-
lation and the learner carries oﬁt all his/her activity on an
entirely independeht basis.

The term "self-directed 1earning“_has been used to
describe behaviors which range from participation in pro-
grammed learning (Campbell, 1963) to the self-initiated,
éelf-planned activities of such highly self-directed learners
as Maslow's self-actualizing individuals (Maslow, 1969, 1970).

Although the extent of interest in self-direction in
learning is rather current, the pracfice is éertainly not a
new phenomenon. Tough (1967) cites persons such as Socfates,
John Stuart, Abraham Lincoln, and Benjamin Franklih who are
widely recognized aé having been self-directed learners. Un-
doubtedly, the reader can think of many more individuals who
share this characteristic.

Knowles refers to self-directed learning as "a process
in which individuals take the initiative, with or without
the help of others, in diagnosing their learniné needs,

formulating learning goals, identifying human and material
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‘resources for learning outcome" (1975, §,718).

Tough (1979), in his explanation of é¢lf-p1an#edv,
iearning, points‘out thét differént.labels such as Selféb
education, self-instructidn, self~teaching, independent
study, self-di:ected“learning and individual learning" -are
somewhat similar to self-plannéd leafning projects, buﬁ‘noﬁ
identical" (1979, p. 42). He~agreeé'that even though the
learner may obtain help from a variety of human_and'material
resources, the key>tQ_bein§ a self-planned learner is carryihg
out the responsibility for the.detailédvdecisions and arraﬁge-
ments associated with the leérning‘activities. .Hiemstra de-
.fines self-plénned:learning'és "&vléarning activity that is
self-directed, self-initiated énd'fxéqueﬁtly carried oﬁﬁ
alone" (1975, p. 39). I j |

smith (1976) desdribesfse;f—direcﬁed learning as having
a.special‘orientation to léarhing that femphasizéé the |
learner establishing-and maintaining the major shafe'Of the
responsibiliiy.for initiative andAmo;ivation in pianning E
_ahd cérrying out hi§ own learning.actiﬁiﬁies" (1976, ﬁg 3).
The prdceSs includes diagnosing needé; formulating goals and
choosing resources and methods. He further states that when
the learner accepts this fespbnsibility, the.mgjor conse-
,quenceé for him wi11 be leérning_howfto learn on his own or

with a littlé'assistance from others.



30

Knox (1973) suggests that a self-directed learner is.
the person who continues his 1earning "reflected in his
selection of objectives that‘ﬂave high priority,.followed
by his selection from a range of learning activities that
are most appropriate for £he specific circumstances:he
Confronts“. For self-directédilearning he suggests the fol-
;owing resources: printed media, elecfronic media, informal
grbups, formal groups, and tutorial schedules.

The following statement explains Guglielmino's aséump-
tions concerning self-direction in learning and provides a
descripfive statement about highly self-di:ected learners.
Guglielmino (1977) assumed that self-direction in.learning'
exists along a continuum; if ié present in each éerson to
some‘degree. In addition} it is assumed'thgt self-direction
in learningvcan occur in a wide variety df-situations;
ranging froma teacher-directed classroom to self-plahned and
self—conducting learning. It is the personal charaéﬁeristics
of the learner--including his attitudes, his'values, and his
abilities--which ultimately determine whether self-directed
learning will take place in a given learning situatioh. The
highly self-directed learner more often'chqoses'or infiuences
the learning objectives, activities, resdurces,.prioritieé,
and levels of energy expenditure than does.thefother-

directed learmer (Guglielmino, 1977, p. 34).
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The self-di;ected learning concept has been explained
in‘thé above statements. Now it is necessary to.lbok‘at
the theoretical basis fdr self-directéd 1eafnihg, deveioped 
by Knowles. ‘ ” o

Knowles'(1975)kpoints out that adults are not adéquately
prepafedgfor selféplanned‘learhing; although-the_nature‘of
’ self-planned learning is consistent with:a basic charac-
teristic of adults as self-directing human beingé.' Then,
he cites Kidd and suggests that the pﬁrpose of edﬁcétién'
should be prodﬁciﬁg ?a continﬁing inner-difected, self-
operating learner" (Kidd, 1975, p. 47)..

To Knowles, self-directed learning is based'on-a new,
coherent, comprehensive body of.tﬁeory whichkincludés certain
assumptions about adults és learners. _thsrtheory.ié going
under the_labelv"and:agogy". This is ﬁot a new wordﬁliﬁ |
ﬁas used in Germany as early as 1833 and has been used -
extensi#ely’during the last decade in Yugoslavia, France
and Holiand (l973a, p. 43). _

Knowles (1970)'defines andragégy‘as the art and science
6f,helping adults (or even better, maturing human beihgs
learn (1970, p. 73). The COncepf of'andragogy istintended
to replace the use of pedagogy in adult education. 'He is
hot talking about a clear-éut.differentiating between the
assﬁmptions abouﬁllearners.that ha&e traditionallj‘been made

by thoSe who practice pedagogy in contrast'to the.aSSumptions
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made in andragogy. Knowles be;ieves that "the assumptions of
andragogy applies to children and youth as they mature and
that they, too, will come to be taught more and more andra-
gogicaliy" (1973a, p. 43); o |

Knowles formuiated his theory of andragogy on
the basis of the theory and research of Efikson (1950);
Bruner (1961); Getzels andkdackson (1962) and Bower and
Hollister (1967): "as an individual-matures his need .and
capacity to be self-directed, to utilize hisiexperienCe
in learning, to identify his own readiness to learn, and to
organize his learning around life problems, increases
steadily from‘iﬁféncy to pre-adoleécence,. and: then in-
creases rapidly during}adoiesbence" (1973a, p.-43). The
assumptions>which have been made about learners'ip andra-
gogical practice area: First "as a person.matures and grows
his self-concept moves f;om one of total dependehcy (és in
the reality of the infént)vto_pne.of increasing self-
directedness" (1973a, p. 45). According to this assumption,
the most important difference between adults and'ybuth is in
their self-concept. The child regards himse;f as essentially
a dependent personality for whom thevadult'world makes most
of the important decisions affecting his 1ife-*Whe£e he will
live, where he will go to school, what he will study, how he

will spend his time. In adolescence, this self-concept starts
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changing, as the youth starts testing his own wings and
asserting increasing independence. By adulthood most'people
- think of themselves as taking‘full responsibility for making
their decisions.and facing the conseqhences.’ In fact, A
person becomes psychologically an adult at the point at mhich
he/she accepts responsibilityvfor managing his/her own life.

when this point is.reached, there develops within the
human being a deep need to bg'treated as a self-responsible,
self-reséecting self-directing brganism. When an adu1t fimds
himself/herself in a situation in which there is a feeling
of being treated like a child-being talked down to, being
told what to do, being disrespected, or sensing the situation
to be in confliqt with bersonal Self-concept, the adult seeks
to flee from it or resist it. For example, how many édults
| are there who have left the church, left jobs;‘left fratetnai
orders, even 1éft marriageé, because they felt\they‘were
being treated like children? How many others merely with-
drew into apathy  In most modern cultures the ultlmate test
of adultness is the ablllty of people to ‘run their own lives.,
Each of us wants to pass that test.‘ |

The second assumption is that "as an individual matures
he accumulates an expandlng reservoir of experience that
causesvhim to become an increaéingly rich'soufce for;iearning

and at the same time prbvides him with a brdadehing base to
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which he relates new 1earnin§s" (Knowles, 1973a, p. 45). 1In
andragogical techniques the emphasis has been changed from the
traditional content transmission approach to thé_experience
approach in which learners are involved in analyzihg their
experience,

The third assumptiqn is that "as an indiQidual matures
his readiness to learn is decreasingly the product of his
biological development and academic pressure ana is in-
creasingly the product‘of the developmental tasks required
for the performance of his evolving social roles" (1973a,

p. 46). The developmental task phenomenon, which is explained
by Havighurst (1972),‘suggests that individuals learn those
things thét they have to learn in drder to move from one

phase of a developmental task to the next phase. 1In pedagogy,
the assumption is that developmental tasks of children are

the product of physiological and mental maturation. But in
andragogy the assumption is that in aduithood, developmental
tasks, and as a result, readiness to learn, are primarily

the product of individuals' social roles such as worker

adult, parent, Qrgahizational member, and the like.

Knowles further argues that "it is by no means assumed
that one has to sit passively by and wait for readiness to
develop naturally. There are ways to stimulate iﬁ through
~exposure to better models of performance, higher levels of

aspiration and self-diagnostic procedures" (1973a, p. 47).
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The fourth assumption is that "children havé been condi-
tioned to have a subject-centered orientatioh to learning"”
Knowles (1973a, p. 47). He further argues that the difference
between aridragogy and pedagbgy is the result of a diffefence
in time perspective and their‘vieﬁ of learniﬁg. Children
learn to acquire knowledge and skills which will be useful
later_in their lives. Adults engage in the learning process
to learn about how to cope with their current life problems
so they become involved in edﬁcational activities which are
problem-centered. |

__»?0 Knowles, the responsibility of adult educators in
vthe_andragogical process is to provide educational techniques
which enable adults to diagnose their own néeds for learning,
formulate their objectives which satisfy these needs, deSign
learning experiences, conduct learning experiences with
adequate materials énd evaluate their_own programs. ‘The
.role of the adult educator is to help adults‘achievebtheir
goals by provding educaﬁion&i opportﬁnities, developing
their full potentials and providing opportunities that help
them to learn. | . . |

Tﬁe theoretical basis for self-directed 1earni§g, de-
veloped by Knowles, has been explained in the previous;
section. Now it is important to look at some of the non-

traditional degree programs.
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Some programs’planned‘to allow a greater degree of self-
directed learning have existed for a long time. Kidd empha-
sizes that, "correspondence or independent instfuction is
such a necessary form of .instruction ﬁhat it has been in-
vented time and time again in different cultures and dif-
ferent eras" (1972 p. 1). The nontraditional degree |
programs which are becoming much more widespread aliow
greater freedom for the self-directed learner who desires
to earn credit for his learning. For example, the Union for
Experimenting Colleges and Universities (UECU) isa coénsortium
of institutions of higher educatién seeking to stimu;ate non-
traditional alternatives on the campuses throﬁghout the
country. In 1969, the staff of the UECU proposed that the
members of this consortiuﬁ put into action the concept of the
University Without Walls. Essentially, University Without
Walls is an individualized program of study in which»the
world is the students' campus. Students assume responsi-
bility for their programs and eventually must demonstrate the
knowledge and competency réquired for the bachelor's degree
(Union for Experimenting Colleges and Universities, 1972).
Oklahoma University offers a Bachel&r of Liberal Studies
degree which is'earned through independent'study, with brief
residential seminars (Trout, 1971). The Empire State College
in New York requires a high degree of self-direction in the

learner. Students assume responsibility for planning their
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- programs. In a "Note to Prospective_students", the insti-
tution cautions that it is unlike most other colleges and -
universities: |

To obtain an Empire State degree requires, first,

the ability to participate actively in developing

one's own study plan, for there are -no prescribed

curricula or programs of study that, of necessity,
apply to all students; and second, the ability to

work independently, for there are no classrooms,

dormitories, or attendance requirements (Empire

State College Bulletin, 1976~-78, n.p.). :

In these progranis, the learner has an opportunity to
present for evaluation the knowledge he or she may have
required through such nontraditional means as independent
study, intensive reading, life/work experience, and other
unusual learning experience. Most degree granting insti-
tutions still maintain a residence requirement, but a few
number of these'institutionS'simply provide,the-learner with
a list of requirements for the various degrees and a guide
to approaches to earning credit. 'The learner is then free
to choose the paths most suitable to him or her. 1In the
areas where a great deal of self-directed study has been
completed, for example, the learner may simply take a college
proficiency examination to receive credit. 1If he or she has
studied independently in an area,for which there is no
available examination, a portfolio documehting the learning

may be prepared and presented to a review.committee.._

These are pnly a few examples of the numerous
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nontraditional degree programs in the United States. Appar-
ently, a certain degree of self-directed learning is essen-
tial to maintaining success in a program of this type.' In

a study of a sample of nontraditional degree prograﬁs in

the United States, a great majority of the nOntraditional

: studentsvrated themselves above average in drive to achieve
selfemotivation; independence, and persiStence} and the
staff members of the institutions agreed with this assess-
ment (Medsker et al., 1975, pp. 41-44).

Since the nontraditional programeprequire a high degree
of self-direction in their students, heavily involving them
even in the planning of the degree programs, it is essential
that the students be prepared for more self—direeting roles
in their own learning. As Dresselvand Thompson point out,
the "ultimate success" of the rapidly increasing non-
rraditional forms of education depends on "whether students
are capable of self-direction or independent study" (1973,

p. viii).

Incident of self-directed learning

Based on the information from the Johnstone and Rivera
survey (1965), it was estimated that approximately 25 million
adults, more than one person in every five at ‘that time, had
been engaged in one or another form of educational‘endeavor.

A great deal of that activity, nearly one-third, was in self-
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directed or independent study of some nature.-_Abogt one-
third of the endeavors were of a vocational nature and
another one-fifth in the recreational sphefe. Johnstone

and Rivera, in reporting the data, described this flndlng as
"surprising" and suggested that “self-lnstructlon is
probably the most overlooked avenue of activity in the
whole field of adult education" (1965, p. 37).

- Tough (1967, 1979) feels that the information reported
by Johnston and Rivera is a gross underestimate due to the
method of quesﬁioning. Tough's‘study revealed avneed for
the.prObing interview techniéue in’order to make clear.to the
interviewee the nature of self-directed learning ane the
range»of topics which it might encompass; His findings
ihdicated that: ‘ |

« « «» almost everyone undertakes at least one or two
major learning efforts a year, and some individuals
undertake as many as 15 or 20, The median is eight
learning projects a year, involving eight distinct
areas of knowledge or skill (1%79, p. 1).
Approximately 70% of these learnlng projects are self-
planned, Tough reports (1979, P- 1). Additional studles
have been completed on different adult populations using |
the probing techniques and the interviewysehedule develeped
" by Tough with similar results. | | |
A survey conducted by Cross and Valley (1974) in a°

manner similar to the Johnstone and Rivera surveyllndlcates

that 31% of the adult pqpulatiOn,is engaged in some form of
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learning. Of those reporting themselves to be engaged in
learning, .17% are studying independently'and 5% are involved

in correspondence study.

Importance of cherishing self-directed learning

Kidd recites that "It has often been said that the
purnose of adult education, er of any kind of edﬁcation, is .
to make of the subject a continuing 'inner-directed', self-
operating learner" (1975, p. 47). Rogers points out that
the educated man is "the man who has realized that no
knowledge is secure, that only the process of seeking
knowledge gives a basis for security" (1969, p. 104). Conse-
Quently, Rogers sees teaching‘as "a relatively unimportant |
and vastly overrated activity" (1969, p; 94) which is only
suitable to an essentially'unchanging society. fIf we have
to have citizens who can live censtructively in this
kaleidoscopically changing world, we can only have them if
we are willing for them to become self-starting, eelf—
initiating learners" (1969, p. 126).

Bruner's opinion of the purpose of education coin-
cides with Rogers' opinion (Bruner, 1960, 1961, 1966a).
Bruner defines teaching as "the provisional state that has
as its object to make the learner or éroblem solver self-
snfficient" (1966a, p. 53). bfesselland Thompson empha-v

sized thati"the ability to carry on independent study alone
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or with peers should be a majof goal of education" (1973, p.
2). They see independent.study as "the student's self- |
directed pursuit of academic competence in as autonomous a
manner as he is able to exercise at anyvparticﬂlar time" |
(1973, p. 1). | o

In the opening chapters of Self-Directed Learning

Knowles declares his bias: "Self-directed learning is the
best way to 1earh. . . every act of teaching should have
built into it some provision for helping the learner be-
come ﬁore self-directing“ (1975, p. 10). His reasons for
this position succinctly éummarize the‘justificaﬁions for
advocacy of self-direction in learning which aépear.else-
where in.the literature: |

1. There is convincing evidence that people who take
the initiative in learning. . . learn more things
« « « (and) tend to retain and -make use of what
they learn better and longer than do 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 in-
creasingly deep psychological need to be inde-
pendent, 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 initiative 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.
.+ « + It is no longer realistic to define the
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purpose of education as ttansmitting what is
known. . . . The main purpose of education must
now be to develop the skills of inquiry (1975
pp. 14-15).

Knowles concludes his argument by reciting, “"The 'why'
of self-directed learning is survival--your own surviﬁal as
an individnal, and also the survival of the human race“

(p. 16).

McDonald indicates three sources of concern for more
independent learning: First, the growth of Dewey's phil-
osophy (1915), which emphasizes the importance of problem-
solving, reflecting_thinking,'and development of the whole
child; second, thevAnerican cultural value system, which
attributes high worth to the integrity of the individual,
‘equaiity oﬁ_opportunity, and the rights of life, ;iberty,
and the pursuit of happiness; and'finally, recent findings-
in psychoanalysis and the mental health movement which point
out that the effect of the emotional states on learnlng and
the social condltlons for mental health p01nt out the
advisability of more self-direction in learning (McDonald,
1967)..

There is a concern that individuality should be main-
tained and developed by the institutions of the United-
States, especially the educational institutions (Alf,

1970; National Education Association, 1938). 'Letner

views individuality as "the most vaunted and celebrated of
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American attitudes" (1957, pP. 49). There is a concern, how-
ever, that individualism is being "squeezed out" in modern
society (Lerner, 1957, p. 49; Russell, 1949). Riesman
views the modern American as other-directed - "conformist
putty" unable to function sufficiency without guidance from
others (1950, p. 9).
Margarones indicates the contradiction:
The individual, raised to a standard of living never
before equaled in the history of the world, and now
"hold(ing) within his grasp power and wealth un-
precedented in human existence, is in reality one who
is becoming less rather than more significant. Sub-
ordinated to the group, he is fearful of his security’
and skeptical of his purpose in '1life and hope for the
future (1961, p. 7).
Margarones believes that this situation can be changed, and

that a major part of the solution lies in the encouragement

of self-directed 1earnin§; Education U.S.A. reports a recent
unpublished study which indicated that schools have a
“éénefally debilitating effect" on student attitudes toward
léarning. Students that participated in this study»showed
a consistent decline in their views of subject matter as
desirable as they progressed through the six eleméntary
grades (1977, p. 349).

Schoois as they_are,»aﬁ least the‘majority of them,
seem not Oniy to encourage conformity and passivity, but
also to limit the desire to learn. Biven,‘Campbell and

Terry (1963, p. 4) charge the loss of student self~direction
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in 1e§rning to school attendange. They report that "By
the time students feach the ninth grade, they haée deVeloped
a strong habit of linear study methods that conflicts with'
self-direction in learning".  The 1iﬁear study methods result
from a student's dependence on an authority figure to tell
what is worth learning and a personal anxiousness to pre-
pare for teacher-made tests which measufe "success" in
learning, as opposed to an exploration of areas of knoWledge
/based on personal interests for their iptrinsic reward.
Results of Koeing and Mckeachie's study (1959) support the
idea that students who have learned to expeét authoritarianism
in a teacher tend to do poorly in independent study (1959,
p. 134). Buckman and Illich, among others, share fhe view
that compulsory education often stands in the way ofveduca-
tion in its wider sense (Buckman, 1973, p. 2}. In place of
the compulsory schooling system, Illich proposes an educa-
tional program built on the self-education cqnéept (1970) .
Granting that the development of self-directed learning
- is probably most widely advocated in the 1iteratufe of‘adﬁlt
education (Miller, 1964, p. 203), it haé been recognized as
a major goal for all levels of educgtidn (Beggs & Buffie, |
1965; Dressel & Thompson, 1973; Roéers, 1969; Wood & McCurdy,
1974). Besides, there is evidence that éelf-direction in

learning can be more effective than traditional forms of
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teaéhing with learners of widely varied intellectual ability

(Gruber & Weitman, 1962; Hatch &-Bennett,'1960:‘Rogers, 1969).

Practibility of developing self-directed learning

Experiencé Has indicated; however, that{hot everyone is
able to adjust‘tb highly sélf-directed learning situétions,b
and most people who have not previously been self-directed
learners to a high degree benefit from ﬁraining'in»self-
direction before attempting~a-projectwrequiring~a'high degree
of self-direction in learning (Brown; 1968, p. 23; Rogers,
1969, pp. 15 & 47). Carlow (1967) states that students who are
dutiful and have low conceptual level sources d6 poorly under
the discovery approach (1967) ; Cronbach feels that "pupils
who are anxiously dependent may be paralyzed by demands for
self-reliance" (1967, p. 90). |

Dressel and Thompson (1973) believe that éne reason that

colleges have done so littlé to preparé their students for

" more self-directed learning is "a failure to discriminate

between independent study as merely a "learning experience

and as a‘deVelopable‘capability" (1973, p. viii)ﬂ However,
'impressive success hﬁs beeﬁ reported by teachers in the
facilitation of self-difected learning at all educational
levels (Knowles, 1975; Rogefs, 1969). |
The literafure indicates that the key to effective

facilitation of self-directed learning is the provision of
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an orientation to the learner. Certainly it is_difficult
for an individual who has his or her leaxning planned by
a teacher and closely'directed~for many years in that
learning ﬁb become a self-directed 1earnér as soon as the
opportunity iS'pfesen£Ed. The learner's expectations have
not been fulfilled; the rules have changgd and he or she has
been given‘more responsibility. The natural result is con-
fusion. Rogers points out the need for learners to be pre-
pared for accepting the responsibility for their own 1earning
by degrees, citing negative reactions, such as anxiety,
which interfereS'with‘learning, when they are not ailowed to
do.so (1969,.p. 73). Dunbar'and Duttoﬁ, in their report of
an attempt to make a business school_program a more self-
directing experience, emphasize the negétive results which
can occur when self-difected learning formats are thrust
upon unprepared students (1972). |

Campbell also documents the benefits of practice in
self-directed learning skills (1963, p. 10), and Margarongs
noted that the point of greatest agreement among instruétors
of independent study was that the students should partici—
pate in an orientation to independent éthdy before undgr-
taking it; the students also indicate thevimportaﬁce of
preparation for independent study (1961, pp. 204;206).'

‘Paschal (1960) emphasizes facilitating self-
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directed learning when she recites, "above all, students at
every grade of the school system should be taught how to
learn more independentiy, so that we can make better use of
the greatest of all educational resources, ‘the capacity to
learn" (1960). Hatch and Bennett recommend that inde-
pendent study be open to "most if not all students" (1960,
p. 8). Margarones found that the highést disagréement amoﬁg
the instructors of independent study surveyed was on a |
statement that independent-study should be required of all
students (1961, pp. 204 & 206). |

Recognizing the need for preparation for seifédirected
learning, Hunkins‘developed a guide for increasing self-
direction in 1earning which is based on the'assumption of
student competence to do sé. This.guide is Hunkins'
Involving Student in Questioning (1972). |

-Research Focused on £he
Individual Learner '

Tough (1979, p. 1) defined a learning project as.a
deliberate effort to gain certain knowledge or skill through
a series of related episodes that add up to at least‘seven
hours within a consecutive 6-month period.” In each epi-
sode, more than half of the peoples total motivation;is‘
either to gain-and retain certain fairly clear knowledge

and skills, or to produce some other 1aéting change. .
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Tough included all deliberate ieaxniﬁg effofts in a
lifetime, both in and out of educational institutions. To
gather information gbout learning projects, Tbugh devised a
probing interview technique which stimulated recall of
ali the léarning projects the interviewees‘conducted during
the preceding six months. |

The focus of this learning project phenomenon includes
the following basic components:

1. The entire range of'deliberate learning efforﬁs.
In the learning project any method can pe usgd if the
person's purpose in learning.was to gaiﬂ and retain knowl-
edge and skills. |

2. The major plénner of a learning effort from ohe
session to the next session can be the learner herself or
himself, a group, an individual, or a nonhuman resoﬁrce.

3. Noncredit learning and learning for degree or
certificate is another component of the learning project.

| 4. Most common motivation and less common motivation
.is another component of a learning project. in aﬁdition to
the basic component,‘various other aspects of learning
projects have been explored by researchers. ' These aspects
include: resources used, obstacles to learping, subject
maftgr, areas of the learning project, reasons for be-
ginning and continuing the iearning projectl(Tough; 1968,

1979), learner planning of the task (Tough, 1979), origins
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of current learning projects (Mooréroft, 1975), the learner
planning steps in detail (Morris, 1977) and thé source of
help with the self—planned'learning project (Luikart, 1577).
The firsﬁ concentréted study of the individual's whole
pattern~6f educational effort, regardless of its;Conteﬁt
or form, that took. into aécount the'individual's own
report of motivation to become a high learner was carried
out by Houle (1961).‘ Houie was interested in finding what
background experiences the 1eérner believed were important in
influencing him or her to become_é continuing learner.
Houle's sample was consciously biased. -He seleéted a group
of 22'adults "who engage to an outstanding degree in activi-
ties commonly thought fo be.educational“ (1961, p. 4); He
believed that the proper place to begin was with peoélé who
~were most actively engéged.- It should be noted-thaf the
Houle study was seen only as an explpratory one. However,
it provided lots of preliminary but ﬁseful data. Abart from
being similar in that they were high learneré, the sample
differed widely on age, sex,.race,»national origin, social
sfatus, religion; marital condition, and level of formal
education. To determine why these adults placed such a heavy
emphasis on continued learning, Houle had a list of 19
questions, but each interviewee was encouraged_to talk
frankly (1961, P. 13). Houle believedvit was time to build

conceptions of learners from observations and discover instead
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their own self-conceptions.

| From the interviews Houle located three learning orien-
tations: goal oriented, activity oriented, and learning
oriented, which provided vaiuable information about the ways

learners perceive their motivations.

Goal oriented

Houle (1961) reported that the goal-oriented learners
are the pérsons‘who use educationvas a means to achiéve
their specific objectives. The learners_pérticipate pti—
marily to satiSfy'their needs. It is the learner's goal
which initiates educational attempts and also‘infiuences

the means selected for accomplishing the goal.

Activity oriented

Activify oriented people begin their sustained partici-
pation at a point when problems or needs becpme particularly
pressing. "Some kind of self-reéognitioh or personal stock-
taking seems to occur among the activity oriented" (Houle,
1961, p. 59). These learners;select the activity based
on the kind offhuman.relationship he or she thinks that it

might provide.
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Learning oriented

For this group education is a constant activity. "Each
particulaf edhcatibnal experience is an a¢tivity with a goal,
but the contiﬁuity and iange'of suchvexperience make the
total pattern of participation far more than the.sumkof the
parté" (Houle, 1961, p;'23). The learners usualiy-think that
- their emphasis on learning goes back to childhood, But'they
also believe that environmeﬁtal factors and'hefedity also
‘had some importance.

Hiemstra (1976) suggests a fourth category to reflect
leérning projects findings: "Not in one of the Houle's
qriginally conceived categories, the self-directed learner
.« e. 1is cerﬁéinly becoming recognized by adult and continuing
educators as highly active participant in;;he tbtal ddmain
of adult learning"” (1976, p. 35).

Litghfieid (1965) reported that "Theie-no longer ap-
pears to be any validity in thevﬁélief long held by adult
educators, that there are participants énd‘nonparticipants
in adult education. 2ll men and women partake of adult
education to some extent. The focus now must be upon the
question of the degree and kind of that participation™® g
(1965, p. 188). These findings support Houle's findings, and
éuggest that further research on the hature and extent Qf
adult learning be done.

To this point in the discussion of.adult learning :-:
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research, the learning of the indi§idua1 was estimated by

" the extent of participation in formal adult education éctivi—
ties. The assumption underlying reséarcﬁ in adﬁlt learning
has been that when motiVation-and'characteristics,ofvadult
participants in,forﬁal educational programs were pndérétbod,
the adult.educators could use those findings to éid in the
planning of appropriate programs. Therefore, most of'the
research in adult learning equated the single act of part1c1—
pation in formal educatlonal programs w1th the entlre range
of deliberate learning efforts of adults, | |

Tough and his associates (1979) surveyed 66 persons
who were engaged in leérnihg‘projects. :Thé subjects were:
social sciencé_professors, municipal politicians, lower-
class white-coliar men} blue-collar factbry workers, lower-
class‘white-collar women, beginning eleméntary school
teachers, aﬁd upper middle class women with pre-school
children.

The findings are summarized as follows:

1. "Almost.everyone undertakes at least one or two
major learning efforts a year and some individuals'under-
take as many as 15 to 20. The median is eight learning
projects a fear, involving eight distinct areaquf knowledge
and skill" (1979, P. 1). |

2. The typical range of time that the 1earners spend

on learnlng activities is from 8 to 16 hours. Somev
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individuals indicated that they spent nOre than 2;000 hours
in learning projects'in the preceding'six months.

3. Tough found that the most common motivation for
learning was application of a particular knowledge or skill.
Usually the learners anticipated some outcome'from their |
learning activities., Basically adults conducted‘learning
projects which were related to their occupations.

4. The findings also showed less than 1% of_all
learning projects were for credit (learning for a degree
or a certificate). |

5. This survey identified~the major source of.planning
for the learning projects.b Tough (1979) found.that in 68%
of the learning projects, the major respon51b111ty for
planning lies w1th the learner himself or herself. He or
she also seeks assistance from friends, peers,.professionals
and nonhuﬁan resources, even though he maintains the
responsibility for "detailed decision“'in planning the
learning projects. The average adult conducted at- least one
project where the respon51b111ty of plannlng was by a. group
or its leader. Almost 50% of the adults engaged in at least
one project planned by an individual in a one-to-one rela-
tlonshlp w1th the 1earner. |

A large proportlon of the people in the above study
were engaged in highly dellberate.learnlng‘efforts:out51de

of educational‘institutions. Tough(s study was limited to a
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small and not entirely random sample. With this limitation,
the findings were impressive and fecommendations Were.

made that further research in the area could be véry
valuable.

Since 1971 additional research concerningflearning-
projects has been undertaken to éxplore leérning projects .
of aduits ih othér populations, but not all of these re-
searchers focused on self~planned learning in particular;
Coolican (1975) érovided the summary picture of the findings
of various studiés. The studies which utilized Tough's
definition and instrument for more research in adult learning

projects will be reviewed in the following.section.

Learning projects research

Armstrong (1971) found a significant number of learning
projects among adults of low educational attainﬁent in Toronto,
Canada. Tough's (1971) interview schedule was applied to
those who were identified as potential subﬁects by at
least two instructors. High attainment learners averaged 5.7
credit-oriented learning projects during the year. They
spent 1340 hours on their learning activities. Low educa-
tional attainment adults averaged 5.5 projects and spent .

1177 hours on them. For the noncredit learning, high attain-
ment learners averaged.13.9 projects; and spent 1121 hours

on them. The average low educational attainmént adult
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conducted 3.4 projects in. a year and spent 100 hoﬁrs on
them. - | |
Johnson (1973) investigafed the 1earning‘projects
of 40 adults who recently completed the require-
‘ments for a high school diploma or General Educatiohgl De-
- velopment Certificate. The sample waé randomly strati- -
fied on the basis of adults who had received adult high
school diplomas andfadults who had received a twelfth grade.
‘equivalency certificate; This group was more ianlved with
»fqrmal schooling than other groups studied. Study for' \
credit was repofted in 23% of the total projects. The
average number of learning projects for adults was 14.4.
They spent the average of 876.8 hburs on the léarning
projects. »Fiffy percenﬁ of all the projects wére,planned
by the learner, indicating the impo;tant.hature 6f this
learning pattern. Group planned projects aécounted for 23%
of the projeqts reported. Hobbies and recreation were the -
most frequently chosen projects, with vocaiional érqjects
reported as the lowest. ‘
McCatty (1973) studied learning projectS‘pf 54 ran-
domly sélected'professionals in Ontafio, Canada. fhe |
aﬁerage number 6f learning projects was li.l with 76% of
tﬁe»projects reportea were self—planned, In this Qroup,
learning fér credit_ﬁas rare; only 1% of the total"leérning

projects were for credit. Job related learning prbjécts
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were most often selected by theAsample and accounted for

55% of the total learning projects. Fifteen percént of the
learning projects were related to hobbies and recreation.
The most common reason given for carrying out self-directed
learning projects was the desire for individualized subject
matter. The most common reason for a group type of learning
was the capability of instructor. .

Denys (1973) studied the learning projects of a group
of teachers and store managers in Ghana. The average number
of the projects reported was 4.8, with‘the majority of |
projects vocationally oriented. They'spent a mean of 92
hours per project.' Seventy-five peréent of the learning
projects were self?planned, 11% were gropp.plannéd, 6%
were planned on a one-to-one basis, 4i.were resource planned,
and 3% did not have one dominant plannef.: Also, the findings
 show that 93% of the projects reported4were noncredit
oriented.’ |

Johns (1973) investigated the learning efforts of
practicing pharmacists in Atlanta, Georgia. The average
pharmacist completed 8.4 learning projects, with a mean of
124 hours pér'project. Fifty-six'percent of the total
learning projects were sélf-planned;»lG% weré’group planned;
9% were one-to-one methods; 19% were reséurce planned.

The study reported that 5% of the total learning projectswere
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undertaken on a noncredit basis. Job related learning activi-
ties were the most frequently selected'projects, while 26%

of the projects were in the area of hobbies and.recreation
and 14% were reiated to home and family. .'

In another~study, Fair (1973) examined the learning
.projects.of.beginning elementary school,teaohers. A eix
month time period was used in this study in contrast to the
twelve month period in all the others. He reported that
the interviewees completed an average of 8.8 projects and
spent a total of.510 hours on the projecﬁs,-for anvaverage.
of 57 hours per project; Nihety-seven pefceot oflthese
learning projects were self-planned. Less‘than 1% of the
total projects reported were for credit. The teachers tried
to learn what they wanted to teach to thelr students.a In
_the curriculum area, the most important subject for their
learning was 1anguage arts. 1In noncurrlculum areas, the
most important subject was child development.

Deliberate learning efforte ofvlé”parish ministers in
the Louisville,,kentucky metropolitan area, were identified
by Allerton (1974). Each‘minister keét learnin§>diaries
during a six moﬂth period. Se;f—planned learning accounted
for 58% of the minisfers' learning activity, and no projects
were pursued for credit. An average of 9.6'projects‘per
person was reported.' They spent a mean of 52.6 hours per

project. Vocationally oriented projects accounted for 65%
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of the learning activities, hobbies, and recreation accounted
for 16%, 8% related to home‘and family and the remaining
14% related to other various‘intereéts. |

In a'study of the learning projects of 50 randomly
selected college and university administrators in Tennessee,
Benson (1974) found that during the one year prior to the
time of the interview, administrators undertook an average
of 4.5 learning projects. They spent an average of 269
hours on their learning projects in one year. Seventy-five
percent of the administrators planned their own projects, and
25% were group planned, Benson found that 84% of the,
projects were job-related and 65% weré related to the
"decision mékiﬂg" and "coordinating" functions of their
jobs.. |
| _Coolican (1974) interviewed young mothers of ére-school
age children. Using one hour as the minimum time to
qualify as a léarning project, Coolican reported that young
mothers carried out an average of 5.8 1earning.pfojects,
with a mean length of 43 hqurs per project. Sixty-six‘perf
cent of learning projects were leafner planned; 16% were
group plannea; 13% were on a one-to-one basisf Ninety-nine
percent of the projects were undertaken on a noncredit baéis.
Home and family related projects were the ﬁost often Selecéed

by the sample.
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Hiemstra (1975) studied the learning activity of 214
adults (age 55 and older) in Nebraska. The data show
that older adults each undertook an average of 3.3 learning
»projeéts and spent an averége of 324 hours on their projects.
Fifty-five percent of the projects were self-planned, 20%
were group planned, 10% were planned.on a one-to-one basis
and 10% had no dominant type of planner. Fifty-four percent
of their projects were to achieve‘self—fulfillment, which
includes arts, crafts, recreation and religion. Twénty
percent were for personal and family concerhs such as mental
and physical health, finance, homemaking. Fifteen percent
were job related and 9% were for social and civic concerns.
There were no siénificant differences in fhe number of
learning projects or the number of hours spent on each one
when group categorized according to age, sex, race and resi-
dential area. There were differences noted among dif-~
ferent levels of education, socialAclass,'and oécupations in
thé number of projects, but thefe‘was'no significant dif-
ference in the total number of hours. Ninety-six percent
of the learning projects were undertaken for noncredit
purposes.

Peters ahd Gordon (1974), in a study of the 1earning
projedts of 466 adults in urban and rural Tennessee, found

that 91% of the adults conducted at least one learning
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project during a year, averaging 3.9blearning projects and
-spending an average of 155.5 hours on them.v Seventy-six
percent of the projects were planned by the iearner, 11%-
.were group planned, and 5% Were planned 6n a one—to—one
basis, 1% was resource planned, and 5% were planned through
other means. Most of the leafning projects were jéb—related
or recreational while a small number of projects were
related to religion, personal improvement and family rela-
‘tions. As major reasons for undertaking these learning
projects, the desire to increase knowledgeland under—
standing was the most frequent nhoiCe. Iﬁproving job
performance was Second. |

Miller and Botsman (1975) conducted a study on the
continuing;éducation activity of Cooperative-E#tension
agents. _They found that the average numner of learning
projects was 12, Forty percent of the iearning projects
were self-planned,’énd more than half of ﬁheir learning
was planned by experts and through workshops.

A study of tWo groups of secondary school teachers
from Cortland, New York, was undertaken by Kelly.(l976).
Group one consisted of 20 teachers with one or two years
experienge in teachingf Group two also consisted of 20
teachers, but with 10 to 15 years experience in teaching.

She reported that the average-teache: had conducted 7.9
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learning projects in the year prior to the interview. Sixty-
eight percent of the projécts were planned by the teacher
himself/herself, 17% were planned by a group, 7% were
planned by individuals in a one-to-one reiationship with
»the learners, 0.3% were mate:ial resources planned and 7.9%
were mixed planned}' Teachers self-planned almosﬁ ali of
the projects related to."students" and "hobbies and recrea-
tion". Almost 50% of all.projects.gonducted were in two
content areas, subject matter and teaching-learning process.
Learning projects also included learning new knowledge or
skills related to teachers‘ fields. Noncredit oriented
projects accouhted for 85% of all ﬁhe:projects condudﬁed.
McCatty (1976), in an investigatibn'of the patterns
of learning projects among phyéical'and health education
teachers, found that the.leArning efforts of those teachers
were largely self—plahned and not forvcredit. Of the twenty-
one teachers engaged in a personal fitness program for them-
selves, none.of them did so in a group. ‘ _
Miller (1977) investigated the‘extent of self-directed
learning of teachers and‘nohteachiﬁg professionais in a
- single school district in ﬁpstate, New York. A Sample of
60 elementary and‘secondéry school teachers and nénteaching
faculty were randomly.selected. - She reported that faqulty
members conducted an avefage of 5 learning projects each -

and spent an average of'136 hours on a learning project over
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the six month pefiod. Eighty-nine percent of the faéulty
members' léarping projects wére self-planned. 1In this re-
seérch, one-fourth of the projects were motivated by self-
fulfillment needs. Fifteen percent of the métivatidn toA
learn was the category.of‘professional growth; 12% was to
-satisfy a requireméﬁt., Credit wasvhot reported as‘the
motivation for initiating a learning activity. Inétead,
the major motivétion for beginning a learning project was
to acquire the knowledge and skill for job, community, apd
personal applications. v

Zangari (1977) conducted a study‘on the learning projects
of 45 adult educators in post-secondary institutions in
Nebraska. The findings of this study indiéated that adult
educators undertook an average of 7.19 projects,.and.spent'a
mean of 583.20 hours on them. Seventy-two percent.éf the
learning projects were self-planned; 15%;were group.planned;
and the remaining l#% were implemented through use of tutors
or programmed materials. It was also foupd.that 3% of the
projects were ﬁndertaken for crédit.' Data in this étudy re-
vealed thét 1earning projects related to improving job per-
formance and professional growth accounted for 37;65% Qf
the total; projects related to home and family,.personalA
improvement, and. hobbies were also frequently cited.

Umoren (1977) in an investigation of the learning

activities of 50 adults randomly selected from a socio-
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economic group in two neighborhoods in Lincoln, Nebraska,
foﬁnd that adults conducted aﬁ average of 4.7 projeéts in
the twelve months before the interview and spent a mean of
554.5 hours on them. In.this study, 40% of the learning
projects were learner-planned; 32.75% were on a one-to-one
basis; 16% were group planned and 10.8% wefe resource
planned. The higher income adults conducted more learning
pfojects thah did lower income adults.

The learning éctivities of 85 adults of low literacy
attainment in the Brownstown area in Jamaica, were identified
by Field (1977). These adﬁlts cpndﬁctedtan avetage of 4.2
learning projeéts each,'spepding an average of 504.3 hours
per person in their learning activities during a one year
period. Approximately 20% of the 1éarnipg projects we;e

pianned by the learner himself/herself; - Group léaders
planned more than 50% pf the projects Eecause SO many
1earning'projects focused on literacy trainin§ and feiigion,
two areas which seem to rely Qn'group leaders. Legrning
efforts on literacy, job related, religion, home and family
subjeét matter were emphasized, with few projects_ﬁndertakén
as.a part of‘formal education. Only 3.8§Aof‘the.learning
projécts were directed toward some kind of practical
application in a job situation.

Baghi (1979) sﬁudied‘the‘learning projects conducted
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by 46 adult basic education students. He reported that adults
_conducted an average of 6.59 learning projects and spent

an average of 393.91 hours per year. Costbwas the most
frequent obstacle to learning. A desire for individualized
subject matter was the most frequently noted reasdn»for self-
planned learning. .Capabiiity_of the instructer and:avail-
ability of classroom and matefial was the most frequent

reason for the choice of group category, while effective-

ness of the method was reported as the mbst frequent:

reason for chpice of one-tothe learning methtd.'

Sabbaghian. (1979) studied the relationship ofvselff
concept and self-directedness in learning of 77 adult stu-
dents who enrolled at Iowa State Unive:sity during Spting
Quarter 1979. This study indicated that there is a positive
relationship of .558 betweenvadult's self-directedness_in
learning and their self-concept. Highly self-directed adult
students have more self-acceptance, self-esteem, and were
more productive in different aspects of life than low self-
directed adults; She also reported that sex, age and level
of éducation had significant impact of adults'.self-directed

learning.
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Participetion theory

In the sixties, participation studies moet often took
the form described by Knox (1965) as “"clientele analeis",
which consisted of a descripﬁion of the characteristics of
participants in adult education programs of one or more
agencies in comparison with the characteristics of the general
population that could potentially be served. The tfpical
participant describes himself or herself as beiﬁg YOung, well-
educated, a fulltime worker in a whiﬁe collar occupation,
}above average in income, married with children, and urban
in residence (Johnstenev& Rivera, 1965). A

Probebly the moet consistent finding of this type of
study has been the strong association between level of formal
education and participation in adult education aetivities.
Almost invariably this factor has been found the most im-
bortant predictor of participation, In their study thn-
stone and Rivera (1965) concluded "that formal education
attainment plays a highly crucial role in determining
whether or not one enters the ranks of adult studehts".
Similar‘results were obtained by Knox (1965) and by London,
Wenkert, and Hagstrom (1963). 1In all three studies, educa-
‘tional level was found to haﬁe greater effect on participa- ‘
tion rates than any of the other factors investigated.

Verner and Newberry (1965) reported that through the
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identificatioh of the characteriétics of those who partici-
pate, adult educators can find significant clues tovthe kind
of people not now involved who might,become more active if
conditions were such as to encourage ﬁheir partiéipation.
These authors also suggest that adult education may need to
reconsider its organization patterns and methodology if it
wishes to involve persons with little formal schooling. Given
today's emphasis on programs for such persons, a knowledge
of some of the factors associated with their participation
should be of value. |

Factors which may be relatedd to an individual's partici-
pation can be thought of as being pf two‘types;u positional
or backgrbund factors, which refers to the positions a person
occupies in the social structure, and bsychological factors,
which.may influence the manner in which the roles éssociated
with the various positions are performed (Krech & Crutéh-
field, 1962). The former catégory includes familiar vari-
ables as sex, age; employment status, levei df occupation,
level of income, marital status, family status, and place
of residence. These are the'positionai factors with which
this study is concerned. Psychological variables have,
as a whole, received considerably less attention in the
_literaturé. It can be seen from the ;iterature, then, that
there is a néed for research into the area of what influences

adults to participate in self-directed learning and the
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adult's learning projects activities, and that a valid ap-
proach would be to examine the impact onithe adult of his
current readiness for self-dirépted learning. |

A nﬁmber of studies have investigatéd the relation-
ships between educational participation and the potential
variables. Based on these studies it appears that across
educa;ibnal levels men and women participate at about the
same rate (Johnstone &Riﬁera, 1965; Knox, 1973); that
participation rates decline as age increases by decades
(Johnstone and Rivera, 1965; London, Wenkert gnd HagStrom,
' 1963); that persons'in the labor force participate to a
greater extent than do those not in the labor force (Booth,
1961; Johnstone and Rivera, 1965; Londoh, Wenkert and
Hagstrom, 1963); that pa:ticipation is posifively rélated to
- both levels of income and level of occupation (Johnstone and
Rivera, 1965; London, Weﬁkert and Hagstrom, 1963);>that
widowed persons particip&te less than pérsons of other
marital status (thnstone and Rivera, 1965;'London; Wenkert
andeagstrom, 1963); that céuples with children participate
more'than couples_without children (Johnstdne ahd Rivéra,
1965); and tha£ urban residents participate mofe'than
rural residents.(Booth, 1961; Johnstone andARivera( 1965;
London, Wenkert and Hagstrom, 1963). _ |

These variables which have béen ihvestigated’within |

educational levels seem to fall into two categories: those
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for which the form of association within levels of education
is similar to the association in the popqlation as a whole,
and those for which the aésociation is reduced or eliminated
when education is contrplled. Included.in the former”

group are the factors of age and place of residenée; both
apparently opérate'relativelyvindepéhdently of level of
education. The negative relationship between age and
participation and the positivé relationship between size and
place of residence and participation appear to hold within
each educational stratum’(Booth, 1961; Johnstone and Rivera,
1965; London, Wenkert and Hagstrom, 1963). These variables .
whose influence on- participation is reduced when education
is controlled are as might be expected, variables closely
related to educational level--namely income and occupation.
Both the Johnstone and Rivera (1965) and London et al. (1963)
studies found that the original positive relationships of
level of income and level of occupation to participation
either disappeared or were considerably reduced when educa-
tion was controlled (Mohammad Douqglah and Gwenna Moss,
1968).

Based on the information on Johnstone and Rivera survey
of 1962,kit was estimated that approximately 25 million
adults--more than one person in every five at that time,Ahad
been engaged in one or another form of educational éndeavor.

A great deal of that activity, nearly one-third, was self-
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directed or independent study of some nature. About one-
third of the endeavors were of a vocational nature and
another one~fifth in the recreational sphere)

Hiemstra (1976, p. 84), in his discussion of the adult
‘education participants, mentioned that the results of Cross
and Valley's survey (1972) suggest that a significant in-
crease in participation had taken place in the ten years
between the Johnstone and Rivera and the Cross and Valley.
studies. It was estimated that nearly one adult in every
three Was'inyolved in some form of adult education. A
greater involvement in vocational'subjects, ané a moderate
increase in the study of general academic subjects were
found when the 1972 information was compared with the 1962
data.

From the studies described above and numerous addi-
tional research endeavors concentrating on fairly specific
audiences, the following picture can be drawn of the partici-
pant in organized adult and continuing education.. People
who participate more than others in adult education are
‘likely to be:

1. Younger,

2. Higher educated,

3. Members of more organizations,

4. Positive in their attitude toward education and the
educational agency, .
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5. Middle class,

6. Highly motivated to learn,

7. Urban residents with easy access to educgtion,
8. 1Involved with broad and diverée leisufe aétiVities,
9. Highly skilled in social reiatidhships. |

10. Oriented in terms of a personal role of service
to others,

(Hiemstra, 1976, pp. 84-85).

People who participate less in adult educaﬁion activi-
ties have been found to have lower iric_:omes and socio-
economic levels, to maintain a fairly restricted social
circle of friéﬁdships, to engage passively in sports, and
to limit most of their activity to fairiy imhediate sur-
roundlngs (Hlemstra, 1976, p. 85)

Although this picture-is drawn of the part1c1pants in
organized adult and continuing education, evidence from
studies in the adult's learning projects area suggested
similar characteristics for self-directed learning partici-
pants. |

A number of resons Have been cited to account.for»why
people participate in adult education. Houle‘(1961)
explained that there are at least thréé basic reasons for
participafibn in continuous educational activity; some
people had specific goals in mind, some were activity or

socially oriented, and some were just plain interested in
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constantly learning new things. "Other reasons that have
been determined include wanting to be a better informed
person, to have initial or updating job 1nformatlon, to
achieve a_religious goal, to escape from environmental prob-
lems or pressures, and to comply with a formal require-
ment" (Hiemstra, 1976, p. 85).

Some of the important reasons given as obstacles to‘
participation are as follows:
| -l. Not wanting to go out in the evening,

2. Not enough.time,

3. Financial limitations,

4. Home and job responsibilities,

5. Lack of energy or health
’ problems,

6. Perception of belng too old
to learn,

7. Bureaucracy complexities,

8. Transportations limitations, and

9. Child care problems (Hiemstra, 1976, p. 85).

Self~-planned learning, has been until reCently,-over-
looked. It seems reasonable to conclude that adult edu-
cation institutions could not éossibly meet all the
learning needs of adults through their traditional pro-
gramming services. Adult education prbfessionals must

develop efficient and effective ways to assist adults.'



72

with théir deliberate self-planned learning efforts outside
‘the traditional realm. -
Relevancy to Present .
Research

This chapter has provided a review of the literature
- which has been'considered to be’rélevant to the préseht
stﬁdy. As the literature indicates, paiticipatiqn in
learning projects appeﬁrs to occur across all levels of the
population as they have beén described not only by highly
educated professiohals (McCatty, 1973) but also by adults
who have been considered the ieast iikeiy to participate
in any form of adult education; those who are over 45
years of age and working in laboring or operating positions,
or not in the labor force at all (Peters-andGordon, 1974).

These interviewees indicated_no con@ept of 1ifelong
learning; most believed that learning was something which
occurred in an institutionalized setting. At the beginning
of the interviews, most believed that they had doné very
little or no learning over the previous year and the inter-
view itself served to heighten the interviewees' awareness
of their own leérning efforts and "of the fact that non-
institutipnal envi:onments'ahd resources can conéribute
substantially to a person's ccntinﬁous léarning" (Coolican,

1974, p.-18). Frdm_this; it would appea? that an interview
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on learning projects can be very useful learning itself.
-In that the interview uncovers the individuals' prccedufes,
preferences and needs related £o their learning, inforﬁation
gathered can help educators develop courses for aduits as
well as offerAsuitable assistance to the learner who wishes
to continue independent learning, but who does require some
form: of help. '

While.it is not intended to suggest that the full
"emphasis of adult learning ought to be placed on inde-
pendent study, at least Miller's (1964, p. 226) suggestion
ought to be adopted; that independent study be encouraged
for those who do not respond to established programs.

Jourérd (1968), in discussing previous research in.
social science which looked at the passive aspect of man,
stated that "a man.may live and share only his passive,
reactive possibilities to his teachers or to a researcher.
In solitude, or with some trusted other, he may experience
and show his active, creative, or other unforeseen possi-
bilities" (1968, p. 106). Tough (1971) has éxpressed the
belief that learning project research should contribute "to
the new conception of man . . . who views man as a self-
directing organism with»initiative, choices, freedom, energy
and responsibility" (1971, p. 5). The present research has

focused on the above image of man.
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As the 1itera£ure indicated, there are no previous at-
tempts to study the ihfluence of an adult's current readi—
ness for self-direction in learning which plays some pert
in the leafner's decision to commence a learning project.

However, Tough's findings are important in that they
do show the motivations are complex and can not be ex-~
plained.only in terms of attempting to achieve a single
specific goal. A variety of motives for beginning e
project were almost alWays present. The five major reasons
were: (a) use or appiication Qf knowledge or skill, (b) |
puzzlement, curiosity or a questiop, (¢) satisfaction from
possessing knowledge, apart from using it, (d) enjeyment
of the content whiie receiving it, and (3) pleasure or
satisfaction while spending time learning (Tough, 1968).

Tough believes thaﬁ it is now cleer that most learning
projects arise because of some immediate responsibility,
problem or curiosity, which suggeets thet.the prgminent.
motivating factor is close in time to the commencement of
the pfoject,

Houle (1961) believed that a .great deal of learning
cen occur incidentally, and that the impulse to learn can
arise from almost any source from within or outside a
. person's life pettern. He suggested that immediate events

might bring vague needs to the foreground and trigger the
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action of learning.

Havighurst (1964) claimed that learning situations often
resulted from "basic tasks of living", such as the de-
velopmental tasks associated with the roles of parent, spouse,
child of agihg parent, homemaker, worker, user of leisure,
church member, club oi association member, citizen and
friend. |

- This claim has been borne out in Coolican;s (1974) re-
view of learning project research. She found that most
learning projects were initiated for practical reasons-~to
acquire knowledge and skill related to job, home;-family;
sport or hobby. 'In their national survey, Johnstone and -
Rivera (1965) also found it to be quite clear that the major
emphasis on adult learning was practical rather than academic,
and applied rather than theoretical.

Another important factor relating fo_the reasons for
commencing a learning prbject was discussed by Tough ‘1968).
He concluded from his study that a desire on the part of
the learner to undertake a higher level of learning was
ciearly~related to his self-conceét. Apparently, many
learners feel a strong need to work out their owh feelings
or beliefs about something and may have a strong desire to
bgcbme their ideal selves. Theréfore, a major purpose is
to please themselves rather than others. |

This lead Tough to discuss the relationship between
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adult learning and self-concept theory. He suggested that
if there is a lack of congruence between the ideel self and
the perceived self, although the difference need not be
extreme,'a need or a drive for balance between the two

seives will probably arise; One way to change the per-
ceived self in the direction of balance.is through deliberate
sustained learning efforte.

"The educational process can be continuous, for as
Armstrong (1971) showed, an interest developed in one area
followed through as a learning project often leads the
learner to related but differentvareas. |

Another broad factor which seems to be close;j'associated
with the commencement of many learning projects rs that of
major change in the adult's life. Tough'reported in his
1968 study that a major pereonal change was relatedvto the
reasons for commencing a learning project for at least
one third of the subjects.

The review of the available literature on learning
projects research reveals a high level of learning activity
by adults. The problem now is not participation and non-
participation, but the differences in participation. 2Zahn
(1967). provides some evidence‘to suggest that highly self-
competent adults tend to be well-educated, from upper

middle class families, cosmopolitan in nature, and more
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job-oriented than family oriented. Hiemstra (1976) re-
viewed the literature on adﬁlt education participants,
noting they tended to be youngér, highly educéted, middle
class, and urban in terms of their place of residénqe,

The first two hypotheses of this study relate to ex-
pected differehces in pérticipation in.self-directed learning
and the adult’svlearning proﬁects, in relation to parﬁici-
pant's current readiness for self-direction-in learning.

The researcher expected that adulté who have high readi-
ness‘for sélf-direction in learning will conduct more
learning projects and spend more timé in the lea;ning
projects activities than those who ha&é low reddiness for
self-direction in learning. N

The third hypothesis is about differences inwthe nature
of the planning activity prior to and durihg learning in fela-
tibn to the 1evelxxfreadine§s for'self-difection‘in learning.
Tough (1979) suggests that "the self-reliant, independent
type of person is 1ikel§ to prefer self—planning as thé pri-
mary learning mode" (p. 93). |

As was menﬁionediearlier, highly self-directed learners
more often influence the 1earning objectives, activities,
resources, priorities,,and the type of planner (Guglielmino,
1977,.p. 34). Besides, review of literature revealed that
older adults conducted more self-fulfillment projects than

younger adults (Hiemstra, 1975). The fourth and fifth
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hypotheses relate to differences in the total number of
self-fulfillment projects conducted by individuals who

are high, average, or low self-directed learners.
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CHAPTER III. METHODOLOGY

Overview

This chapter presénts the methodology of the study.
It encompasses the following'prpcedu;eé:_ Identifyiﬁg
participants in the Study, instrumentation,vand déta‘analysis,
tedhniques- |

If the ultimate goal of adult education is to design
and provide more effective help for the adult learner, then'
research has to be conducted to understand the n;ture of
adult learning in its natural form in daily life, and the
factors which lie behind an adult decision to learn some-
thing.> Therefore, the problem of this:study is to better
understand the éelfédirected nature of much of adult learning.

It woﬁld seem;that'if the encouragement of self-direction
in learning is an important goal in' all levels of education
today, and the literature indicates tha; if is, we must
learn more abou£ the highly self-directedllearner. In addi-
tion, we must have a:valid instrument for determining an
individual's readiness for self-directed learhing.} This
study will provide additional verification data on tﬁe_
“Self;Directed Learnihg Readiness Scale" originally developed
by Guglielmino in 1977. - |

| A tentative descriptiop of the highly self-directed

learner based on those characteristics receiving a final
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median rating of 4.0 (ﬁhe midpoint between desirable and
necessary) or higher was formulated by Guglielmino-(1977).
She defines the highly self-directed learner as "one who
exhibits initiative, independence; and persistance in
leafning; one who accepts responsibility for his or her own
learning. and views'problems as-chalienges not obstacles;
one who is capable of self-discipline and has a high degree
of curiosity; one who has a strong desire to learn or change
and is self-confident; one who is able to use basic study
skills, organize his or her time and setkan appropriate»pace
for learning,‘and to develop a plan_for.completing work; one
who enjoys learning and has a tendency to be goal-oriented"
(Guglielmino, 1977) |

Some evidence exlsts that a small number of persons
cannot function effectlvely in 51tuatlons requiring ‘self-
directed learning, and most people who have not prev1ous;y
been self-directed'learners to a high degree benefit from
training in self-direction before attempting a projecp re-
quiring a high degree of self-direction in learnihg (Brown,
1968, p. 23; Rogers, 1969, pp. 15 and 47). iThe Self-Directed
Learning Readiness Scale can be used by educational insti-
tutions or individuai learning faéilitators to screen
learners, to determine thei; strength énd weaknesses_in self—

direction and to guidé them into situations where they can
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best utilize and develop their own potential.

Identifying Participants in
the Study ‘

The sample for this study was drawn from a geheral
adult population in Ames, Iowa. The‘deéifed number for the.
saﬁple.wés approximateiy 75. Invorder to'ensure a random
sample, members of the population as shown in a telephone
book were assigned numbers. The numbersiwere utilized as
input for the Iowa State University'computer, and the com-
puter selected randomiy lOO'numbers'for this infestigation.

The refusal rate was very low (only 3 peopie'xefusgd
to be interviewed). Two interviewees determinéd that the
. interview was téking.too much'timé and were unable to finish
answering all the questions on the inStrument at bnce,‘so
the researcher had another interview time with thém‘to finish
the Self-Directed Learning Réadihess Scale. The final number
6f.;gspondents interviewed was 77. | | ‘

Tablé 1 displays a’variety of demographic data describing
the fespondents. _ To summarize tj_‘h'o'se data the respondents were
approximately 66% female and 34% male. Eighty percent of the
sample were white American, and 20% were from different
nationality. The average age of the sample ﬁas 45, the‘range
of ages was‘between 19vand 95, Approximately 65% of thg

‘respondents were married, 24% were married widowed, 10% were
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single, and 1% was divorced or sepérated. About 85% of the
- respondents did not have children under 19, while 15% had |
'one or more children under age 19. The subjects were
approximately 18% high school graduates, 29% with some
college, 21% college graduates, and 32% graduate fraining.
Most of the ipterviewees did not have any other training,
while 30% had on the job training. A wide variety of occu-
pations were represented, but with only a fairly sm§11

percentage falling in semi-skilled ox unskilled‘categories.

Table 1. Various demographic characteristics for the study's

respondent ‘ . . _ :
Characteristic’ Response Accumulative
description frequency. . ‘Percent percent
Sex . | A
Male ‘ 26 ’ 33.8 -
Female 51 66.2 -
TOTAL ‘ 77 100.0
Race
White American 62 80.5 80.5
African 4 ~ . 5.2 ‘ - 85.7
Asian 5 6.5 - 92.2
Other _6 7.8 '
TOTAL 77 100.0 100.0
Age ' . o
19-29 ' 36 46,75 46.75
30-39 10 12.99 59.74
40-49 1 1.30 61.04
50-59 1 1.30 62.34
60-69 4 5.19 67.53
70-79 19 24.67 - 92,20
80-89 3 3.90 96.10
90 and over 3 3.90
TOTAL 77 100.0 100.0
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Characteristic Response : Accumulative -
description frequency ' Percenﬁ percent.
Mean = 44.87
Median = 30,33
Minimum = 19
Maximum = 95
Marital status
Married 50 64.9 64.9
Married widowed 18 23.4 88.3
Single 8 10.4 98.7
Divorced/separated 1 1.3 100.0
TOTAL 77 100.0
Number of children
under 19 A
0 65 84.4 84.4
1 6 7.8 92.2
2 3 3.9 96.1
3 2 . 2.6 98.7 .
4 1 1.3 - 100.0
TOTAL 77 100.0 |
Years of education _ o
High school graduate 14 18.2 18.2
Some college 22 28.6 46.8
College graduate 16 20.8 67.5
Graduate training 25 . 32.5 100.0
TOTAL 77 100.0
Other training
None : . 48 62.3 62.3
_Vocational technical -
school .6 -7:8 70.1
On-the-job training -~ 23 29,9 100.0
77 100.0
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Table 1 (Continued)

- Characteristic Response Accumulative
description frequency Percent percent
Profession or occupation
occupation

High executive, : : :
major professional 1l 1.3 1.3
Business. manager- : ,
less professional 2 2.6 3.9
Administrative o
personnel 5 6.5 10.4
Clerical sales
technician 28 36.4 46.8
Skilled manual 4 5.2 51.9
Machine operator, '
semiskilled 2 2.6 54.5
Unskilled 1 1.3, 55.8
Homemakers 9 11.7 67.5
. Students 25 32.5 100.0
TOTAL 77 100.0

. In order to tést whether the sample fepresents the
general adult population in Ames, Iowa; the researcher
stated an exploratory null hypothesis: There will'be no
difference between demographic data for the study-sample
and 1970 Census for Ames, Iowa. Table 2 displays the
comparative data for selected demographic variables.

The exploratory nﬁll hypothesis is rejected. The
demographic chgracteristics of sex, race, age, educatibn
and marital status are significéntly different thanvthé
1970 cenéus data for Ames, Iowa. Therefore, the sample was

not a representative one for general adults pqpulation in



85

Table 2. Chi-square comparison of selected study demographic
variables with 1970 U.S. census data for Ames, Iowa
(19 years of age and older)

Comparison Study data Census data

variables Number Percent Number Percent

Sex o
Male ' 26 33.8 15,330 54.4"

- Female 51 66.2 12,843 45.6
TOTAL 77  100.0 28,1732 100.0:
x2 value = 17.1 Significance = .00l

Race b
White American 62 80.5 - 27,487 97.6
Other 15 19.5 686 2.4
TOTAL 77 100.0 28,173 100.0
x2 value = 124.74 Significance = 0.01

Age ‘ : ] _
19-54 48 62.34 24,154 85.7
55 and over 29 37.66 4,019 14.3
TOTAL 77 100.0 28,173 100.0
x2 value = 44.72 Significance = .001

Education .

- High school graduate 14 18.2 5,669 39.1

1-3 years of college 22 28.6 2,387 16.5

3Based on sample projections of male and female, 19
years and older, so that the total represents the entire
Ames adult population over 19.

bPercent of white American in general adult population
19 years and older in Ames, Iowa. _
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Table 2 (Continued)

Comparison ‘ Study data Census data
variables Number Percent Number Percent
Education4(Continued)
4 years of college
or more 41 53.2 6,438 44.4
TOTAL 77 © 100.0 14,494 100.0
x% value = 21.84 Significance = .001
Marital status
Married 50 64.9 15,103  43.7
Married/widowed 18 23.4 1,182 9.9
Single/divorced/ :
separated 9 11.7 15,999 46.4
TOTAL 77 100.0 32,2749 100.0
x2 value = 53.6 Significance = .001
OccuEatlon
Business manager/ :
administrator 8 18.60 1,062 8.0
Technical/sales, ' : -
clerical 28 65.12 9,905 74.5
Service workers . 1 16.28 2,324 17.5
TOTAL 43 100.0 13,291 100.0
x2 value = 19.31 Significance = .001

CBased on sampling‘projections so that the total is

different than the actual universe total.

dBased on sampling projections of married individuals,
14 years of age and older.

- ®Based on sample projections of employed individuals, 16
years,of age and older, totals’represents only these cate-
gories of occupations included in the comparison. Fulltime
students and homemakers are not included in the study popu-
lation for the chi-square computation.
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Ames, Iowa, on these demographic characteristics.

Examination of Table 2 indicates ‘that £he study sample
was not representative of the Ames population who were 19
years of age and older. The sample included more femalefnon-v
whites, older peobie, higher'educated individuals, married,
married/widowed people than would be expected in a repre-
sentative sample. The sample also included lessbtéchhical,
sales, clerical, and service workers individuals than would
expected in a representative sample.

Data Collection
Procedures

Two instruments were used to collect the data for
this study. One was the Self-Directed Learning Readiness
Scale, used to measure the degree of'readiness for self-
direction in learning of the target population. Appendix
A shows the instrument. The other was the interview
schedule to collect information about the respondents'
learning projects during the twelve month period.prior to
the interview. Appendix B shows the interview schedule,
the accompanying sheets for the interviewer's usé, and the
corresponding computer sheet. The data used in this study

were drawn from these two instruments.
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The self-directed learning readiness scale

The instrument To collect data on current readiness

for self-directed learning, Guglielmino's Self-Directed
Learning Readiness Scale was used. The Self-Directed Learning
Readiness Scale is a self-report questionnaire with Likeré-
type items. The individual was‘asked to read a statement
and then indicate thz degree t0 whiéh that statement accu-
rately describes him/her. 1In order to avoid possible
response bias, the actual title of the scale would not be
used during its administration. Instead, the SDLRS was
described to thg subjects as "a questionnaire designed to
gather data on learning preferences and attitudes toward
learning" (Guglielmino,.1§77, p. 41).

The Self-Directed Learning Readiness Scale_is_fdur
pages long and respondents were asked to circle one of the
five options for each separate statement. Response_choiées
were: 1) "Almost never true of me; I hardly ever feel this
way"; 2) "not often true of me; I feel this way .less thah
half of the time"; 3) Spmetimes 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 do not feel this way".
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Reliability and validity The reliability of the

SDLRS as reported by Guglielmino is .87. A factor analysis
indicated the presence of eight factors in self-direction ‘
in learning: Love of learning; self-concept as an effective,
independeht learner; tolerance of risk, ambiéuity; andk'
complexity in learnihg; creativity; view ofylearning as a
lifelong, beneficial process; initiative in learning; self-
understanding; and aceeptance of responsibility for one's
own learning (see Appendix A, for items loading on those
eight fectors). |

In a validation study of the Self-Directed Leernipg
Readiness Scale, Torrance and Mourad (1978) computed correla-
tion coefficients between the total score on the Self-Directed
Learning Readiness Scale and each of the eieven measures de-
rived from the criterion instruments. These are reported
in Table 3a.

As 1is shown, the two.perSOnality ﬁeasures cerfelate
with scores on the Self-Directed Leerning Readiness Scale
at rather high levels of significance. So do all three
measures of originaiity. A correlation coefficient of .71
between the Self-Directed Learning Readiness Scale and the
Autobiographical measures (saM) is espeeially encouraging
insofar as construct validity is concerned. This finding

indicates that achievements and creative experierices are
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Table 3a. Product moment correlations between the Self-
Directed Learning Readiness Scale scores and
selected creativity and style of learning and
thinking measures2

Measures ' r . P
Originality (Sound and images) .52 .001
Fluency (Thinking creatively about :

the future) , .29 ) .06
Originality (Thinking creatlvely |

about the future) .38 .01
Similes originality (Schaefer) .52 .001
Photoanalogies (Templeton) .48 .001

Possible jobs (Gershon and
Guilford) ' .29 .06

Creative personality (What kind
of person are you) .38 .001

Creative achievements (Something
about myself) .71 .001

' Righ£ hemisphere specialization
(Style of learning and thinking) .43 .01

Left hemisphere specialization : '
(Style of learning and thinking) -.34 .03

Integrated style of learning and
thinking -.05

"Item analysis data were used to select items for -
revision and to estimate the parameters of the test. A
reliability of .87 was estimated" (Guglielmino, 1977, p. 2).

@porrance and Mourad (1978, p. 1170).
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associated with readiness for self-directed learning.
Sabbaghian (1979) reported that highly significant re-
lationships exist between total self-directed leafning and
all factors except for the factor of acceptance of responsi-
biiity for one's own learning. Further, a highly significant
correlation 6f .431 was obtained between the Tennessee
Self-Concept Scores and the‘self—concept as measured by
the second factor of thé Self-Directed Learning Readiness
Scale, supporting the validity information provided ﬁy

Torrance and Mourad.

The interview schedulé

The instrument For measuring the actual learning

activities of the sample, the "interview schedule" originally
developed by Tough in 1969, and refined by Tough and
other researchers in later efforts (1971) was used. This
interview‘schedule was used to explore the number;and
nature 6f learning projects conducted by the participants
in the sfudy and the amount of time spent in these learning
projects.f |

One purpose of the schedule §s to familiarizg the
interviewee with the concept of a 1earning project. It glso
attempts to break down the sterotyped concept of learning
as something whiéh takes place only in the school setting.

Another important purpose of the schedule is to use a probing
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technique which uncovere as many of the suhject's;learning
projects as possible and to determine for eaeh the current
status, whether active, not very active,»or3completed.
Finally, interview schedule provides information‘about the
source of day-to-day planning for each prOJects, the credlt
nature of the projects and the degree of knowledge, enthusiasm
and benefits to other for each project.

In addition to the basic interview schedule developed
by Tough in 1969,the complete instrument used in this
study contained-a‘demographiC/biographic section and three
questions designed to gather data pertinent to this study.
One such questlon was designed to determine reasons behlnd
the learner's choice of type of planner whlle conductlng
his/her 1nd1v1dua1 learning projects.

The second question sought to determine a rank'order.
of methods and resources used by subjects in condncting their
learning nrojects. Seven methods and resourcesfbf learning
were printed on cards, and a card sort technique”nas used
to determine the partlcular orderlng. A need for this in-
formatlon developed because during pllot—testlng of the
questlonnalre‘the researcher.notlcednthat in some*cases‘inter-
viewees were unahle to give one primary reSourée or method
:nsed in one or'more learning projects. fhue, it'wasyessuned

that obtaining from respondents a ranking of methods used
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in all their learning activities and then comparing these

ranking with the ranking order of the pfiméry‘resources

aétually used in learning projects, a better iﬁea aboﬁt

the resources and methqu actually used would be determined.
- The third'question.was designed to find out important

obstacles encountered by learners durihg their learning

activities. Such information will be ﬁseful in'suggesting

implications for future planning and research.

Reliability and validity To asséss the validity of

the interview schedule, Tough (1970) and other researchers
examined the content validity of the instrument. Tough
has reported that the instrument actually measures the
basic characteristics of learning projects. |

Hiemstra (1975) examined the‘FTough“'instrument."Héb
‘found no significant differences between what adults prefer
to learn and what they actually learned during the tweiVe |
months period prior to the interview. Further,‘he'reported
‘that "individual respondent correlations of the number of
course pfeferehces to the number of actual learning
projects are significant at the .00l levél‘and beyond"
(Hiemstra, 1975, pp. 30-31). |

To test the &alidity of the interview schedule, a
correlation coefficient was obtained between self-ditected

readiness score as measured by Guglielmino's Self-Directed
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3

. Learning ﬁeadiness Scale and number of self-planned projects.
A highly significant relationship of .88 was obtained, sup-
porting the validity information provided by other re-
searchers. | |

' The following efforts were performed to maximize re-
liability. First, the.interview schedule was pilot-tested
with 9 adults from the target population (see next sectlon)

All questions were checked for clarity, amblgulty and
wording, to ensure the instrument rellahlllty, and necessary
corrections were made,on the final version of the instrument.

Second, results from the follow-up interviews were ;
consistent with results obtained during the prima?y inter-
view. Seven follow-up intefviews were completedn

Third to check the consistency of'the researcher in
gatherlng data from all the study respondents, the total
sample was d1v1ded 1nto two groups based on odd and the :
even numbers»ofvthe-1nterv1ews. -Each of the two’groups~was

‘composed of 38 part;cipants. ‘Then, the two»groups were i
co:related on the total,numbervof~learning projec;s. A
correlation coefficient of .92 was obtained between'the two
groups.  This correlation-coefficient'is an indication‘that
the interviewer was consistent in gathering data. The.re-
searcher concluded that‘the_interview«schedple pnovided

reliablerresuitsé
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Preparation and pilot-testing The researcher
participated in a threg-hour training séssion désigned to
develop skiils needed to administer the interview schedule.
The‘training session was conducted by Dr. Roger Hiemstra,
who had carried out previous research on learning projects
(Hiemstra, 1975). The training session was conducted to
clarify definitions to be used in the study, to explaln the
setting of a proper climate for 1nterv1ew1ng, to descrlbe
the proper use Qf the probing interview technique to help
the interviewee move past immediate recall, and to clarify
the process of recording of data. The use of role playing
was employed to gain skill in administgring the interview
probing technique.

The interview schedule was pllot ~-tested with 9 adults
in Ames, Iowa. They were not 1nc1uded in the study popula-
tion. The primary reason for_the pllot-testlng was to ga;n
the experience necessary ﬁo administer the inter&iew schedule
adequately with the study sample. 1In addition, the #chedule
was examined in tefms of clarity, ambiguity and wording and
any necessary corrections were made oﬂ the final form of
the schedule. |

During the pilot-testing, questions were checked to
ensure thei£ reliability. As a result, the researcher il
decided to add a section about methods andvresources of

adult's learning projects described earlier.
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Interview procedure

The reseafcher intended to contact the sample selected
by telephone to inform them of the existence of the study.
But difficulty in having people agree to participate’in. |
the study over the telephone resulted in a decision by the
researcher in personal contact. This method yielded a
higher rate of participation. Of the first eighty
selected to participate in the study, only th;ee persons
were unable to take part. Therefore, the findings of
this study reflect data from the'seventy-seVen completdd
'interviews.

Interviews were conducted over a six week-period
during the months of January and February,'1980. The
researcher personally copducted all the interviews, each
of which was held at a iocation and timé selected by thé
interviewee.

Participants were assured that their reSponses would
be kept confidential and that they would not be identified
by namé. At the beginning of each interview, the researcher
tried to establish a relaxed atmosphere. The inﬁerview
process involved the use of the in-depth probing technique
intended to help the respondent recall his/her learning
activities which.had been conducted during the twelve month
period prior td the time of the interview.

During the first portion of the interview, the
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interviewee usually remembered only learning activities that
were formal in nature and often were grohp tehtered activi-
ties. As the interview progressed, the intervieﬁée began
td report learning projects that they had not origihally
considered. Most of the interviewees were excited and
willing to talk about their learning experience. The
participants were generally sutprised atvthe amount of

time they had spent in learning activities, and the number
of learning projects they hadvconducted.A Other‘researchers
noted the samé reactibn with various_adult populations
(Tough, 1971; Coolican, 1974;'Hiemstra, 1975; anvabhns,
1973). | l "

The researcher uSed probe sheets (see Appendik B) to
help the interviewées answer éuestions about thefr'
learning projects.

In order to identify some obstacles'to learning which
the adult learners perceived when they were conducting_‘
their learning projects, the researcher:prqbed-by séying
"Many things stop people from taking a course of study,
legrning a skill,_or‘folldw1ng a topic of interest. Which
of the following do you feel are important in_keeping you
from learning what you want:to learn? I will read them to
you and you may select as many as you would like by saying
yes or no". Then, the researcher read the list of obstacles

(see Appendix B).
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To determine the rank order of the methods or resources
used by each participant while conducting learning projects,
a card sortvtechnique was used. 'Each participant was first
asked to identify methods or resources used in his/her
learning projects, by indicating "yes" or "nb" on the
probing sheet number 2 (see Appendix B). An identical list
of methods and resources coded on cards was then inenvto
each participant and he/she was asked to examine'these
methods and place the methods in_sequential ordef, starting
with the methpd used the most, then the second most, etc.
The researchér kept the cards in.the ordér given her by the
interviewees and recorded the set of information immediétely
following.the interview. | |

The researcher randomly selected one learning project
in each of the planner categories used by eaéh interviewee,
and_hé/she was asked about the reasons behind the choice
of the pérticular type of planner. The researchef probed by
saying "There are different reasons which might cause ybu.
to choose a particular type of.planher, and I have a list
Qf some of these reasons; I am going to re&d them to you and
you may select as many as you want by indicating yes or no."
Then the researcher read the list to the interviewee.

After the interview schedule was completed, the 're-

searcheriintroduced the Self-Directed Learning Readiness
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Scale to the interviewee. As was mentioned before, to avoid
possible response bias, the actual title of the scale was
not used during its administration. Insteed, the SDLRS
was described to the subjects as "a questionnaire designed
to gather data on learning préferences and attitude toward
learning”". The individual was asked to read a statement
and then indicate the degree to which that statement accu-
rately described him/her.

At the conclueion of each interview the participant
was thenked for his/her time and coqpefation and asked if
they were willing to be a part of a follow-up stﬁdy after
three weeks. Ten of the sample population agreed to partici-
pafe in a follow-up study. The researcher was able to reach-
seven of them. The results of the follow-up study are

discussed in the previous section.
Data Analysis Technique

Data from this study were analyzed initially by.using
descriptive statistical procedures. Specifically summary
measures,‘including mode, mean, median, range eﬁd percentage
were -used where‘applicable;

Various tables with chi—square_comparisons were con-
structed to'describe the relation between selected learning
projec£ variables, such as planner'of learning érqjects and

subject matter aree of the leatning.projects, with other
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learning prqjecf variables, such as number of learning
projects and varioue demogrephic/biographic-variables.

The ehi-square statistic was used to test.the'rela-
tionship between the demographic variables and the subject
matter areas of the learning projects, and also to test
for significant relationships between planner of_learning
project and both the total number of learning projects
conducted by each participant and his/her readiness for
self-direction in learning.

The t-test of significance was used to determine dif-
ferences betweep the mean number of projects by sex, age,
marital status, number of chiidren under 19, education end
occupation.

| The one-way analysis of variance statistic was used to
explore relations between selected demographic variables
and readiness for self-directed learning. Duncan's test of
,significance was used to determine whieh groups have
significant meaﬁ'differences.

Regression analysis was used to test possible
predictable relationships between the number ofglearning
projects and one or more of the following variables:
readiness for self-direction in learning, educatien, age
and sex. Regression also was used to explore possible pre-

dictable relationships between readiness for self-directed
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learning.and.sex, age, and education..

Pearson peruct—moment coefficient was ﬁséd to test
the relationship between readiness for self-directed learning
and the total number of learning projects. It was alsélused
to test the relationship between readiness fof self~directed
 learning and the total number df self-fulfillment projects.

Spearman Rank-correlation coefficient was used to tgst 
the relationship between the ranking order of methods
and the resources used by the participants.lb

' One~way analysis of'covariance'was used to test the

difference in the average number of self-fulfillment projects
conducted:by individuals who are high, averéée'or low readi-

ness for self-directed, learning. Age was the covariate. '
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CHAPTER IV. PRESENTATION AND DISCUSSION

OF DATA

Overview

This chapter presents the study's findings. The data

' describe learning projects activity of a selected sample of

the adult population in Ames, Iowa. In addition,‘the

investigation measured adults' readiness for self-directed

learning and relationships' between readiness and actual

learning project activity.

The findings are divided into sections as

follows:

1. Learning project. .characteristics, divided into
the following subsections:

Q.

b.
c.

d.

The number of learnlng pro:ects pursued by
adult learners.

Subject matter areas of the learning projects.
Methods and resources used by adult learners.
The most desirable_place to study.

Primary reasons behind the choice of specific
types of planners.

Present status of learning projects.
The credit nature of the learning projects.

Relations between demographic/biographic
variables and learning projects variables.

Relations between selected learning projects
variables.
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2. Information on adults readiness for self-directed
learning. :

3. Degree of satisfaction with learnihg projects.

4. Information related to the studies hypotheses.

5. Information on obstacles to learning.

Learning Projects
Characteristics

The researcher asked differeht probing questions to
help interviewees remember the number of learnihg projects
and number of hours spent in each learning project. ,Tough's
(1971, 1979) definition of.leérning projects was used by
the researcher. Thﬁs, to consider an activity as a learning
project, it had to be a deliberate effort to gain knowl-
edge or skill and retain it for at least two days."fough
and most other researchers of learning pfdjects have used
as a critérion seven hours of deliberate learning involve-
menf within aksix month period for a project to be recordéd.
In this study, the reséarcher used aé the criterion, a ﬁini-
mum of fourteen hours of involvement within a six month
period. After reviewing available literature on learning |
projects, the researcher believed thgt a person néeds to
spend at least seven hours in’planning and preparing for
the learnipg activity and seven hours mofe ih the learning
aétivity jitself, before being able to gain and retain

knowledge and skill.
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Number of learning projects

Participants in this study had conducted 753 learning
projects during the twélve month period prior to the time
of the interview. The_average number of learning projects
per person per year was 9.78. The median was 9.45, the
standard deviation was 3.18, andlthe number of projects
varied from 4 to 16 learning projects. Table 3b'displéys
the findings. |

Data in Table 4 show each interviewee idenfified at
least 4 learning projects. Note that approximately 25% of
the respondénts inqluded 12 or more projects, a very high
level of involvement that perhaps reflects the university
‘effe¢t ot Ames, Iowa residents, and one of the reasons

that the amount of hours were skewed upward.

Table 3b. Learning projects general descriptive information?

Informational description . ggg?:itgg
Average per person pér year 9.78
Standard deviation ‘ 3.18
Median 9.45
Range , | 12.00

Total number of projects = 753

2Based on 77 individuals’with one or more learning
projécts.

- brhe number of projects are based on 14 hours of delib-
erate learning involvement. Number of hours are not shown
here as they appeared extremely high in comparison with some
Of the other related studies. Thus, only the number of
projects are reported here.



105

Table 4. Number of learning projects conducted in a year

Number of Number of Percent of Accumulative

projects people . people percent

4 1 . 1.3 13

5 4 5.2 . 6.5

6 6 7.8 | 14.3

7 13 . 16.9 31.2

8 5 6.5 o 37.7

9 10 13.0 ~ 50.6

;o 9 11.7 - 62.3
11 8 10.4 72.7

12 3 3.9 - 76.6
13 6 7.8 . 84.4

14 4 5.2  89.6

15 3 3.9 93.5

16 5 6.5 © 100.0

Besides the number of 1earning‘projects, the researcher
also asked the interviewees to recall the number of
hours spent in each learning project‘during the one yeér :
period prior to the time of the interview. The number of
hours reported in this study were ektremely high iﬁ com- |
parison with the other studies on learning'projects.i For

example, more than 3,000 hours were reported as the number
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of hours by one person. An unuéually large number of highly
educated retired females, fulltime graduate, and fulltime
undergraduate university students that appeared in the
sample, obviously skewed the result upwards. A more
realistic ﬁeasure of central tendency in comparison with'
other studies on learning projects is the modelwhich was
299 hours per person. Thus, a table showing the average
number of hours per person ié not included in'this‘study.
Although it is not possible to make exactlcomparisons,
there are some similarities‘between thiS'study findings and
previous research findings. Toﬁgh (1977) summafized the
results of all previous studies. The summary revealed that
90% of the adults who weré interviewed pursued at least one
learning project during the 12 month pefidd, The average
number of learning projects per person pér year was 5
learning projects, As Table.3b reveals,theﬁintervigwees in
this study conducted more leérning projects thén ﬁhe average
person. In a study by Armstrong (1971), it was found that
high-level learners “conducted an avérage of 19.5 1eafning
projects and spent 2455 hours on the projééts, while "ordi-
nary" learners in his study conducted an average of 8.5
iearning projects and spent 1280 hours. Thefefore, inter-
viewees in this study were roughly similar to Armstrong's

study respondents in their extent of Learning. The
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participation rate in this study of 100 percent also supports
earlier findings by Tough (1979) and othef researchers that
almost all adults participate in learning project activity.
The participatipn rate in Tough's study was 98 percenf. In
other studies the range of participation.has been from'86

percent to 100 percent (see Appendix D).

-Nature and content of learniggfprojeéts

The learning projects.reported by interviewees ﬁére'
analyzed to determine their hature and cohtent. The -projects
were élassified,into four categories, reflecting Subjectv
matter and content afeas similar to those ﬁsed by Hiemstra
(1975); Table 5 displays the four content areas\and gives
the percentage of learning projects reported in each category.

Table 5. Nature and content of learning projects as identi-
fied by the study respondents

o Number of :
Content area projects Percent
Occupational, vocational . 134 , .17.80
Pérsonal; family 246 1 32.67
Social, civiec 106  14.08
Self-fulfillment 267 35,45

TOTAL S 753 ' 100.00
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The largest category reported was self-fulfillment -
‘projects, accounting for 35.45 percent of the total projects.
Examples of self-fulfillment projects included efforts at
"learning for leisure; arts énd crafts, hobbies, recreation,
music, dance, theatre, religion, and ethics. Family and
personal related projects constituted the next highest |
category, accounting for 32.67 percént ofvthe total learning
projects. Each interviewee repérted at least one or more
personal or family projects. Examples included learning
for the individual's role as parent, spouse, or homemaker,
‘family garden projects, planning home improvement, family
finances,}estate planniné, or physical or mental health.

Occupational/vocational projects ranked third, and ac-
counted for 17.80 percent of thevtotal. Examples.included
pa;ticipéting in jdb training sessions, graduate courses
for certification,_and basic literacy involvément. Social
and civic 1earning projects accounted for 14.08 percent éf
ﬁhe total. Examples included current events, neighborhood
improvement, preparation for informed voting, and ecology
related activity. o

The findings approximated}thévresults pf related
studies. Hiemstra (1975), in his study of Qider adults,
found.that self—fulfillment pfdjects was the lafgest category
feported. -Anbther similarity between this Stqdy and the

Hiemstra findings was that vocational projects ranked third
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in this study and Hiemstra's studf, no doubt because of the
high percentage (37.66) of older people in the Ames popula-
tion. Vocétional/ogcupational reasons have even been
ranked number one in many studies with younger énd middle
aged adults (dohns, 1973; McCatty, 1973; Denys, 1973;
'Behson, 1974; and Zangari, 1977).

The Post Secondary Education Resources Report (1976);
summarizing the 1975 Triennial'Survey_of.Adult Education,
showe that most adult learners had career related reasons fqr
participation in adult education. That survey also,indicated
that personal or family topics was the fastest growing

category‘mentioned.

Methods or resources used by adult learners

A major purpose of this study was to recognize the
methods or resources used by adult learners‘in their leafnihg
projects. For each learning project, the interviewee was
. asked to specify who or what pfovided most of the.subject
matter for the learning project (friends, relatives,.group
or its leader, programmed material, radio or television,
display, books articles or newspaper, etc.). Interviewees -
also were asked to rank order the methods or resources used.
Table 6 displays the findings. Reading.books, articles,
newspapers, etc., was the most common resource usgd by the

participants, followed by conversatipn with other pebple.
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Table 6. Methods of adult 1earning'ranked by the inter-

viewees _
- Number _ Range
Methods of description "~ saying Percentagea of-b Az:;ige
_ o ' yes rank
Books, articles, newspapers, , -
Friends, relatives, etc. 75 97.40 1-6  2.55
Experts : 66 85.71 1-5 2.63
Group/group instructor 57 74.02 1-6 3.25
Displays/exhibits/museums 41 53.25 3-7-  5.00
TV, radio, recordings, : _
films 20 25.47 1-7 4.09
Programmed material - : 11 14.29 2-6 4.73

aPercentages based on total number of.responses per

bMethods were ranked by the interviewees.

Asking experts ranked third while group or group instructbr
ranked fourth. Visiting displays, museums and art galleries
was the fifth popular resource used by the interviewees.

The sixth most common resouce ranked by the participants
was the use of television, radio, recording and films
followed in order by programmed material which ranked

last.

In addition .to having the interviewees rank the
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methods, the researcher determined which methods were
actually used,ehe most. A Spearman Rank Cor;elatienvcoeffi—
cieht between the ranking order and the percent of inter-
viewees which used each method was computed.v Table 7 dis-
plays the results. A correlation coefficient of 0.89 was
reported which is significant beyond 0;05‘leve1 of signifi-
cance, indicating a strong correlation between both~prefer-
ence for a method and its actual use.

Table 7. A Spearman'Rank Correlation coefficient befweeh

methods ranked by the participants and by percent
of the participants using them

Ranked by ,
percent of - Ranked
T participants = by -
Methods description using each participants
' method , preference
: AX) (X=y) (Y)
Book, articles, newspaper, - e
etc. _ 1 0 1l
Friends, relatives, etc. 2 0 2
Expert | 3 0 3
Group/group instructor 4 0 4
Displays/exhibits/museums 5 -2 7
TV, radio, recording, films 6 1 5
Programmed material 7 1 6

.. Spearman Rank Correlation coefficient = .89*

*
Significant at .05.
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As was mentioned earlier, participantsvwere asked to
specify the primary resourée used in each learning project.
The responses were categorized_following thé interviews.

As a summary of the data presented in Table.8, in
293 prbjects, reading was the primary resource of subject
matter. The second most common primary resource of subject
matter was group/group instructor, which was used in 122
projects. The third most éommon primary resource, was con-
versation with other people was used in 101 projects. Tele-
viéidh, radio,'recérding or films (use of media resources)
was the fourth most common primary resource, which was used
in 83 learning projects. The fifth coﬁmon primary_resoﬁrce
was asking experts, which was the source in 75 learning
projects. Seventy-three learning_p:ojects reported that
experience/practice was a primary resource and 6 learning
projects reported that displays, museuns, etc., were a pri-
mary resource. None of the learning projects~repor£ed using
programmed material as a primary resource.

A comparison between Table 6 and 8 shows a slight aif-
fe:ence in thé ranking order of the resources. ,Réadihg,
group or group instructor, and conversation with other
people, were the three most common primary resoufces used by
the interviewees. However, use of the media :eSources
ranked fourth instead of six, while asking expertlranking

fifth instead of third. Practicing was the six most common
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Table 8. ‘Primary resources used in the learning projects,
as identified by the study respondents

Resources? ggg?:gtgf Percen;b
Books, articles, néwspaéers, etc. 293 .‘ 38.91
Group/group instructor 122 : 16.20
Friends, relatives 101 o 13.41
™V, radio, recordings, films ' 85_ 11.02
Experts : 75 | 9.96
Experience/practicing | 73 9.70
Displays/exhibits/museums ' ' _6.. 0,80

TOTAL 753 100.0

®A resource has to be used about 90% of the time in
a given learning project to be considered as a primary
resource, :

bPercentages based on total number-of responses per
item. :

resource used by the participants. Some of the inter-
viewees mentioned the use of the experience or practice
in some of their learning projects which reveals the

importance of doing trial and error learning.
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The .most desirable place to study

The subjects were‘asked to identify the most desirable
place to study. Table 9 dlsplays the results. Examlnatlon
of data in Table 9 indicates that llbrary, church, school,
college or university, club or an informal group gathering
were the most common place to study. Although home was
not included in the list which was provided to them, the
interviewees often mentioned home as the most desirable
place to study. Umoren (1977) also found out that home

was the most desirable place to study.

Table 9. The most desirable place to study or practlce
ranked by number saying yes

. . . Number . a
.Descrlptlon of settings saying yes Percentage Rank
Library, exhibits, museums 52 67.5 - 1
Church or synagogue | 46 59.7 2

Ad. ed. class, school, college,

or university - 45 L 58.4 3
Club or an informal group 44 . 57.1 4
Educational trip, tour or

travel group - 33 42.9 5
Community'organizations 27 35.1 6
Company, factory or office 22 28.6 7
Camp or retreat setting ’ 11 14.3 8
Government programs : , 6 ~ 7.8 9

Percentage based on responses from the 77 study
participants. _
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The primary planner for each learning project

For each learning project reported,lthe interviewees
were asked to identify the primary planner. The intention
was to find out who was responsible for the day-to—day
planning and decision-making concerning what to learn, and
how to go about the major learning tasks involved in each
learning project. Tough (1979) suggested five rypes of
planners. These types are: 1) group; 2) one-to-one;

3) nonhuman resources; 4) learner himself/herself} and
5) mixed (no dominant type of planner)

In order to help the 1nterv1ewees to identify the pri-
mary planner for each learnlng project, a complete descrlp-
tion of each type of planner was provided. The researcher
accepted the interviewees own judgment about whicn rypevof
planners they used. Table 10 presents the frequency and
percentage of respense.

Five hundred eighty-eight learning projects were planned
by the learner himself/herself, slightly over 78 percent of
the.total projects. Tough (1979) indicated that self-planned
learning is extensive, and that‘it~is the most common_chosen
type‘ef planner. ‘Hlemstra (1975) also found out that the
learner himself/herself most often planned the activity.
Other learning projects studied also reported that Self—

planned projects were dominant.
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Table 10. Types of planners involved in all learning projects
as identified by the study's respondents

'.Number of

Type of plannera projects Percent
The learner himself/herself | 588 78.09
A group or its instructor 119 ~ 15.80
One person in a one-to-one e
situation 43 5.71 -
Nonhuman resources _3 .40
TOTAL | ' 753 100.00

Arhere were no mixed planners reported in this study.

Group planned learning accounted fér approximateiy-
16 percenf of the total number of learning projects. While
one-to-one planner and nonhuman YeSOUrce.planner accounted
fof approximately 6 percent of the total projects reported,

there were no mixed planner reported in this study.

Primary reasons behind the choice of specific type of planner

The researcher randomly éhose one learning project for
each category of planning reported by each interviewee and
asked him/her to identify the primary reasons behind the
choice of the Specific type of plahner. As was mentioned
eariiér, there were four types of planners reported in this

study (self-planned, group planned, one-to-one and material
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planned). However, some of the intervieweés did not use all
the planner categories. ' The researcher probed by sayingi
“Tﬁere are different reasons which might cause you to select
a particular type of planner, and I have a list of some of
these reasons, I will fead them to you and you may,select

as many as you want by indicating yes or nd". Thevxesearcher_
then read the list to the interviewee. The pafticipants'were
also asked to add any other reasons of their own if their
‘reasons were not included in the lisﬁ. Responses ﬁere
_ analyzed. Tables 11 through,lé present the freqﬁenciég

and percentages of‘these reasbns byAthe number of respondents
saying yes for each type of planner; | |

Examination of data in Table 11 indicates thét.desire
for self-planhéd learhing,:and'evidencé of "ability ﬁo léarn
were the most common reasons behind the choice of self-
planned learning. Financial or economy, most convenienﬁ,
efficiency of seif-planned method, ease of subject, flexi-
bility of time, the simplicity of plan, qutside'planner
not available and urgency to learn received only a few
responses.

Data in Table 12 indicate that ¢apacity of instructor
and availability of classroom and material were the most
common reasons behind the choice of group planned learning.
Each accoqnted for 25 percéht of the responses. Efficiency

of group method was the next most common reason, with 22.5
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Table 11. Reasons for choice of self-planned learning

Femponscs®  responces
Desire for self-planned learning 58 1 g 23.87
Evidence of ability to learn 50 _ ‘20.58
Financial, economy ‘ 30 12.34
Most convenienf , 25 10.29
Efficiency of method 20 8.23
Ease of subject , 20 8.23
Flexibility of time | | 15 ©.6.17
The simplicity of plan | 15' | - 6.17
Outside planner not évailable ' 5 : 2f06
Urgency to learn _5 .2.06
TOTAL | | 243 100.00 -

qNumber of respondents saying yes for each reason.

Table 12. Reasons for choice of group planned learning

Number of Percent of

Reasons _responses responses
Capacity of instructor 50 25.0
Availability of classroom and

material 50 ° 25.0
Efficiency of group method 45 22.5
-Subject matter was appropriate : v

for this kind of planner 30 15.0

4Number of respondents saying yes for each reason.
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. Table 12, (Continued). .. . .. ..

Number of_ - Percent of

. Reasonsv responses responses
Group attraction 11 . 5.5
Flexibility of time 10 5.0
Most convenient : 4 2.0
TOTAL 200 ~ 100.0

percent of the responses. Fifteen percent of the responses
indicated that group planning was appropriate‘for the sub-
ject matter‘area of the learning project. _Grbup atﬁraction,
flexibility of time, and most convenient received only a
few responses. | |

Table 13 is a summary of the reasons behind the choice
of one-to-one planner. Availability of material, efficiency
of method, and flexibility of ‘time were the primary reasons
behind theichoice of one-to-one planner.

Primary reasons for the choice of material-planned
were availabiiity of material and the simplicity‘of plan.
Ease of subject, flexibility of time, and monetary considera-
tions received Only a few responses. :Table 14 presenfs the
éummary of these reasons and frequencies and perdentages of

responses.
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Table 13. Reasons for choice of one-to-one type of planner

Reasons Numbervo‘fa Percent of

responses responses

Availability of material 15 29.41
Efficiency of method‘ 12 23.53
Flexibility of time | 10 ~ 19.61
Subject matter was appropriate

for this kind of planner - ' 9 17.65
Capacity of instructor _§. 9.80
TOTAL | 51 100.0

qNumber of respondents saying yes'for each reason.

Table 14. Reasons for choice of material planned learning

Reasons responses®  responses.
Avaiiability of material 3 27.28
The simplicity of plan 3 27.28
Ease of subject 2 18.20
Flexibility of time _ 1 - 13.22
Financial or economy 1 ) '13.22
TOTAL 11 100.00

qNumber of respondents saying yes for each reason.



121

Status of learning projects

The adult learners were asked to judge the current
status of each learning prqject according to the following:
1) definitely active, 2) not very active; and 3)'¢ompleted.
Table 15 is a éummaryvof the ffequency and peréentagé of

the learning projects found in each category.

Table 15. Current status of learning projects

Number of - Percent
Category learning of

projects projects
Definitely active 598 79.41
Not very active | 52 6.90
Completed '103 | 13.69

TOTAL 753 100.00

Data in Table 15 indicate that 598 projects reported
as'beipg defihitely aétive. These projects accounted for
approximately_79 percent of the total projects'reported.
Previous research findihgs support the findings of this
study in that approximately 75 percent of the total number
of learning projectsvreportgd were in progress or still
active (Zangari, 1977; Coolican, 1973; and thns,_1973).

Fifty-two learning ‘projécts were not vei'_y active at the time

of the interview, accounting for about 7 pefcent of the total
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projects reported. The primary reasons given by~the inter-
viewees for discontinuing iearning projects were lack of
time, preschool aged children, job responsibilities, financial

limitation and the absence of needed resources.

The credit nature of the learning projects

To identify motivafion for participation.in.learning
project activities, the researcher asked the pafticipants
to examine each of their learning projects and to'judge
what thé primary part of their motivation was for partici-
pation in éach project. The "maﬁor part of their motivation"
was defined as over 50 percent. fhe»cfiteria for classifi-
cation were credit, certification, job, enjoyment and mixed.
The classification-and bercent of learning'projects in each

category are reported in Table 16.

Table 1l6. Primary reason for projects

category | Mber of leaming  reroent of
Credit 8l . 10.76
Certification 6 » ;80
Job - 60  7.97
Enjoyment 481 63.87
Mixed 125 16.60

TOTAL 753 100.00
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Credit learning projects accounted for approximately 11
percent of all projects undertaken by the interviewees;

This percent is high in comparison with other learning-.
projects study findings. jHowever, the sémple in this study
had a high nﬁmber of fuli'time graduate and undergraduate
university students, which might be the reason fér skewing
the credit projects upward.

Tough - (1979) reported that 5 percent of thellearning
projects in his study were undertaken for credit. Most of
the other learning project research suppprts Tough's findings.
The only exception was a'study by Johnson (1973) of recent
high school graduates. Twen#y—three perdent of the projects
undertaken by the group he studied wére fo; creditf |

Example of projects undertaken for credit are courses
in such areas és communicétion, computers, science,bsta—
tistics, ecology, administration, or research work.

Six projects were classified as certification,
accqunting for 0.80 percentvof the total learning projects
reported. These pfojeéts involved such activities as job
éertification and driving certification.

The noncredit learning projects accounted for approxi-
mately 88 percent of the tdtai nﬁmber of the learning

projects undertaken.
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Relations between demographic/biographic variables and
learning projects variables

A comparison was made on learning project variables
utilizing demographic variables. Table 17 contains this
information. In order to have a better idéé about the
learniﬁg project activities of the adult learnér in Ames;
“Iowa, a composite picture of the a¢tive,adu1t leérnef‘was

formed. The active adult learner>was more often white |
American, not married, and highly educated. No discernible
data were obvioﬁs for thevariables of "sex", "occupation",
énd "number of children under 19" because of similar
-percentajes or-small number of the interviewees in the
various categories.. The majority were.fromvage 19 to 62.

Hiemstra (1975) reported that'the‘active‘older leafner
in Nebraska more often was 55-64 years of age, rﬁral, wﬁite
American, upper class, living in an ap&rtment, not married,
and highly educated. Thus, this study has many findings
similar to the Hiemstra's findingSﬁ | |

.Table 18 contains comparison-infofﬁation on the choice
of subject matter area according to various demographic
subcategoriés. Examination of Table 18'indiéates that there
is a considérable difference in the choice of'subject matter
according to various demographic-subcatégories.’

~ . Younger, highly educated, fulltime students are more

likely to report occupational-vocational projects, while,
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Table 17. Comparison of learning project information with
demographic variables :

A : Numbex Average Number of
S:?E:gi::n ~ of number of proijects
people projects Minimum Maximum
Male 26 9.88 5 le
Female 51 9.75 4 16
19-62 49 9.93 4 16
63 and older 28 9.54 5 15
Race ' . . ; ,
White American - 62 9.90 ’ 4 16
Other - 15 : 9.33 5 14
Education® : '
High school graduate 14 - 8.29 4 15
. Some college/college :
graduate 38 9.84 5 15
Graduate training . 25 10.56 5 16
Occupation
Business manager/
administrative :
personnel 8 10.13: 6 15
Clerical, sales, v
technician 28 - 9.93 4 16
Skilled/semiskilled/ _ _
unskilled employee 7 8.43 5 12
Homemaker 9 10.22 6 16
Fulltime :students 25 9.76 5 16
"Marital status
Married/married
widowed : 68 9.69 ’ 4 le
Single/separated 9 - 10.56 6 16
Number of children
under 19 ' .
One child or more 12 9.42 5 16
None’ : 65 9.86 4 16

qpime spent on vocational training or on the job train-
ing'was added to yedrs of formal education.
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older, highly educated, prqfessiénal, business manager,
‘administrative personnéi, skilled and unskilled eﬁployees,
are more likely to report self-fulfillment projects.

The daté in Table 18 were examined with thé chi-
square statistic. Every comparison was significant at
the .05 level of signific#nce or beyond except,for marital
status, number of children under 19, and other training.
These findings suggest some research implications. For
example, Hiemstra (1975) reported that young-educated
people, clerical/sales/technical employees, skilled manual
workers, unskilled people, and homemakers were more likely
to report self-fulfillment projects. He also indiéated
that each of the chi-square analysis‘forléhe subcategories
of his dembgraphic variébles (sex, age, commﬁnity, race,
social claés, living.arrapgement, marriage status,.educa-
tion, and occupation) was §ignificant at level .05 or above.
The several similariﬁies and'few'differences in the current
study from Hiemstra's findings need to be studied further.

The researcher was interested in testing the dif-
‘ferences in the average number of learning projects ac-
cording to the various demographic characteristics. Table
19 contains the t-tést comparisons. There were no sig-
nificant differences in the mean number of the learning

projects conducted on any of the various demographic
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Table 18. Comparison of subject matter area by various
demographic variables : -

Occupational/ Personal Civic Self-
Comparison : vocational family social fulfillment
variables a Per—p - Per+ Per- = Per-
No. cent™ No. cent No. cent No. cent
Sex , : ' :
Male 64 25.00 77 30.08 37 14.45 78 30.47
Female 70 14.08 169 34.00 69 13.88 189 38.00
xz = 16.76 Significance = > .01
Race .
White American 94 15.30 204 33.20 92 14.96 225 36.60
Other .40 29.00 42 30.43 14 10.14 42 30.43
x% = 14.93 significance = > .01
Age '
19-62 127 26.02 168 34.42 59 12.09 134 27.45

63 and older 7 2.64 78 29.43 47 17.73 133 50.18
| x2 = 82.8 Significance = > ;001

Marital status ' ,
Married/widowed 121 25.00 77 30.08 37 14.45 78 30.47
Single/separated 13 13.82 34 36.17 11 11.70 36 38.30

x% = 2.03  'significance = N.S.

Number of children
under 19
One child or
more - .23 20.00. 47 40.89 15 13.04 30 26.09
None 111 17.40 199 31.20 91 14.30 237 37.14

x2 = 6.65 Significance = N.S.A

Education
High school , .
graduate 4 '3.48 46 40.00 17 14.78 48 41.74
College graduate 69 18.80 117 31.11 54 14.36 136 37.06
Graduate train-. '
ing 61 23.28 83 31.68 35 13.36 83 31.68

x% = 22.54 Significance = > 001

ANumber of learning projects.

bPercent_of learning projects within each subcategory
of the demographic variables.
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Table 18 (Continued)

Civic

Occupational/ Perscnal Self-
Comparison vocational family social fulfillment
variables a Per- Per- Per-~ - Per=-
No.~ ™ cent No. cent No. cent No. cent
Other training
Voc. tech. o
school 7 12,28 21 36.84 10 17.54 19 33.33
. On~-the~job _
training 27 11.49 77 32.77 35 15.31 95 40.42
None 100 21,69 148 32.10 60 13.02 153 33.19
x2 = 12.21 Significance = N.S.
Occupation
Business manager/
administrative , , : ,
personnel 5 6.17 28 34.57 13 16.04 35 43.21
Clerical, sales, : ' :
technical 31 11.11 84 30.11 57 20.43 107 38.35
Skilled/sémi- ' : :
skilled/
unskilled '
employee 7 11.86 18 30.51 . 6 10.17 28 47.46
Homemaker 10 10.87 41 44.56 6 6.52 35 38.04
Fulltime _ _ ’
students 81 33.37 75 30.99 24 9.92 62 25,62
x2 = 82.08 Significance = > .001

subcategories. This supports

the Hiemstra (19f5) étudy,

except that he revealed that the mean difference of the

number of learning projects conducted by white and blue

coliar was significant. This

can be accounted partially

for the fact that in his study the white collar workers

were more involved with professional projects.

The difference in the choice of type of plannér among

high and low learners was another area of study.

A person
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Table 19. t~test participants comparison of various demo-
graphic variables with the number of annual
learnlng projects

: . Number Number of projects.
S:?E:;i::n in Mean ~Standard
group deviation
Sex : :
Male 26 9.88 . 2.83

Female - : 51 - 9.74 . 3.37

t value = 0.19 Significance = N.S.

Age . . :
19-55 - 48 9.85 ° 3.21
56 and older R 29 9.69 3.19

t value = 0.22 significance = N.S.

Race ' ' '
White American 62 9.90 3.30
Other 15 , 9.33 2.53

t value = 0.73 Significance = N.S.

" Education
College graduate/ '
graduate training 44 ..9.95 0.44
Noncollege graduate 36 9.61 0.60

t value = 0.06 Significance = N.S.

" Occupation

Fulltime students 25 | 9.76 0.64
Other 52 9.81 0.44

t value = 0.06 Significance = N.S.

Marital status , _ ‘
Married/widowed 62 9.69 - 3.17
Not married 9 10.55 3.36

t value = 0.73 Significance = N.S.
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Tabie 19 (Continued)

Number ‘Number of projects

Comparison
3 in Mean Standard
variables group . . deviation
Number of children
under 19 o -

One child or more 12 9.42 3.33

None . 65 9.86 - 2.53

t value = 0.44 Significance = N.S.

who conducted 7 learning projects or below was considefed
a iow learner, while a peréon who conducted lzllearning
projects or above was considered a high learnér. AThe-‘
interQiewees were classified ihto two groups, according to
these two categories and a chi-square analysis between
the.choice of type of planners among the two groups was
computed. The average ieafners were excluded from the xz
comparison.

The data in Table 20 reveal that there is no signifi-
cant difference in the choice of planners among high and

low learners. A chi-square value of 5.28 was obtained,

which is not significant.
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Table 20. Comparison of the annual number of learning'
projects with primary planner_

Comparison ;-letal mmber of projects
variables ' less Percent up Percent
Group or group instructor ‘ 13 8.67 © 47 ”=15.93
One person/on a one-to-one : :
situation .11 7.33 - 16 5.43
The learner himself/herself 126 84.00 232 78.64
TOTAL ' 150 100.00 295  100.00

x2 = 5,28 Significance = N.S.

3Material planned projects are.excluded from the x2 .
comparison. - -

Self-directed Learning
Readiness

. As was mentioned in Chapter I, one of this study's
objectives was to provide more information on readiness for
self-directed learning, as measured by Guglielmino's Sélf;
Directed Learning Readiness Scale. The scale contains,lin
addition to an overall score, scores on’eight factors: 1)
1ove‘of learning, 2) self-concept as an effective inde-
pendent learner, 3) tolerance of risk, ambiguity, and
comﬁlexity in learning, 4) creativity, 5) view of learning
aé a lifelong; beneficial process, 6) initiativevin

learning, 7) self-understanding, and 8) acceptance of
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responsibility for one's own learning. Table 21 presents

information on these scores for the sample of 77 adults.

Table 2i. Self-directed learning readiness scores

Comparison ‘ Number of Standard

variables items Mean - geviation Rapge
Total score of readiness
for self~directed
learning 58 227.97 23.87 " 113.0
Eight factors -
Love of learning 17 71.91 8.62 34.0
Self-concept as an ‘
effective inde- _ o ' .
pendent learner 12 43.19 -7.16 32.0
Tolerance of risk
ambiguity and
complexity in _
learning ' A 17 64.42 8.15 38.0
Creativity ' 100 39.29 | 5.12 1 21.0
View of learning
as a lifelong bene~ . o
ficial process 8 . 30.43 3.41 15.0
Initiative in learning 5 18.47 2.70. 14.0
Self-understanding 9 - 36.34 4.15 17.0

Acceptance of responsi-
bility for one's own
learning ‘ 2 8.48 1.74 7.0
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A comparison was made between this researcﬁer's findings
and previous research on self-direcﬁed learning, Sabbaghian's .
study (1979) and Guglielmino's study (1977). The compari-
sons indicate that edult participants in ehis study have
s;ightly lower averaée scores than the adult populatione
used by Guglieimino and Sabbaghian. Table}22 contains the
comparison scores. The university eamples in both studies  ~
no doubt account for these differences. Note that‘gifted
yoﬁng students generally have lower scores in ﬁhe 1ower‘grades.

Percentile renks_of the 77 adult participants in this
study were also compared with the 77 undergraduete adult
students at Iowa State University (Sabbaghian, 1979) and the
307 high school students and adults in Georgia, Canada and
Virginia studied by Guglielmino (1977).-’Tab1e 23'presents
the findings and shows only slight diffe;enCes on the per-
centile ranks between the different populations.,_

To examine the internal validity of the Self—pirected
Learning Readiness Scale, each factor of the scale was
correlated with the total self-directed learning readiness
score., Table 24 contains ‘these correlation coefficients.

The highly significant relationship between total self-'_
directed learning readiness and its eight factors indicate
thet the eight factors are fully eccurate'measurement of the

degfee of self-directed learning readiness.
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Table 22, Means and standard deviations for select gfoups

of adults and children on the Self-Directed
Learning Readiness Scale '

Number of Standard

Groups subjects Mean geviation Range
General adults in S : '
Ames, Iowa 77 227.9%  23.9°  113.0
Undergraduate students ' - S S
at Iowa State University~™ 77 229.1 24.1 119.0
Graduate students at b :
University of Georgia 91 247.5 20.0 196.0
College of education '
faculty at_ University : ' '
of GeorgiaP 185 246.8 . 17.2 .100.0
Grade 12 giftedP | 16 ~ 239.2  23.2 - 75.0
Grade 11 gifted® 34 232.6  20.0  82.0
Grade 10 gifted® 34 218.0  22.7 95.0
Grade 9 gifted® - 39 231.2  26.7 95.0
Grade 8 gifted® | 95 211.6  27.1  153.0
Grade 7 gifted® 111 218.8  23.3  116.0
Grade 6 gifted® 177 219.0  24.2 119.0
Grade 5 gifted® 178 217.5  26.9 151.0
Grade 4 gifted® 28 219.2  21.4 83.0

b

Grade 3 gifted 12 167.2 37.8 144.0

b

4sabbaghian (1979).

Guglielmino (1977).



Table 23. A comparison of percentiles-of-self-directed learning scores for

high school students and adults in Georgia, Canada and Virginia,
and undergraduate adult students at Iowa State University with
partlclpants of this study

High school students - Undergraduate adult Generalladult
and adults in Georgia, students at Iowab population in
Canada and Virginiad State University Ames, Iowa
Percentile SDLRS Percentile = SDLRS Percentile SDLRS
score L score score
-10 191 10 195 10 0193
20 203 20 ' 208 20 207
30 1209 30 217 30 218
40 214 40 ' 224 : 40 227
50 223 50 233 50 223
-60 231 60 - 238. 60 235
70 239 . 70 ‘ - 243 .70 242
.80 - 248 . .80 - 251 - 80 . 246
90 255 - 90 - 260 90 255

%Guglielmino (1977).
bsabbaghian (1979).

GET
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Table 24. Correlation coefficients between total éelf—
directed learning readiness score and the elght
factor scores A

Correlation with

Factors of self-directed total self-directed
learning . learning
‘ ‘ score
Love of learning ..89**'
Self-concept as an effectlve - ‘
independent learner .83**
Tolerance of risk ambiguity and v
complexity in learning T9*%
Creativity | ' _ LBLl¥%
View of learning as a 11felong :
beneficial process : .78%*
Initiative in learning | v 81**

Self-understanding. ' .83%%

Acceptance of responsibility for
one's own learning c45%%

*k : :
Significant at > .01.

Sabbaghian (1979) also examined fhe internal validity
of the‘Self-Directed Learning Readiness Scale. She found
a highly significant reiationship between total self-
directed learning and each factor except for acceptandé
of responsibility for one's own learning. On the current
study, it too had a lower score. An obvious research need
is to studyAin greater detail how people percéive or do

accept responsibility for their own learning.
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Guglielmino (1977) identified the total self-directed
scores of 209 and below as low and total'seif-directed
scores of 239 and above as high. The range between these
two scores was considered as average in self-directedness.
The same criteria was used in this study to seiect'the _
adult participants who were_highly self-directed_learners
versus those who were low self-directed learners. Partici-
pants who were average self-directed learners were excluded
for the following comparison.

Table 25 contains the mean, standard deviation and t-test
‘statistic for high and low self-directed adult learners.
Sixteen interviewees (20.7 peteent) out ef the 77 partiei?
pants had total scores of 209 or below. Twenty-six adult
interviewees 133.7 percent) had total sqores of 239 or
above. A t value of 16.46 was obtained for the total readi-
ness score comparison. The value exceeds the .01 level of
significance, indicating that there is a highly significant
difference between the two groups in terms of their readi-
ness for self-directed learning. Highly significant values
were also found for each of the eight fectors,

Previous research findings indicate that a highly self-
directed learner is a person who continues his/her learning"’
"reflected in selection frem a range of learning activities
that are most apprqpriate for the specific circumstances_he/she

confronts", Knox (1973). 'Tbngh (1979) in his explenatien of
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Table 25. Mean, standard deviation and a t-test comparison
values for high and low self-directed adult

- learners. . o S
High-~self- Low self-
Number directed directed
Variables of (n=26) t-value (n=16)
itgms Mean S.D.- : Mean S.D.
Total self-directed . ’
learning readiness 58 252.0 10.46 16.44** 192.0 12.09
Eight factors |
Love of learning 17 79.0 3.77 12.12*%** 58.6 6.08
Self-concept as an
‘effective inde- '
pendent learner 12 50.2 3.98  7.28%%* 35.8.. 4.67
Tolerance of risk ' '
ambiguity and
and complexity
in learning 17 70.9: 6.87 3.76%%* 55.44 6.10
Creativity 10 43.5 3.64 7.42*%% 33.6 4.52
View of learning
as a lifelong
beneficial
process _ 8 32.8 1.72 7.90*%* 25,94 3.19
Initiative in _
learning 5 20.7 1.92 8.60%% 15.31 2.02
', :Seélf~understanding 9 39.9 1.83 12,29** 31,00 2.50
Acceptance of
responsibility for
4051** ) 7.25 1.84

% % :
Significant at > .01.
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self-planned Iearning poihts out that self-directed learning,
and individual learning, "are somewhat similar to‘selff |
planned learning projects,.but not identical” (1979, p. 42).
He agrees that even though the learner may obtain help from
a variety of human resources or material resoﬁrces,‘the kéy
to being. a self-planned learner is carrying on the responsi-
bility for the detailed decisions and arrangements éssbciated
with the learning activities. .Guglielmino (1977) assumed
that the highly self-directed 1earne£ more often chooses'ér
influences the Iearning objectives, acgivities, résdurces,
priorities, and level of energy e#penditure'than does the
other-directed learner.

Based on the above, the researcher expeqtéd that high;y
self-directed learners would conductimore learning projedts
than low self-directed learners. Thus, if webare~going to
use the Self-Directed Learning Readiness Scale in the future
to predict the number of learning projects an adult will
conduct in a year, it is important to kndw thekpredictive
validity of the "SDLRS".

‘One method for determining validity is pa‘see whether
predictor scores differentiate groupé defined by their
criterioh performance. Participants in this study were
divided'into two groups; those who ‘had 7'learning'projects
or less (ldw learning involvement), and those who h;d 12

learning projects or higher (high learning involvement).
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Then a comparison’ was made between the two groups on the
Self-Directed Learning Readiness total scores and the eiéht
factor scores. A t-test statistic was used to determine
whether a statistically significant difference in their'
mean scores existed; Iﬂ other»words, do learners'With many
projects (high learning involvement) obtain significantly
higher seif-directed learning scores than those wieh fewer
projects (low learning involvement)? Average learners were
excluded from this comparison.

Table 26 illustrates the findings. iA t value of 3.28
was obtained for the total score comparison. The t value
exceeds the .01 level of significance, indicetipg that there
is a highly significant difference between high and low in-
volvement in terms of readiness for self-directed 1eerning.
Thus, the Self-Directed Learning Readiness Scale can dis-
criminate among‘learners. Significant values wefe also
found for several of theleight factors.

Brown (1970) reported that there is a problem with
using group separation to indicate validity. Statistical
significaﬁce of the difference between gxoup'means is a
function of the size of the groups. As group size increases,
emaller differences in average scores wiil be seatistically
significant and the test may be of little value in diecrimi-
' nating between subgrouping. Since the size of the sample

in this study was not large and the means and standard
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deviations reported in Table 26 indicate large differences,

it is suggested that the Self-Directed Learning Readiness
Scaie is a valid measqre-' However, more validation study
will be needed to further confirm this assumption.

As was mentioned earlier, the researcher was also
interested in testing the relationship betwéén the self~
directed learning score when categorized by the démographié
variablés. Table 27 is a summary table of one—way‘anélysis
of variance for self-directed learning readiness by sex,
age, race, number of children underv19l marital status apd
occupation. No significant difference was found between
any of these demographic subcategories in terms of their
readiness for self-direction in learning.

The data in Table 28 show that there is a highly sig-
nificant difference between groups categorized by level of
education in tefms of their readiness for self-directed
learning. | ‘

To identify which groups have significant differences,
Duncan's test for significance ﬁas utilized. Table 29
displays the results whiéh indicate that there is a sig-
nificant difference between high school graduates and people
who have some college educatiop, college graduates, and
graduate training in terms of their readiness for self-
directed learning. This indicates that'aniaduit‘s readiness

for. self-directed learning increases by education.
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Table 26. Mean, standard deviation and t-test comparison
values for high and low learning involvement on
the self-directed learning readiness scores

High ' ‘Low
. ‘involvement involvement
Var;ables 4 (n=21) . t value (n=24)
Mean S.D. ) Mean s.D.
Total self-directed , o :
readiness scores 234.86 25.46 3,28** 211.37 22.11

Eight factors ' ’ S
Love of learning 74.14 7.94 3.35** 65.75 '8.85

‘Self-concept as

an effective’

independent f
. . learner - 44,09 8.71 2.0b** 39.50 - 5.86

Tolerance of risk

ambiguity and

complexity in ' -
learning , 67.43 8.21 3.20%%* 59.83 7.63

Creativity | 40.86 4.68 3.80%* 35,50 4.76

View of learning

as a lifelong

beneficial ‘ :
process 31.24 3.90 2.05%* 28.96 3.51

Initiative in
learning 18.86 3.26 1.79 17.29 2.51

Self-understanding 36.86 4.56 2.31* = 33.8. 4.15
Acceptance of .

‘responsibility
for one's own

learning 8.81 1.50 1.25 8.29 1.23
*Significant at > .05. |

* % X
Significant at > .01.
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Table 27. Summary of one-way analysis of variance for self-
directed learning by sex, age, race, number of
children uner 19, marital status and occupation

Sources of Standard _ . Significance
variation Mean  geviation FV3lU€ "o f F_value
Sex
‘Male 233.46 16.88 2.10 N.S.
Female 225,17 26.46
Age »
19-54 231.10 23.44 . 2.23 N.S.
55 and older 222.79 24.09
Race . ‘ : .
.. White American 226.63 25.54 1.01 N.S.
Other 233.53 14.54
Number of children
under 19 ' -
One child or more 237.25 16.37 2.18 N.S.
None 226.26 24.73
Mérital status .
Married/widowed 228.89 23.02 0.87 N.S.
Single/divorced 221.00 30.24
Occupation
High exec., major
professional, -
business manager 226.00 25.46 1.53 N.S.
" Administrative .
personnel 242.80 16.08
Clerical, sales, ,
technician 224,43 25.22
. 8killed manual
employees 197.25 28.00
Machine operator;
semiskilled,
unskilled 233.00 7.70
Homemakers 231.56 24.92
Students 232.97 20.88
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Table 28. One way analysis of variance for self-directed
learning by education

Source of ; . Sum of Mean

variation d.£. squares squares F value
Between groups 3 9509.22  3169.74  6.84%*
Within groups 73 33808.77  463.13

TOTAL 76 . 43317.99

* %
Significant at > .0l.

Table 29. Duncan's test for self-directedblearning readiness
by education

Groups High school Some College Graduate
graduate college graduate _training
Mean? 204.71 © 231.0 232.37 235.52

aGroups under the same subset do not have any signifi-
cant difference. '

Sabbaghian (1979), in her study'on the undergraduate |
adult students at Iowa State University, feported that
highly eduéated adults have greater capacity for self-
directed learhing than less educated adult students. kShe
also found out that females have greater abilities to
organize and direct their learning activities, are more

creative, are more eager to learn, and have a higher self-
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concept than male adult students. She also reported that
older students have'higher sélféimages; greater creativity,
initiative in learning, view(of 1earning as a lifélong‘bene—
ficial process andfare more self-directed than younger adult
students. Thus, the‘researcher was .also interested to
determine if any prediqtable relationships existed between
readiness for self-directionﬂin 1earning and these variables:
l) education, 2) age, and-3) race. Table 30'contains the
regression analysis values. |

Table 30. Regression analysis‘for self-directed learning
. readiness by, age, race, and formal education

2
Sources of . 2 R : e e
variation Multlple R change F value Significance
Years of : S
education . 0.38 0.15 0.15 ©11.42%% .005
Age 0.40 . ' 0016 0-01 T 1.50 N-So

Race ~ 0.40 0.16 0.25  N.S.

Examination of data in Table 30 ihd%cate8<£hat there is
a significant predictable statistical relationShip between
readiness for self—directed learning and formal education.
An F-value of 11.42 was obtained which is significant
beyond the level of .005. The positive relationship indi-
cates that the higher the level of education the higher the

self-directedness. However, further analysis indicates that
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there is no significant relationship between readiness for
self-directed learning and the variables of age and'race.
an R? value of .15 was obtained when 1eve1'bf educa-

2 value is low. There-

tion added to the equation. This R
fore, practically, we can not use level of education to
predict an adult readiness for self-directed learning even
though a significant statistical relationship did,exist.
Degree of Satisfaction with
Learning Projects

The interviewées were asked to respond to three questions
perfaining to their'degree_of satisfaction with each learning
project condﬁdted. Each prdject was rated by the respondents
on a three point scale indicating the level of satisfaction
experienced. The findings aré arranged to illuétrate the
degree of satisfaction for each level of readiness for self-
direction in learninQ.

First, the researcher askd@ the inte;viewees to illustrate
the degree of knowledge'or change experienced during each
learning project. Table 31 displays the responses to this
question. The adult participants in this study repqrted
great Satisfaction with the amount of knowledge or chanée
attained by theif learning projects, TheyAreported'that
approximately 82 percent of‘the total projects résultéd in

a large amount of new knowledge or change, 13 percent of
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Table 31. Degree of knowledge or change for all prdjects
identified by level of readiness for self-
direction in learning

Readiness for self-direction Total
. in learning number
Response High Average. . Low of
Per-b' Per- Per- proij-
No. cent No. cent-«~Now--cent ects
Learning a large
amount or changed , '
a great deal 254 80.13 251 82.83 110 82.70 615
Learned a moderate
amount or changed
moderately 47 14.82 37 12.21 17 12.78 101
Learned a small
amount or changed , _
very little 16 5.05 15 4,96 6 4.52 37
TOTAL ' 317 100.00 303 100.00 133 100.00 753

aNumber of projects.

bPercent of progects w1th1n each level of readiness
for self-direction in learning.
ﬁheir projects resulted in a moderaté amount of change ﬁhile
only 5 peréent of their learning activities resulted in a
small amount of new knowledge or change. A breakdown of
these responses by level of readiness for self-direction
in learning shéws few differences écross~the'three‘levels
at each response category.

The second question asked for an indication of the
degree of enthusiasm for the new knowledge or skill at~-

tained through participation in each of the learning
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projects. Table 32 contains the responses categorized by
level of readiness for self-direction in.learning. The
interviewees generéliy reported high enthusiasm with

the amount of knowledge and skill gained thrbugh their
learning activities. Again,.few differences existed
across. the categories, although those low in readiness
fof self-direction appeared also to be the least énthusiastic.

The third question required the participants to express
the degree to which new knowledge and skil; gained through
their learning projects was beneficial to persons other
than themseives;(for example, rélatives, f;iends, or co-
workers). Table 33 containsvthe responses.to this question
for all projects undertaken. Adult léarnefs reported that in
49 percent of their learning projects,‘other éeople were
benefited to a large extent. In 25_percent,lpeople other
than themselves were benefited to a medium extent, while
in 26 percent of their 1earning‘activities benefits to
persons other than themselves were 1ittle.

Comparison by level of readiness forvself-directeg
;earning indicates that highly self-directeé learners
expressed the largest benefits to dthers aé a fesult of
the new knowledge and skillvgained. Generally, it appeafs
that those lower in readiness for self-diféction are more
likely to perceive flewer benefits for others.

Tough (1979) reported that if people retained
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Table 32.

Degree of enthusiasm expressed for all projects

identified by levels of readiness for self-

. directed learning . .

Readiness for self-direction

: in learning gg;gér
Response High Average Low of
- Per=-, - Per- Per- .
"""""" " No.2 HCEntb No. cent‘.No. cent projects
Very enthusiastic 234 73.81 229 75.58 92 69.18 555
Fairly enthusiastic 72 22.39 65 21.45 35 26.30 172
Not especially
enthusiastic 11 3.80 9 2.97 6 4.52 26
TOTAL 317 133 100.00 753

100.00 303 100.00

qNumber of projects.
b
for self-direction in learnlng.

Table 33.

Percent of" pro:ects within each level of readlness

Degrée of benefit for others'exPresséd for all

projects identified by level of readiness for

self-direction in learning

“Readiness for self-direction

_ in learning gg;;ér
Response High Average Low_ oOf
Per- Per- Per- .
No.2 centb No. cent No. cent P¥OIeCts
Fairly large extent 187 ' 58.99 132 43.56 50 37.59 369
Medium extent 68 21.45 77 25.41 45 33.83 190
Small extent 62 19.59 94 31.03 38 28.58 194
TOTAL '317 100.00 303 100.00 133 100.00 753

ANumber of projects.

bPercent of projedts within each.
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responsibility for their own ieérning they coqéidered their
iearning experience more significant.  se1f-directed adult
learners also are usually satisfied with their new learning
experiences (Coolican, 1973; Benson, 1974). Therefore,
this study provides additional suppofpive data to‘previous
research. B

Five hypotheses wefe formulated for the study based
on related studies. It is expected that a testing éf,these-
hypotheses wili‘provide a better understanding of the
nature of the individual learning and other existing Qari-
ables in the area of adult learning. The folloWing‘section

will display data related to these hypotheses.
Hypotheses:

The following research hypotﬁeses were tested:
Question I: '

Is there gvsignificant relatibnship between an adult's |
readiness for self-direction in learning and the humber of
learning projécts he/she had cohductéd iﬁ the twelvé ménth
period before the time of thé.interview?"

"HO I: There is no significantvrelationship betﬁeen an
adult's readiness for self-direction in learnihg
and the number of learning projects he/she had
conducted in the twelve month-peripd before #he

time of the interview.
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To examine,this hypotnesis, the total number of
learning projects of the 77 particibants were correlated
with their total self-directed learning scores. A correla-
tion coefficient of .34 was obtained. This correlation
coefficient is highly significant, and tne~probability level
is beyond .01 level of significance; That means there ie a
highly significant statistical relationship between adults'’
readiness for self-directed learning and the total number of
learning projects. The positive correlation illustrates that
when readiness for self-directed learning increases the total
number of learning projects increases too; Therefore, £he
- null hypothesis is rejected. Table 34 contains the correla-
tion coefficient.

As was mentioned in the first chapter, the first hy-
pothesis has eight subhypotheses :elated to the_eight
factors of the Self-Directed Learning Readiness Scale.

Table 34 also presents the correletion coefficient for each
of the eight subhypotheses.

A: There is no significant relationship between

love of learning and the total number of
learning projects.

Data analysis indicates that there is a highly signifi-
cant relationship between love of learning and the total
number of learning projeets. The poeitive co:reiation shows

that when love of 1earning increases, the total number of
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Table 34. Correlation coefflclenté between the total number
of learning projects and the self-directed
learning readlness ‘Scores

_ Total number
Self-directed. learning factors of learning
: projects

Total self—direéted learning readiness
scores _ ‘ 0.34%*

Eight factors
Love of learning 0.48%*

Self-concept as an effectlve independent
‘learner 0.35%%

Tolerance of risk amblgulty and complexlty

in learning : Oﬂ38**
Creativity 3 0.50%"
View of learning as a lifelong beneficial |

process | 0.20%%
Initiative in learning _ | 0.36*3
Self-understanding . | E 0.41%*

Acceptance of respon51b111ty for one's
own learnlng _ 0.07

*
Significance > .05.

* %
Significance > .01.

1earning projects conducted in a year increases. Thus,
the findings tend to support the alternative‘hyéothesis.
B: There is no significant rélationship between self-
concept as an effective independent léarner and

the total number of learning projects.
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Examination of Table 34 indicates that there is a highly
positive significan£ relationship between self-concept as an
effective independent learner and the total number of learning
projects. That means when adult's self—concept as.an ef-
fective independent learner increases the total number of
learning projects he/she will conduct in a year increases.
The null hypothesis is rejected. o

C: There is no significant relationship between

tolerance of risk ambiguity and complexity in
learning and the total number of learning projects.

A correlation coefficient of .38 was obtained between
the total number of learning projects conducted in a yeaf
by the adult learner and his/her tolerance of risk ambiguity
and cqmplexity in learning. The correlation coefficient is
highly significant. Therefore, the nul; hypothesisvis
rejected. |

D: There is no significant relatiohship between

creativity and the total number of learning
projects.

Exemination.of Table 34 indicates that a correlation
coefficient of .50 was obtained between the.total number of
learning projeets conducted in a year by the adult learner
and his/her creativity. The positive correlation suggests

that the total number of learning projects increases with
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creativity. Data analysis supports the alternative hy-
pothesis. The null hypotheéié is rejected.

E: There is no significant relationship between the
total number of learning projects and vieﬁ of
learning as a lifelong beneficial process.

Data in Table 34 identify a strong positive correlation
between the total number of learning'projects conducted by
the adult learner in a year and his/her view of learning'as
a lifelong beneficial process. The nuil hypothesis is re-
jected. This finding suggests that the total number of
1earnihg projects increases when the petson?é view df
learning as a lifelong beneficial proceﬁs increases.

F: There is no éignificant‘relationship between

initiative in learning and the total number of
learning projects. .
| Statistical analyéis identifies a correlation coeffi-
cient of .30 between the total numbér of’learniné érojects
. conducted by the adult learner in a year and his/her iniﬁia-
tive in learning. The correlation. coefficient is signifi-
cant. Thus, whén the adult's initiative in learning in-
creases, the total number of learning projects he/she will
conduct in a year increases. The nullihypothésis is

rejected.



155

G: There is no significant relationship between seif¥
understanding and the total number of learning
projects. | o |

Data analysis indicatss that a highly significant posi-

cive correlation exists between the total number of learning
projects conducted by the adult learner in a year and his/
her self-understanding. Fihdings lead to a rejection of

the null hypothesis.

H: There is no significant relstionship between
acceptance of responsibility for one's own learning
and the total number of 1earniﬁg projects.

There is no significant correlation between a person's

aéceptance of responsibility for one'slown learning and the
total number of learning projects he/she_will conduct‘in'a

year. Therefore, the null hypothesis is not rejected.

Question II:

Knowing of the variables of readiness for»self-diréction
in learning, level of formal education, age, and sex, is it
_ possible to establish a meaningful prediction equation for
the number of learning projects the adult learner will
conduct in a year?

HO TII: Knowing of the variables of readiness for self-

direction in learning, lsVel of formal education,

age, and sex, it is impossible to establish a
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meaningful prediction equation for the number
of learning projects the adult learner will
conduct in a year. )
Table 35 containslthe'regression analysis scores for
.total learnihg projects as a‘depéndent vafiable’and.the'
variables of readiness for self-direction in léarning, and
level of formal’eduCation as independent variables. Data
in Table 35 show that an F value of 8 63 1s obtained
between self-directed learnlng readiness and the total number
of learning projects. The pbtalned F value is significant
beyond the .005 level. An F value of 5.9.(significant at
the .005 level and beyond) is also obtainéd.when formal.
educatlon is added to the equatlon. |
An R2 value of .18 was obtained when self—dlrected
‘learning readlness and formal education were added to the
fable 35. ;ﬁegre551on analysis of variance of total leafnlng

projects by self- dlrected learnlng readiness and
formal education _

Sources of 2

. . 2 ’ . e
variation Multiple R ° R R™ change __ 7 o S}gnlf;cance
Self~directed

learning ‘ .
readiness : 0.34 0.12 0.12 " 8.63%% .005
Formal

education 0.43 0.18 0.06 5.9%% .005
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equation.l_The R2 value is low. Therefore, practically
we can not predict the total number of learning pfojects
likely to be conducted when self~-directed learning réadiness
and formal education are known even though a signifiéaht

statistical relationship did exist.

Question III:

Is there a significant difference between the type of
the planner used for learning by individuals who are high,
average or low self-directed learners?

HO III: There is no significant difference between
the type of the planner used for learning by
individuals who are high;iaverage or low self-
directed learners. | |

Statistical analysis of the data shdws no significant
difference between high, aﬁerage or low self-directed
learners in terms of their choices of the type 6f planﬁer.
A xz value of 2.69 was obtained which is not significant.
Therefore, there is a failure to reject thé nullthpothesis.
Table 36 contains the qomparison of self;directed learning

readiness scores by primary planners of learning projects.

Question IV:

Is there a significant relationship between‘the_tbtal
number of self-fulfillment projects an adult learner carries

out and his/her readiness for self-directed learning?
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Table 36. Comparison of self-directed learning’reédiness
groups by primary planners of learning projects

Self-directed learning readiness

Primary planners of —_High - Average_ Low
learning projects® No. of ' "No. of No. of
' o proj- Per- proj~ Per- proj- Per-

ects cent  ects cent ects - cent

A group or its

leader/instructor 62 15.82 39 .17.33 18 13.50
One person in a . : . '
one-to-one 20 5.10 12 5.33 11 8.27
situation - ' '

The learner him- : , ‘
self/herself = .. 310 79.08 174 77.33 104 78.20

TOTAL 392 100.00 225 100.00 133 100.00

x2 value = 2,69 Significance = N.S.

AMaterial planned projects are excluded from the'x2

comparison.

HO IV: There is no significaﬁt relationship between
the number of éelf-fulfillment learning
projects the adult learner had pursued during
the twel&é month period prior to the time of
the interview and his/her readineés for self~
directed ;eafning.'

Data analysis shows no éignificant relationship between

" the total number of‘self-fulfillment projects the adult had

cbhducted'during the twelve month period prior to’the time

of the interview and his/her_readiness for self-direction in
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learning. Therefore, there is a failure to reject null
- hypothesis.

As was mentioned in the first chapter, the fourtn hy-
pothesis has eight subhypotheses releted to the eight factors
~of the Self-Directed.Learning Readiness Scale. Table 37
contains the correlation coefficients fof the total readi-
ness scores and the eight factor scores.
| A: There is no significant relationship between love

of learning and the total number of self-
fulfillment projeets.

There is a significant relationship between love of
learning and the total number ofvself-fulfillment projects.
The positive correlation suggests that when love of learning
increases the total number of self-fulfillment projects
increases. Therefere, the sub-null hypothesis is rejected.

B: There is no significant relationship between

adult's self-concept as an effective independent
learner and the total number of self-fulfillment
projects.

There is no significant relationship between adult's
self-concept as an effective independent 1earner and the
total number of self-fulfillment projects he/she had con-
ducted in a year; Therefore, there is a failure to reject

null hypothesis.
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Table 37. Correlation coefficients between self-directed
learning readiness scores and the total number of
self-fulfillment projects

The total
Self-directed learning readlness number of
factors ' . self-"
fulfillment
projects
. Total self—dlrected learning readlness 0.16
Eight factors :
Love of learning 0.21*
Self-concept as an effective 1ndependent

learner A - 0.07

Tolerance of risk amblgulty and complexlty

in learning A - 0.13
Creativity g ' o 0.15
View of learning as a lifelong

‘beneficial process 0.17
Initiative in learning v' ~ 0.61
Self-underStaﬁding " | 0.11

Acceptance of responsibility for one's own
learning : 0.19*

*
Significance at > .05.

'C: There is no signifidant relationship between
tolerance of risk ambiguity and complexity in
learning and the total number of self-fu;fillment

projects.‘
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Statisticéi analysis indicates that there is no sig-
nificant relationship between tolerance of risk ambiguity and
complexity in learning and the total number of self-fulfill-
ment projects. Therefore, thefe is a failure to support
the alternative hypothesis. |

D: There is no significant relationship between
creativity and the total number of.self-fulfill-
ment projects. ‘ | _ ' .

The correlation coefficient obtained~between'creativity
and the total number of self-fulfillment érojects»is 0.15.
This coefficient is not siéﬁificant, which suggests no sig-
nificant relationship between creativity and the total ngmber
of self-fulfillment projects. The null hypothesis is not
rejected.

E: There is no significant relationship between View
of learning as a lifelong, beneficial proceés and
the total number of self-fulfillment projects.

Data analysis indicates that there is no'significant
relationship betwegn the view of learning as a lifelong
beneficial process and the total number 6f-se1f-£ulfi11ment
projects. The null hypothesis is not rejected.

F: There is no significantvreldtiohship between

initiative in learning and the total number of

self-fulfillment projects.
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There is no significant relationship between initiative
in learnihg and the total number of'self-fﬁlfillment éroj-
ects. A correlation coefficient of .013 was obtaihed ﬁhich
was not signifidant. The null hypotheéis ié‘hot rejected.

G: There is no significant relationship betwéen self-

understanding and the total nﬁmber of sélf-
fulfillment projects. |

The corrélation coefficient obtained betweén’seif-
understanding and the total number of self-fulfillment
projects is not significant. Therefore, there is a failure
to reject ﬁull hypothesis.

H: There is no significant'felationship between

acceptance of responsibility for one's owﬁ
learning and the total number of self-fulfillment
projects. | | )

Findings indicafer that a significant relationship
exist between acceptance of responsibility for one's own
learning and the total humber of self-fulfillment projects.
The correlation coefficient obtained is 0.19. The
probability of'this coefficinet is .05. The null hypothesis
is rejected.

In summary, therevis,a_significant relationship between
the total numbgr of self-=fulfillment projects‘énd love of

learning and acceptance of responSibility for one's own
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learning. But, there were no significant relationships
found between the total nﬁmber of self-fulfillment projects
and total self-directed learning readiness scores, self-
concept as an effective independent learner, tolerance of
risk ambiguity and complexity in learning, creativity, view
of learning as a lifelong, beneficial process,‘initiétive

in learning, and self-understanding.

Question V:

Is there a significant'differénce in'the total number
of self-fulfillment projects conducted by individuals who
are high, average, or low self-directed iearners when initial
differences between the three groups have béen adjusted with
reépect to age?

HO V: There will be no significant differences in the
total number of self-fulfillment projects
conducted by individuals who are high; average,
or low self-directed learners wﬁen initial dif;
ferences between the three groups have been
adjusted with respect to agé,

Table 38 contains the one way analysis of covariance
values for self-directed learning by self-fulfillment 
projects with age as a covariate. Data ana;ysis revealed
that there was a significant difference between-high, average

and low self-directed learners after adjusting for initial
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Table 38. One way analysis of covariance of self-fulfillment
.. .. projects by self-directed learning with age

Sum of a.f. Mean

Source of variation  _ou e, squares T value
Covariates
Age 89.28 1
" Main effects | |
SDLRS : 19.64 2 9.82 4,07%
Residual 175.98 73 2.41

*Significant at > .05.

differences between the groups on age (the éontrél vari-
able). The null hypothesis'is rejecﬁed;.

The previous discussion displayed daﬁa related to
learning projects and self-directedAlearning readiness
charactefistics. It also presented data on the study
hypotheses. The following section discusses data related

to learning obstacles.
Obstacles to Learning

In order to determine the actual obstacles inter-
viewees encounter in their learning activities, the re-
searcher asked the following .question: "Many things stop

people from taking a course of study, learning a skill or
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following é topic of interest. Which of the following do
you feel are important in keeping you from learning what
you wanted to learn?" A list of suggested obstacles waé
read to them and the participants were asked to select aé
many as they would like by indicating "yes" or "no".
Interviewees also Were allowed to add any of their own
obstacles if theirs were not included in the list. Table
39 reports the responses.

Data in Table 39 show that lack of time and courses
inconveniently scheduled were the two most frequeptly men-
tioned with 49.4 percent of the interviewees reporting
them as obstacles. Home or job responsibility was re-
ported as an obstacle by. 45.2 percent of the sample. . Cost
and time required to complete a course or program were
each reported by 33.8 percent. Lack of energy reported by
19.5 percent of the interviewees and 18.2 percent reported
having difficulty in deciding what they would like to learn
as an obstacle. Other obstacles were important only to 14
percent or fewer of the interviewees. |

The study findings are similar to earlier data. Hiemstra
(1975i found out that the most frequent reasons given as
obstacles were as follows:

Don't like to go out at night 45.3%

Not enough time 39.3%
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Table 39. Obstacles to learning activity'ranked by the

. numbers. indicating yes

‘ Number a
Obstacles description saying . Percentage™ ' Rank
iadeg ves
Not enough time 38 49.4 1.5
Courses are not scheduled when
I can attend ' 38 49.4 1.5
Home or job responsibility 35 45.5 3.0
Time required to complete
programs ‘ 26 33.8 4.5
Cost 26 33.8 4.5
I do not have enough energy . 15 19.5 6.0
I don't know whét I'd like
to learn 14 18.2 7.0
I do not enjoy studying 11 14.3 8.5
No information about where I can
get what I want 11 14.3 8.5
No transportation available 10 13.0 10.0
Not confident of my ability 8 10.4 12.0
I do not meet requirements to | .
begin a program 8 10.4 12.0
Tired of school and classrooms 8 10.4 12.0
My health is bad 7 9.1 14.0
Low grades in the past 5 6.5 15.0
2 16.0

2.6

aPercentages based on total number of respohses per

item.



167

Financial limitation 30.5%

Home responsibilities ' 30.1%
Job responsibilities 28.6%

In a study on learning projects of adults in a select
socioeconomic greup, Unoren (1977) revealed that cost, lack
of time, home responsibilities'and job responsibilities
were the most frequently repoited obstacles to learning.

To determine if any relationships ekisted between the
number of obstacles pefceived by an interviewee andvhis/her
readiness for self-directed learning (Self-Directed Learning
Readiness Scale values), correlation coefficients between
the number of obstacles and self-directed learning factors
were obtained. Data analysis shows thatlthere is a'highlf
significant, negative correlation between total se;f-directed
1earning‘scores. Highly significant, negative correlation
also existed between the number of obstacles and 1eve of‘
learning, self-concept as an effective independent learner,
tolerance of risk ambiguity and complexity in learning,
creativity, initiative in learning and self-understanding.

A significant negative correlation also existed between
number of obstacles and view of learning as a lifelong,
beneficial process and acceptance of responsibility for one's
own learning. The negative correlations indicate that when

the number of obstacles perceived by participants'increases
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their readiness for self-directed learning decreases. Table
40 displays the findings. |
Table 40. Correlation coefficients between self-directed

learning factors and number of obstacles perceived
by the interviewees '

. . ' Number of
Self-directed learning factors obstacles
Total self-directed iearning réadiness -0.37%*
Eight factors 4 . ,

Love of learning : _ .  =0.33%*%
Self-concept as an effective i
independent learner ' . ~-0.38%*
Tolerance of risk ambiguity and :
complexity in learning o - -0.41%*
Creativity ' _ 4 - =0.21%*
View of learning as a lifelong, | .
beneficial process ‘ : -0.23%
Initiative in learning . ~0.26%*
Self-understanding , ~0.34%%
Acceptance of responsibility for one's

own learning -0.,22%

* .
Significant at > .05.

* &
Significant at > .01,
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Summary

This chapter has displayed and described the’data which
were collected in this study. The data presented described
characteristics of the learning projects of the sample
selected. Besides, the data collected’;ere used to describe
and analyze characteristics of self-directed learning readi-
ness and the relationships between learning prbjects vari-
~ables and self-directed 1earhing readiness scores. A summary .
of the findings of this stu@y,_conclusions, implications

and recommendations for further research and practice are

included in Chapter V.
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CHAPTER V. SUMMARY, CONCLUSIONS, IMPLICATIONS AND
RECOMMENDATIONS

Overview

The purpose of this chapter is to summarize the study,
provide ccnclusions; offer~implications, and'suggést recom-
mendationc'for further research. The first section in this
chapter presents the summary of the purpose and procedure
,of the study, the second séction summarizes the major
findings of the study, £he third section offers conclusions,
the fourth section suggests implications, and fhe final_sec-‘
tion provides reccmmendations for further research and for

adult education practice.
Purpose and Procedure

The purposé of this study was to inﬁestigate_thé in-
fluences that prompt adults to undertake learning efforﬁsf-
and that a valid approéch was to examine the impact’on the
adult of current readiness for self-directed learning. Also,
to see if adults from different social classes and with dif-
ferent educacicnal bcckgrounds conduct deliberate learning
ipcluding learning  that might be formal or‘self—directed,
in-depth or superficial. The approcch was to investigate
learning projects characteristics of a selected_randcmlsample

of general adult population in Ames, Iowa, and to relate
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learning projects variables to person's current readiness
for self-directed learning. This in turn, sought to pro-
vide additional verification data for the Self—Directed
Learning Readiness Scale.

The results of ﬁhis'study will provide additionai in-
formation concerning learning projects activities and
participation patterns of gdult,learners. It will add to
the growing body of knowledge concerning self-direction in
learning, and will contribute more information to profes-
sional adult educators who are involved in the deveiopment
and delivery of continuing education for adult populations.
More specifically, data obtained through this study, in
addition to providing a more stable base for research than
is now avéilable, will:

1. Help professional educators at all levels in

developing programs suitable for highly self-directed

learners or in modifying curfent programs.

2, Provide self-directed learners with meéns to assess
personal learning streﬁgths and weaknesses in
self-directed learning. |

3. Help classroom teachers or facilitators in under-
standing self-direction in learning, and in dealing
with self-directed learners and by providing an
opportunity for practicing the required £eaching

skills.
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Relevant literature related to learning projects and
self-directed learning were réviewed to provide a sﬁpportive
foundation for the study. | ‘ o

Tough's (1971, 1979) definition of learning project
‘'was used in this research. A learning prdjeét is a series
of clearly related deliberate learning episodes adding up to
ét least 7 hours of effo:t within a six month period. How-
ever, for this study a minimuﬁ of 14 hours of effort within
the six month period hadfto_be'met fdr each learning project
to be included. These learning projeqts were_conducted by
the adult learners to acquire new knowledge, or to,develgp‘
new skills. The learning projects that were examined were
conducted during the twelve month period prior to thé time
 of the interview. | |
Two instruments were used to collect déta for Ehis
- research. One was the Self-birecfed Learning Reaﬁiness
Scale, . developed by Guglielmino (1977), which was used to
measure readiness for self-directed learning. This scale is
composed of the folldwing factors: love of learning, self-
concept as an'effeétive ihdepeﬁdent learner, tolerance of risk
ambiguitf and cdmplexity in 1earning, éreativity, view7of
1earning as a lifelong, beneficial process, initiative in
learning, self-understanding, and acceptance of responsi-

bility for one's own learning. -
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The second one was the interview schedule developed and
tested by Tough and other researchers. The interview schedule
was used to collect information about the respondents’
learning project activities during the twelve month‘period
prior to the time of the interview. ,

In addition to the basic schedule developed by Tough and
his associates, the instrument used in this study contained
a demographic/biographic section and three questions designed
to collect information on the reasons behind the leafner's
choice of the type of the planner, the rank order.of
methodé and resources used by the subjects in conducting
their learning projects, and the-important.obstacles en-
countered by learners during their learninglproject activi-
ties.

The sample for this study was drawn from a general adult
population in Ames, Iowa. The desired number of the sample
was approximately 75. In order to‘ensufe a random -
sample, the population as shown in the:telephone book,
wére assigned numbers. The numbers were utilized as input
for the Iowa State University computer, and the computer |
selected randomly 100 numbers for this investigatioh.

The refusal rate was very iow (only 3 people refused
to be interviewed). Two interviewees determined that the
interview was taking too muchktime'and were unable to finish

answeriang all the questions on the instrument at once, there-
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fore, the researcher had a second interview with them to
finish the Self-Directed Learning Readiness Scale. The final
number of respondents interviewed was 77. The researcher

conducted all of the interviews.
Major Study Findings

Major findings of this study will be discussed in the
following segtions: The first section presents findings on
the research hypotheses. The sedond section provides
findingsAon Self-Directed Learning Readinesé Scale. The

final section presents the major learning projects findings.

Major research hypotheseS"findings'

HO I: There is no significant relationship betwéen
an adult's readiness for self-direction in
learning and the number of learning projects
he/she had conducted in the twelve month
period prior to the time of the interview.
There is a significant relationship between the total
number of learning projects the adult learner had conducted
in a year and his/her readiness for self-directed learning.
As was mentiongd earlier, the first hypothesis has
eigh£ subhypotheses related to the eight factors of the
Self—Direéted Learning Readiness Scalé. Significant correla-

tions existed between the number of learning projects énd_'



175
the factors of love of learning, self-concept as an effective
independent learner, tolerance of risk ambiguity and com-
plexity in learning, creativity, view of learning as a life-
long, beneficial process, initiative ih}learning, and
self-understanding. There was no significant correlation
between acceptance of responsibility for'oné's own leafning
and the number of learning projects. .
" HO II: Knowing of the variables of readiness for self-
direction in le;rning,'level of formal educatién,
age, and sex it is impossible to establish a
meaningful prediction equation of the number of
iearning projects the adult learner will con-
duct in a year. |
There is a significant predictable statistical relation-
ship between the total number of learning projects and the |
variables of self-directed learning-reaéiness, and ﬁormal
education. But, there was no predictable relationship
between the tofal number of learning projects and the
variables of age and sex. Null hypothesis is rejected.
"HO III: There is no significant difference between
the type of planner used by individuals who
are high, average or low self-directed
learners. _
There is no significant differenCe.between high,

ayerage, or low self-directed learners in terms of their
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choices of the type of planner. Therefore,,there is a
failure to reject the null hyppthesis.
| HO IV: There is no significant felationship between
the number of self-fulfillment learning projects
the adqit learner-haa pﬁrsued’during the twelve
moﬁth period prior to the time of the interview
and his/her readihess for self-directed learning.

There were significaht relationships beﬁween the total

number of self-fulfillment projects and the factors of love

of learning, and acceptance of responsibility fof one's own
learning. But, there were no significant relationships
between the total number of self—fulfillment»prdjeCts and
total self-directed learning readiness scores, and the factors
of self—concept.as an effebtive independent learner, tolerance
of riék ambiéuity and complexity in learning, creativity,

view of learning as a lifelong, beneficial process, initia-
tive in learning, and self-understanding. vNuil hypothesis is
rejected.

HO V: There will be no significant difference in the
total number of self-fulfillment projects con-
ducted by individuals who are high, average,
or low self-directed learners when initial dif-
ferences'between the three groups have been
adjusted with respect to agé._ o

There is a significant difference_between high, average,
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and low self-directed learners in terms of the total number
of self-fuifillment projects they pursued in the twelve
month period prior to the time of the inter&iew, after
adjusting for initial differenceé between the groups 6n

age (the control variable). The null hypothesis:is ré&

jected.

Self-directed learning findings

The following represent the major findings related'to
self-directed learning:»b

1. The average self-directed learning readiness score
was 227.97, the minimum score was 164, and the maximum score
was 277.

2, The Self-Directed Learning Readiness Scale is
valid. Therg is a highly significant correlation between
the total self-directed learning score and the factors of
love of learning, self concept as an effectiﬁe independent
learner, tolerance of risk ambiguity and complexity in
learning, creativity, view of learning as a 1ifelong} bene-
ficial process, initiative in learning, self-understanding
and acceptance of responsibility for one's own learning. |

3. The predictive validity of the Self-Directed ﬂearning
Readiness Scale is high. The SDLRS can discriminate between
high and low involvement in learning projedt activities.

4. The average self-directed learning score for low
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self-directed learners is 192, while the average for high
self-directed learners is 252. There was a highly signifi-
cant mean difference among the two groups on the total self-
directed learning readiness score, and the factors of love
of learning, self-concept as an effective independent
léarner, tolerance of risk ambiguity and complexify'inA
learning, creativity, view of learning as a 1ifelong, bene-
ficial process, initiative in learning, self-understanding
and acceptance of fesponsibility for one's own learning.

5. Sex, age, race,‘mafital status, number of child:en
under 19, and occupation dq not have any significant impact
~on the adults' readiness for self-direction in learning.

6. There is a highly significant difference between_
high school graduates and those who have higher educatioh
in terms of their readiness for self-direction in learning.

7. There is a significant predictéble stafistical re-
lationship between adult's readiness for.self-directed-”
learning and his/her level of educatioﬁ. Positive relation-
ship indicates that readinéss for self-directed learning

increases by education.

Learning projects findings

1. The 77 adult learners participated in 753 learning
projects during the twelve month period prior to the time

of the interviews. The average number of learning projects



179

was 9.78, the median was 9.45, the minimum number of learning
projects was 4, and the maximum number of projects was 16.

2. Self-fulfillment projects accounted for 35.45
percent of the total number of projects reported,'While
personalland family projects accounted for 32.67 percent
of the total. The percent of occupational/vocatioﬁal
projects was 17.80, while the percent of social and
civic related projects was 14.08.

| 3. Reading materials were the most frequently mentioned
resource usea by the participants in conducting their learning
projects, accounting for approximately 38.91 percent of the
reported resources. Group/group instructor accoupted for
16.2 percent, while conversation with other people accounted
for 13.41 percent. The percent of media resourcés repor;ed
was 11.02, with experts and practiéing were reported'in
about 10 percent of the totél.learning projects.

4. Library, church, school, college,.or university,
club or an informal group gathering were the most desirable
place to study or practice. .

5. The adult learners in this study planned and
directed the majority of their learning projects. Seventy-
eight percent of the total projects were self-planned. Group/
grbup inst;uctor was the second frequéntly reported typé of
planner, and accounted fér 15.8 percent of the total, while

an expert or person in a one-to-one situation accounted for
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5.71 pércent of the total planners reported.

6. Desire for self-planned learning, evidence of ability
to learn, financial limitation, and most convenient were
the most frequently reported reasons behind}thelchoice of
self-planning. |

7. Capacity of insfructor, availability of classroom
and material, efficiency of group method and the appropriate-
ness of the subject matter area for group method df planning
were the most frequently mentioned reasons behind the choice
of group plannér.

8. 4Avai1ability of material, éfficiency of the ohe-to-
one method, flexibility of time and the appropriateness
of the subject matter area for this kind of plannef wefe the
most ffequently reﬁorted reasons behind thé choice of one
person in a one-to-one situation.

9, Availability of material, the simpliéity of material
planning, and ease of subject matter area were the reasons
behind the choice of material planner.

10. ‘0ver 79 percent of all learning projects were active
at the time of £he interview, while 13;88 percent were com-
pleted and 6.91 percent were noﬁ active. .
| 11. Apprdximately 88 pércent of éll leafning projects
reported by the adult learners in this study were undertaken
on a noncredit basis, while'12 percent were conducted for

credit or certification.
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12. High and average self-directed learners reported
the highest level of satisfaction of their learning projects.

13. The active adulf learner in Ames, Iowa more often
is white Americen, not mar:ied, and highly educated.

14, Younger, highly educated, and fulltime students
are more likely to report occupationel/vocetionel projects.
However, older, highly educeted, high professional/business
manager/administrative personnel, skilled manual workers,
and unskilled employees, are mofe likely to report self-
fulfillment projects. |

15. There is no significant difference in the mean
number of the learning projects conducted by the adult}
learners when they are categorized according to various
demographic subcategories.

16. There is no significant difference in the choice
of planners among high and low learners.' A chi-square value
of 5.28 was obtained which is not significant.

17. ZLack of time, time required to complete e course
or program, courses incenveniently scheduled, home or job
responsibilities, and costs were the most frequently
mentioned obstaeles faced by the adult perticipants in this
study while conducting their learning brojects.

18. There is a significant correlation between number
of obstacles perceived by the adult leerner and his/her

total self-directed learning readiness score, and the factors
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of love of learning, self~-concept as an effective indepen-
dent learner, tolerance of risk ambiguity and.compléxity
in iearning, creativity, view of 1eaining as a iifelong,_
beneficial process, initiative in learning, Self-under-‘
standing, and acceptance of responsibility for one's own

learning.
Conclusions

The following conclusions‘drawn from the stu&y,-are
limited to the sample ihvestigated.

1. ,Readiness for selffdirected'learning and formal
education have great impact on adult participation in self-
directed learning and the adult learning projects activi-
ties. |

2. Adult participants in thiS’study were highly
self-directed learners (the number of high self-directed
learners were approximateiy twice as many as the number of
low self-directed learners) as they planned and directed the
majority of their learning projects. They retained personal
control over the day-to-day progress of their learning
activities.

‘3. The major‘factor in motivating self—directed
learners to conduct learning project activities were personal

and internal in nature. Credit and certification were not
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major factofs in motivating adults to pursue learning
projects.

| 4. Adult's attitude toward learning and schooling»is
one of the major factors in motivating'adults to ponduct'
" learning project activities.

5. The adult learners participated in learning project
activities related to both their personal and professional
lives, and spent large amounts of time in their learning.
The activities reported in this study'strondly suggest
that adult learners are active, continuing learners.

6. The Self-Directed Learning Readiness Scale is age
biased. Older adults (65 years of age and older) tend to rate
themselves lower on the SDLRS in spite of their high involve-
ment in self~-directed learning and learning project activi-
ties.

7. The adult learners made extensive use of both human
and nonhuman res&urces in planning and conducting their
learning projects. They retained and maintained the
responsibility for selection and utilizétion of those re-
sourées. |

8. The adult learners were satisfied with the knowl-
edge and skills gained through their learning projects.
Personal growth, enthusiasm, and benefité for others were

.described as high as a result of their learning activi-

ties. However, individuals who have high or average
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readiness for self-directed learning reported higher satis-
faction than those individuals who have low readiness for
~ self-directed learning.

9. Decreasing the number 6f obstacles to learning
will iﬁcrease readiness for self-directed 1earning and
participation in self-plannéd learning and learning project
activities. |

10. The Self-Directed Learning Readiness Scale can be
used to screen people into programs that required high
readiness for self-directed learning. It also can be
used by the adult learner ‘as a tool to assess personal
learning strengths and weaknesses in self-directed~1earning.

11.. The adult learners reported the use of experts
(professional educators) as a prima:y source of subject
matter less often which suggests that the adult educators
should improve their pfofessional coﬁpetencies in dealing

with self-directed learners.
Implications

If the goal of adult education is to help people con-
tinue their learning, programs offered should satisfy adults'
needs. Mutual needs diagnoses and planning are necessary.
The adult learﬁers should play an important part in the

learning situation. Adults perceive themselves as capable

'
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of self-direction in learning, and research findings indi-
cates they are. In addition, these research findings indi-
cate that highly self-directed learners conducted higher
numbers of 1earﬁing projects than did low self-directed
learners. Therefore, teaéhers should become facilitators
of the teachihg/learning process, and serve as process
experts when the adult learners need assistance.

The adult learners are self-directed learners. They.
plan and maintain day-to-day responsibility for their own
learning. During their learning activities adult$ seek
help thfough a wide variety of human and nonhuman resources.
“But, they still have the responsibility for thé majority
of their learning efforts. In pursuing their learning project
activities on their own, adults need to have the skills to
plén and  direct their learning efforts.

Adult educators who plén educational programs for adult
learners should develop and deiivéf a wider range of oppor-
tunities. Reading material on a variety of subjects should
“be packaged to fit individual needs. Correspondence courses
should also be improved. The media resources should be
utilized on a larger scale, since adults use media re-
sources as a learning tool in various ways. Educational
institutioné should train énd prepare more resource peop;e
through the local community level ﬁo provide help to the

adult learners.
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The high percentage of participation in learning proj-
ects reported in ‘this study and in related research indi-
cates that adult learners are investing a significant amcunt
of time and energy in their learhing.: This high rate of
participation in learning project activities supportsithe
idea that adults have a need and interest in continuing
their learning. Professional adult éducators must become
aware of the motivation that shape adult learning patterns
and needs.

Besides the high participation‘rate, the nature of
this participation provides evidence that the majority of
adult learning appears to be voluntary. This research sup-
ports the‘findinqs of related investigations that adults
are participating in a high percentage of noncpedit learning
projects, motivated by the enjoyment and desire to learn, not
beéause of credit requirements and certification.

This research indicates that adults do not use experts
as a primary resource that often in their learning proj-
ects. They would rather use reading materials than ask
professional adult educators. Further, this research also
ihdicates,the importance of teachers' perceived capability
on adults participation in group planned learning. In some
cases, it is the determining factor in persﬁading'the adultA
learner to conduct a learning projéct. Therefore, in choosing

adult educators who can serve as facilitators it becomes
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necessary to know their'dapabiliﬁies in dealing With self-
~ directed learners.

This study and others indicate that 1earne:s obtain
a higher degree of satisfaction when they maintain control
over their learning experience. Besides, this study sup-
ports other research findings that the number of high self-
directed learners is twice the number of low self-directed
learners. Finally, highly self-directed learners con-
‘ducted more learning projects than did low self-directed .
learners. Adult educators ean not ignore those findings.
They can not insist on telling the.learners what is "best"
for them. The adult learners are self-directed learners and
they are able to plan.and_difect their learning activities.
Traininggprograms for professional adult educators on the
skills needed to deal with self-directed learners are im-
.portant.

~ Findings regarding methods of learning showed that

reading, group discussion, and asking other people are im-
portant means for transmitting knowledge and skills. Adult
educators should help the learners to improﬁe their skills
in those areas to maximize their abilities to learn. In
addition, adult edncators should also nelp the adult
1eanners to develop the skills necessary to uee other
learning resources such as programmed instruction materials

and media resources.
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The learning projecfs interview schedule is a useful
approach to.collect information about adult learning activi—
ties.v It could be a potentially useful approach for need
diagnoses. Adult educators could use the information col-
1ec£ed through the use of the interview schedule as a'future
guide in program planning to satisfy learners' needs and to
capitalize on preferred learning aétivities;

The comprehensive information obtained through the use
of the in-depth interview schedule could be utilized by the:
adult educators to assess problem areas, and Suggesf re-
sources to the adult learners. Therefore, the intefview
schedule can be used as a need asseSsment tool for adult.
educators. | |

The‘Self-Direéted Learning Readiness Scale can be
used in screening ahd counseling persons for programs'where
skills of self—directién in learning are necessary, such
as correspondence study, a wide range of nontraditional
programs, and iﬁdividual classrooms. In additioﬁ to its use-
fulness in guidance and placement, the instrument also.could
be used as an evaluative device in programs designed to
develop self-direction in learning.

The comprehensive information obtained throﬁgh the
use of the Self-Direéted Learning Readiness.Scale could be.
utilized by the adult educators in developing programs suit-

able for self-directed learners or in modifying current
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programs. Classroom teachers or facilitators could gain
insight into self-directed. learners needs and other be-
“havior in classroom situations by using the Sélﬁ-Di:ected
Learning Readiness Scale.. Further, the SDLkS enables the
self-directed learner to know his/her weaknesses and
strengths:in self—directed learning. Finally, the o
SDLRS can also be used to obtain informatioh‘on thevre—
quired teaching skills to deal with hiéhly self-directed
learners. | |

The information related to perceived obstacles to‘
lparticipation can be utilized by adult educators, and they
should be able to derive some implications. Since.time
constraint was one of the highly ranked obstacleévto
participation, course scheduling should be examined and
courses offered in the evenings or weekends. Offering
courses in the evenings and weekends may overcome the
obstacle of having home or job responsibilities during day
time hours also. The use of media resources are also part
of the solution. Using neighborhood schools of community
college buildings, neighborhood clubs or even homes will
decrease the transportation problems. ﬁaby sitting facili-
ties will encourage young mothers to participate in learning
activities, Decreasing formal requirements and fihancial

assistance are also part of the solution.
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Some of ﬁhe reasons given as barriers to participatioﬁ
in learning activities were related to adults' attitudes
towards léarning and-schooiing. Therefore, adult educators
should promote a positive éttithde toward éonﬁinuing educa~
tion qnd learning among the adult popﬁlation;

. The negative relationship between number of obstacles.
perceived by the adult learner and his/her readiness for
self-directed learning offers another iﬁplication for.édu-
cational institutions. Decreasing the number of obstacles
may lead to the increase of adult readiness_for’self—
directed learning. | |

Recommendations for Further
Research

The following are suggested~recommendations for addi-
tional research:

1. Additional research with different populations
should be conducted on‘the relationship between adultéi
self-direction in learning and the total number of learning
projects and time spent on learning. Larger samples are
recommended. | | |

2. Further resea:ch is needed‘to study bpth predictive
and content validity of the Self-Directed Learning Readi-
ness Scale. | |

3. Further researdh is needed to confirm the
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reliabiliﬂy of the Self-Directed Learning Readiness Scale.

4. Longitudinal research is récommended to identify
characteristics of self-directed learners.

5. Longitudinal research is needed to identiff the
degree and direction of change in adult self-direction in
learning as they continue ﬁheir learning through iife stages.

6. Longitudinal research should be undertaken to
study the degree and direcfion of change‘in'adult self-
direction in learning by age. |

7. Research is neéded tb develop an equivalency scale
to the Self-Difected Learning Readiness Scale to be used with
ol&er people wﬁo are 65 years and older. Statements on the
new scale should not include statements about classroom
situations. Stétements about the learning situétion in
general should be included. |

| 8. How can media resources be utilized in learning
projects? _

9. Why do the number of self-fulfillment projects
increase by readiness for self-directed léarning?

10. How can-the adult piofessiohal educators be more
helpful as a resource for subject matter than they are now?
11. Does'attitudettoward learning change by age?

12, why is so little programmed instruction used in

learning projects?
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13. Research is needed to determine the academic success
of highly self-directed learners versus low self-directed
learners. To be specific, relationships between achieve-
ment test scores or grade pdintvaverége and the total self-
directed learning score and its eight factors.should~be
studied. |

14. Further research is required to study the quality
of self-planned learning. Most reséarch related to leafning
projects has been concerned with quantity rather than
quality of self-planned learning.

15. Research is needed to stﬁdy the validity and re-
liability of the Tough inte;view.schedule. _ o

| le. Reéeafch is reqﬁired to study the qualityvof
learning projects conducted by high self-directed 1earners_
versus those éonducted by low self-directed learners.‘

Recommendations for Educational
Institutions

Findings of this study indicate that self-direction
in learning exists in each individual to some degree. ¥
It also indicates-that high self-directed learners conducted
a higher number of learning projects than do low self-
directed learners. Further, it suggests that highly edu-

cated adults have a greater capability for self-direction

in learning than less educated adults.
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Most schools seem notvonly to encburage confqrmity
and passivity but also limit the desire to learn. Bivens,
éampbell, aqd Terry (1963) charge the loss of student self-
direction’in learning to school attendance. They declare
that "By the time students reach ninth grade, they have
developed a strong habit of linear study methods that con-~
flicts with self-direction in learning“.(1963, p. 4). The
linear study methods result from a student's dependence on

‘an authority figure to tell what:is worth learning and a
personal anxiousness to prepare for teacher made tests which
measure "success" in learning, as opposed to an exploration
of areas of knowledge'based'on'personal interests.

Koeing and Mckeachie (1959, p. 134) found out that
students who. have learned‘to expect authoritarianism in
a teacher tend to do poorly in independent study. There
is-evidence that self-directed 1eérning'can be more
effective than traditional forms of teaching with learners
of varied intellectual ability (Gruber and Weitman, 1962;
Hatch and Bennett, 1960; Rogers, 1969).

' Findings of this study support Sabbaghian's findings
that the number-of high self-directed learners is twice as
high as the number of low self-directed learners. This
result suggests that lifelong learning'and'self-direqted

léarning as a fact cannot be ignored. The adult participants
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in this study, like numerous other adult populations studied,
are.spending significant amounts of time and energy in

their 1earhing projects. The high percentage of self-
planned iearning and high self—directed learners lend strong
support to the notion that adults have both a need and
interest in planning and directing their own learning
activities. |

Sabbaghian (1979) found that high self-directed
learners are more effective in their personal, family, and
social lives, ére more interested in learning, and have a
higher self-understanding.

a It has always been said that the purpose of adult éduca-
tion, or any kind of education, is to make the subject.a
continuing "inner-directed"; self-operating learner" (Kidd,
1975, p. 47). Bruner defines téaching as "the provisional
state that has as its object to make the learner or problem
sblver self—sufficient" (1966a, p. 53).

Knowles (1975) indicates that adults are not adequately
prepared for'self-planned learning, although the nature of -
self-planned learning is consistent with a basic charac—
teristic of adults as self—directing human beings.

To Knowles, self—directiqn in learning is based on his
theory of andragogy (see Chapter 11 for more information).
He'bélieves that "the assumptions made in andragogy applies

to children and youth as they mature and that they, too, will
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come to be taught more and more andragogically" (Knowles,

1973a4‘p.43). Knowles said that "self-directed learning

is the best way to learn--every act of teaching should

have built into it some provision for helping the learner

become more self-directing" (1975, p. 10).

The researcher believes that one of the important

~goals of adult education and education at all levels is to

cherish self-directed learning. The reasons for this posi-

tion succinctly summarizes the justifications for advocacy

of self-direction in learning which appear elsewhere in

the literature.

1.

There is convincing evidence that self-directed
learners participate more in learning activities.
They are more productive, more effective in their

personal, family and social lives, and have higher

. self-understanding.

As people mature, they become more independent,
inner-directed persons, and they want to retain
control over their decision-making processes.

The numerous nontraditional programs which are open
in the United States,‘require a high degree of
self~-direction in their stﬁdents, heavi;y involving
them even in the'planning of the degree programs.
Tt is important that the students be prepared for

more self-directing roles in their own learning.
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4. The main purpose of education must now be to develop
the skills of self-directed learning, to éncourage
self-inquiry for new knowledge and skills in a
rapidly changing society, and to provide mdre prb-
ductive educated citizens to our society.

In order to achieve these goals, educational programs
for adults should include skill buildihg,in the process of
planning, conducting and,evaluating their own 1e§rning'
activities. Each learner should learn to establish his/
her criteria of evaluation. To the researcher a performance '
contract is a means for the self-direcﬁed léarner to e?aluate
his/her experience. 1In thé performance contract, the learnef
sets up his/her own}goals; decides the 1earning activities
which should be taken to achieve thoée goals, and the
grade or value to be achieved oh the accomplishment of those
goals. The teacher will be a facilitator to the learhing
experience as well as a resourcevperson, if the learner
needs assistance.

Review of literature indicates that as individual
matures his/her need and capacity to be sélf-directing, to
utilize his/her experience in learning, to identify his‘own
readiness‘to learn, and to'organize his/her learning’around
life problems increases steadily from infancy to pre-
adolescence and_then increases rapidly during.adoléscence

(Knowles, 1973a, p. 43).
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The researcher believes that self-directed learning
shoﬁld be emphasized and students in every level of educa-
tion should be trained in the skills of self~direction in
learning. Granted, some people do not do very well in
self-directed learning situations. However, training will
lead to more success for those people before they are intro-
duced to self-directed'learning activities (see Chapter II
for more information). Therefore, involving students in
planning, conducting and evaluating their learning experi-~
ence as soon as they start school will maximize their chances

to be highly self-directed adult learners later.
Summary

The purpose of this chapter has been to provide a sum-
mary of the_probleﬁ, the procedure, andlthe major findings
of this study. In addition, conclusions were drawn from
the findings, implications, recommendations for further re-
search and practice in the field of educatien in general
and adult continuing education were cited. |

It was estimated that nearly every adult in this country
is involved in some form of adult education, which indi-
cates that the demand for lifeiong learning continues to
grow. It is important for professional adult educators to

recognize the characteristics of self-directed learners and
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to effectively plan to meet the challenge these character-

istics present.,
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A?PENDIX A: SELF-DIRECTED LEARNING READINESS SCALE
: ' AND ITEMS LOADING ON ITS: EIGHT FACTORS
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Items Loading on Facbdr 1s
| Love of Learning

_Item — losdting
47, Learming is run. : - ' g T2

5. I love to learn, - | | .69
45; I have a strong desire to learn new things, 61

v1." I'm looking forward to 1eamim as long as I 1ive, 59

46, The more I lea.rn, the more exciting the world ‘becomes. 59

175 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, a6
24, The people I admire most are always learning new things, Jil
49; I want to learn more so that I can keep growing as a

persons W59
31, I'1l be glad vhen I'm findshed learmings ' .55
51, Learning how to learn is important to me, | 51
53;. Constent learning is a bore, | | U5
54, Learming is a tool for 14fe, " 36

8, I believe that thinking sbout who you are, where you
are, and where you are going should be a major part of
every person's education, ca36

39, I think of problems as challenges, mot stop signs. ?3‘5

32, I'm not as interested in lea.m!.ng as some other pecple
seem to be, 933

26; I try to relate what I am learning to my long tem :
goslss . - \ 430
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Ttems Loading on Factor 28
Self-concept as an Effective, Independent Learner

Ttem ' _Loading
11; I cen 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 knows ok

27, I am capable of learning for myself almost anything I _
might need to knowy o 5k

575 I am an effective learner in the classroom end on my owng .53
10, If I discover a need for information that I don't have,

I know vhere to go to get ity k6

33 I don't have axw.problan with basic stnw skills, i3
13, In a learning experience, I prefer to take part in )

dexiding what will be learned and how, v o36

42, I beoome a leader in group learning situations, 45
25, I can think ot many different wsys to learn about a ,

new topic, o3

9. I don't work very well on gy owny _ 37

2, T know what I vant to lesrn; o2

4 If there is something I want to leaxrn, I can figure out .
a way to learn it, o3l



218

ITtems Loading on F_actor 33
Tolerance of Risk, Ambiguity, and Complexity in Learning

~Ttem _loading
297 T don't like dealing with questions where there is _
not one right answer, | 9
48, TIt's better to stick with the learning methods that . _
we know wlll work instead of alwmys trying new oness = &
75 In a classroom, I expect the teacher to tell all class .
members exactly what to do at all timesy M3
3¢ When I see something I don't undiretsmd I stay away )
from it N J3
19, Understanding what I read is a problem for me, s
4, I don't like challenging learning situations, = &0
23, T think libraries are boring places; 238
20, If I don't learn, it's not my feult, 36

22, If I can understand something well emough to get a good
grade on a test, it doesm't bother me if I still hava .

 questions about it, ¢33
12; Even if I have a grest ides, I ocan't seem to develop a

plan for making it worky = 31

6, It takes me # while to get started on new projects;‘ 31

9, I don't work very well on my oﬁl. ' - ' R

32, I*m not as interested in learning as some other pecple -

seem to be, , 38

53, Constant learning is a bore,’ ¢35

56, Learning is a tool for life, o - 32

31, I'll be glad vhen I'm ﬂ.m.shed loarning, 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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Ttems Loading on Factor 43

creaﬂuty :
Ttem . Loading
36, I'm good ajﬁ thinking of umsuel ways to do things, 63
30, I heve a lot of curlosity sbout things; J53
34, I like to try new things, even if I'm not sure how
_ they will turn out, 49
37. I like to think about the future, ol
43, I enjoy discussing ideass " 439
41, I'm happy with the way I investigste problems, | .‘354
26, I try to relate what I am 1earrd.ng to my long term
goals, - o35

39, I think ’of problans as challenges, not stop signs, | 33
25, T cen think of many different ways to learn about a

" new tople, ¢32
55, I learn several new things on my own each yeér.‘ 31
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Items loading on Factor 58
View of Learming as a lifelong, Beneficial Process

. _Ttem Loading
52, 01d dogs can learn new tricks, .50 N
56; Learning doesn't‘ meke any difference in my life, o5k
58, Learners are leaders, | 50
54, Learning is a tool for life, S
43, I enjoy discussing ideasy 37 |
49, I want to learn more so that I can keep growing '

as a person, ‘ .
55¢ I learn aev&al'pew things on my own each year, <30
Items Loading on Factor 6t
Imtiative :I.h Learm.ng
~Etem losding
40, I can meke myself do what I think I should, | 55
8, If there is something I have decided to 1earn, I can .
find time for it, no matter how busy I am,’ 2
58 Learners are lesders; o
41, I'mhappy with the way I investigate problems, 36
42, I become a leader in group learning situetions, . .32
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Ttems loading on Factor 73
Self-Understanding

_Iten ' ' Loading
21, I know when I need to learn more about something o52

16, I can tell vhether I'm learming 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 went to leern, I can figure out .
a wey to learn it, o3

8. I believe that thinking about who you are, where you - . -
are, and vhere you are going should be a ma;}or part

of every person's education, W0
55¢ I learn several new things on my own each year, 33
357 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 went to learn, » 30

Items Loading on Factor 83
Acceptance of Responsibdlity for One's own Learning

_Iten ' loading
15, Ko one but me is truly responmible for what I learn, 75
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APPENDIX B: INTERVIEW SCHEDULE, PROBE SHEETS AND
LEARNING PROJECTS AND SELF-DIRECTED,
LEARNING READINESS DATA SHEET
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s R INterview NO _

(Introduce yoursélf. Say, I am s graduste student at Towa State
University conducting a research in th-e{aéea of adult,leaming. My
research -is about peoﬁle énd the sorts of thing.they learn, Everyone
learns, but different people learn different things--- and in
different. ways, I am interested in listing the th.'mgé you hav'e‘ tried
to learn during the pést year and your potential learning needs so
that the Adult Biucation Department might be better prepared to help
the pecvle of Jowa,) _ | |
what is your age? Marital Status?.

How many children under 19 do you have"l

How man;w," years of formal education do you have?

what other types of training or education do you hay'e?

What is your profession or bccupation'?_

1, Obstacles to learning'

Many things stop people vfrou taking a course of study, learning-
a sk_ill, or following a topic of interest, Which of the following do
you feel are impbrtapt in keeping you from learning what yoﬁ want to .
learn? I td.l].f read them to you and you may select as mary as you would
_11k§ by indicating ®yes® or “no", | - '
___ Cost )
Not enough time
Hon;e or Job responsibility
| Amount of time required to complete a cours'é or program'

No information about where I csn get what I want

w—r. Courses I want are not scheduled when I cen attend
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— pr grades in the past

eI do not enjoy studying

' T do not have enough energy

No transportation avallable

I do not meet requirement to beg:ln a program

No place to study or prac_tice

Not confident of my ability

I do not know what I would like to learn

Friends or family do not like the idea of my taking courses
other R . o S

2. Learning grojectg »

" Now T an dnterested in listing the things you have tried to
learn during the pa#t year, When I say "leu'n % I do not jJust
mean learning the sorts of things that people learn in schools and
colleges I mean any sort of deliberate effort at Q._‘.l._ to learn
sométh:lng, or to learn how to do something, Perh&ps you tried to
got Some information or.lmowiadge---pr to gain new ;ld.lls oi improve |
your old ones--=-or to inérea:é your sensitivity or understanding or
appreéiation. Can you think of any effort;s like f.his thét you hav@
n;ade during the past 12 moh_ths'l | |
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(P) Try to think back over all the past 12 months « right back to ___
of lest year, I am interested in any del':!.bera"l-'.‘e effort you made to

" learn anything at all, Inything at all can be included, regardless

of whether it was easy or hard, big or little, i_mp&tant'or trivial,

serious or fun,

(P) It does not matter when your effort started, aé long as you have
spent at least a few hours at it sometime since last (month)

(P) We want to get as complete a{ 1list as possible; because we think
that people make far more attempts to learn than anyone realizes, We
can include any so’rt_-of information---knowledge---skill«--or
understanding ﬁt all that you have tried to gain---:just ‘as 1oﬁg as
you spent at lgast a few hours at it sometime during the past 12

months, What else do you recall? (Pause)

Now_, I have a 1list of some of the things people ioam. It may remind
you of other things that you have tried to learn during the past 12
months, Take as long as you want to read each word, and to think

about whether yqu have tried to learn something similar, (give the
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Interviewee Sheet NO. I, b)

" Now I want to find out a bit more about your methods of learning, I
| have a 1list of different methods that;‘people used to learn, This
1ist may help you to remember, Take as long as you want to rgad each
word, and to think about vhether you have tried similar methods, If
yéu think that you have tried to use similar methods write “yes¥,

if you have riot write "no*. ( Hand out Interviewee Sheet NO. 2 , )
After yéur seléctioh of your methods*of learning muld you please_ -
rank them in order by giving number "i® to th? most, “f'th“.l°“ E
iséd'in yo\ir 1§arning efforts during the last'yeaf and number %2%
to'the_ second and so forth, | | |

" 3. Content of Learning Project
During the interview if possible record the content of the

learning projects and classify it according to the Schemé below,
If necessary to record 'the content use the list beloiv as a probe '
1i3to

Qccupational ,Vocational and Professional ‘kggéf.mca :
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THIS INCLUDES: 1,

2,
3
b
s

Learning related to preparing to enter the labor

market

Onwthe-job training

Retraining for a shift in occupation
Basic literacy education

Graduate courses for certification

 PERSONAL OR FAMILY COMPETENCE

THIS INCLUDES: 6,

A

Role as parent, vﬂ.fe, hdmemake.r, such as infant or
child care, family plannihg, family ;felatiéns, |
money zﬁanagement, ete, _
Personality development, such as 'phys:lcai fitness,
anything related to mental gizd physical health,
driving lessons, etc, '

SOCTAL AND CIVIC COMPETENCE

THIS INCLUDES: 8,
_ ..

10,

11,

12,

Voting and politics .
Current events |

Commum.ty government
Community develooment

Civil defense

LEARNING FOR SELFFULFILLMENT

THIS INCLUDESs 13,

14,

15,
16.

Arts and crafts

Hobles and recreation
Music, dance, theatre

Religion, ethics, or moral behavior

Now I want to know a 1little bit moré about each of your efforts to
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learn, The questions are the same for each one, so a.fter the first

- one we will be able to move along quickly, .

b, Time | | |
Let's begin with the first one on the 1ist, It was your efforts

to learm __ , Here 1s a shoet that will help us 155:-_:1 nore

about your efforts, help us estimate the munber of hours that you = .-
spent at learning this, and he‘lo to determine tlre number of hodrs
spent at planning and preparing for that learning, (Hand him or her
the th:lrd sheet, ) |
Ask for a time .estimate in total number of hours. If the number :

of hours is below 14, check two criteria. First, % Wthin some sixe
month period during the past 'year, did you spend at least five hours
at the learning itself--that is, to gain knowledge and sld.il related
to the topic of interest, " Second, " mthin some six-month period or
shorter period during the past year, did you spend at least seven
hours .altogether on the lesrning effort? ¥ This seven honrs may .7 ..
4 irxciude the time you ‘spent for planning your learning, traveling‘for
.your'leaming and the learning itself, * If both criteria are met .. .-

write yes and proceed; if both are not met write no and move to the

question,

5. Reason for undertaking the project _
| In any of your efforts on the learning endeavor, was gredit any

part of your motivation?' That 1s, d:ld you hope to use any of your
learning efforts for academic oredit-~towards some degree, oertificate
diploma, or grade achieVement? (Pause)

Was any of your learning directed Atoward passing a test,
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examination, or course--or toward some license or a driving test?
(Pause) | | | |
Did you undertake the learning activity for your own enjoyment
or self-improvement? (Pause) |
"Was it toward s@e requirement ol ex:_amimition or upgraﬁing
related to a job? | -

(Pause and record it,)

6e Present status of lesrning project
which of these three answers best describes this particular

learning effort st the present times
(A) Not very active - that 1s, you hive dropped it or you have set
1'_(; aside for a while, _ |
(B) Définitely active = th#t is, you are definitely conti_nuing tﬁis
learning effort right now, and you are
. . spending about as much time as ever at it,
(C) Completedm—m that is, you have completed it. |

7. Degree of Satisfaction

Now for the knowledge and skill you gained in your learning : -
effort; please tell me your answers to these queétions. (Give ‘handout
sheet no, 4 and record -the t_hrée letters for each learning project,)

8. Planners o
Now we are going to think about your learning efforts and try to
_decide who or vhat was the director or leader, That is, who decided

what you would leern--and how you would learn--whenever you spent
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Some time trying to learn? Here is a sheet explaining wha‘t.'I mean

( She_;t Five ). (If no one resource wes primarily (51%) resﬁonsible,»
classify it as mixed, If the ihtg_rvﬁ.ewee does not seem to understand
or if you feel doutful about the resnonsé, ask who the particular
director or leader was, If you anticipate difficulty or if the
learner asks, sq'r» that we are interested in who £he leader was for the .

past 12 months rather earlier, )

" 9, Reasons for Choice of the &gé of the Planner

 In order to discover the ressons behind the choice of a |
particular type of planner, you can preve by asking ® was there
anything about this particular type of planner thaf. 1nﬂuqﬁc'a your
choice? Here is a 1ist of some of the reasons whieh.‘ might l_xaﬁ
influenced yéur choice, I will read them to you and you may select
as many as y&u would like by indicating "yes" orA "'nq".. .

Reasons for choice of the type of the plamér
oo Availability of classroom and materd al
Capacity of instructor |
Efficiehcy of method
Group attraction |
Employer pressure
Finangial economy
?resgu_re by an individugl'
Flpnbiiity of time | ’
' Subject 'matteg was appropriate for ‘this kind of planner |
The simpliéity of plan 'A |
Availability of material -
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Desire for self-plann_ed learning

Most convient |

Ease of subject

Evidence of ability to learn

Outside planner not available

Learning inarpropriate for outsidé b’lannerv
Urgency to learn

— Other

(Repeat for each learning project, recording the appropriate data,)
That completes the interview, Thank you very much for your
time and assistance. I think your efforts will help to make edncation

more meaningful in the lives of many adults,
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Miscellaneous Notes for Interviewers -

Do not interrﬁpt the person's list of 1earning‘ projects in order
to ask eriterion questions unless it is clear that the ﬁerson :ls'far.
off the track, Whenever theré is a long pause, tho.ngh, you niay waﬁt to
clarify the one or two or three possible lea@ng projects that have
‘Just been mentioned, Use all your ihs;ght.and questioning skill 1‘n‘
order to understand just whet the real fo,tv:us was, Try to become :
precise abéut Just what the person was trying to learh. Especially if
he or she selects one of the methods or sﬁﬁject_.s from our lists, try -
to get hin or her to use their own phrase rather than yours, Record
the desired Jmowledge and skill, the task or resggnsmnty, the
question or interest, or whatefrer the focus was,

Do not quarrel with the person's decisions and data, tut do
sometimes make .one or two attempts to ch‘egk his‘ or her undé;‘standihg
of the question or to clarify the answef; Recozfd any doubts yoﬁ havé |
about the responses you gef. | | | |

Whenever the person mentions some activity 6_r some area of 1ife
that you think might »haVe produced other learning projecté, too,
ask about this possibility, ‘ |
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- SOME THINGS THAT PEOPLE LEARN ABOUT

1, A sport or game; swimming; dmcing;‘ bridge
2, Current events; public affairs, politicss peace; biography
3. Seuing, cooking; homemaking, entertaining
‘4, Driving a car
5. Home repairs; woodworking; home improvement project; decoratihg _
and furniture . -
6. A hobby or craft; collecting something; _photograp}y
7. Raising a child; discipline; infant care; chilci's education
8, Nature; agriculturé; birds'
9, Mathematicsj statistics; arithmetic
10, Speed reiding; effective writings public speaking; voga_bulary;
| literature
11, Science; astrononxy} man in spsce
12, Health; physical i‘i'tness; posi'.ure; glothes; appearance
13, History; geography;'travel: some region, city, or neiéhborhood
14, Personal i’inances; savings; insurance; investihg; purchasing
something .
15, Psychology; effective relstionshivs with peorle; groups; lea&er-'
ship; socisl skills
16, Typing; data processing, mechanical skill
17, Some personal problem; mental health; an emotional problem, an
illness or medical condition
18, Various céreers; choosing an occupation; finding a job
19, Gardening, 1andscaping
20, Something related to a ;]ob or responsihility or decision .
21. Musical instrument; singing; music appreciation
22, Professional or technical competence; sales skilis; how tov

teach or supervise PRUBE SHEET NOo. 1
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SOME THINGS THAT PEOPLE LEARN ABOUT

23, Some aspect of religion; ethics; philosophy; moral behavior

24, Currenﬁ changes in‘society; the future: problems iﬁ éiﬁies;'
pollution; sociology

25, Relationship with the'opposife sex; mannefs; mérriage; relation;A
ships within the family | |

26, Art; painting; architecture; the opera; movies; television

.27, Business menagement; economics; business"‘

28, Sensory awareness; human potentialj comunicgtion; under"sta.n‘c‘iing
oneself; efficiency

29. New techniques; a new wﬁy of déiné somethipg} an 1nnoVatidn

3.0; Spanish; French; some other language

. PROBE SHEET N0, 1 (contimied)
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SOME METHODS OF ADULTS LEARNING

GOING RIGHT BACK OVER THE PAST YEAR, CAN YOU RECALLL ANY TIME YOU

TRIED TO LEARN SOMETHING Bs

_ READING A BOOK, BOOKLET, PAMPHLET, LETTER, ENCYCLOPEDIA,
NEWSPAPER OR MAGAZINE?

—— ASKING AN EXPERT SUCH AS LAWER, DOCTOR, COUNSELOR, THERAPIST
SOCIAL WORKER, COACH, PRIVATE TEACHER, OR FINANCIAL OR TAX
ADVISOR? |

—— ASKING QUESTIONS OF YOUR FRIENDS, RELATIVES, NEIGHEORS, OR OTHER
PEOPLE?

__ ATTENDING A CONFERENCE, DISCUSSION GROUP, A WEEKEND MEETING, OR
OTHER GROUP MEETING? . |

___ ENROLLING IN A CORRESPONDENCE OR TV COURSE, OR THROUGH RADIO OR
TAPE RECORDING?

___ PROGRAMMED MATERIAL? |

— DISPLAYS, RXHIBITS., MUSEUMS, OR GALLERIES?

HAVE YOU LEARNED IN A:

. ADULT EDUCATION CLASS, SCHOOL, COLLEGE, OR UNIVERSITY?

___ COMMUNITY ORGANIZATION?

—_ GOVERNMENT PROGRAM?

___ CHURCH OR SYNAGOGUE?

___ COMPANY, FACTORY, OR OFFICE?

— AN EXHIBITION, uusmiu, ART GALLERY, OR LIBRARY?

___ EDUCATIONAL TRIP, TOUR OR TRAVEL GROUP?

___ CLUB,OR AN INFORMAL GROUP? |

___ CAMP OR RETREAT SETTING?

PROBE: SHEET N, 2
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1, We need your best guess about the total amount of time you
spent at all aépects of this particular learning during the past 12
months, | , A

Please include the time you spent reading -'..-listenihg'---
observing---or learning in some other way=--- if your maip purpose
during that activity was to ga;ln and retain cartain lﬁowlédge or
skill, In other words, we will include all the times during which at
least half of your total motivation was to gain certain knowledge or
skdll, and to retain it until at least two days laters -

.‘ In addition to the time you spent at thé actual learning itself,
please include all the hours that you spegt, during the past 12
months, at deciding sbout the learming, planning the learning, and
preparing and arr'.anging for it, This can' include any time spent at
deciding_ how to le#m---deciding where to g'et-heip---seekingk advice |
ai:ouf. these. decisions .(from other people or from printed materials);--
traveling to some of tho l'earning actiﬁties, sﬁ’ch as a meeting or
practice‘ session orllibrary-f- arranging appi-opriate condit;on’s for
1ea;~ning--- choosing the right bbok'or person for thg actual learning-
- obtaining that book or reaching that person, |

Of course, you cannot remembex" exactly how many hours, so Just
give your best guess, If you ﬁish,v Just choose the closest .nnirxber '
from the following 1dsts 1 3 6 10 20 4 70 100 140 180 or

more,

' PROBE SHEET:N0,..3
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1, Please think for a moment about how much knowledge,

information, and understanding you’ gained és a result of this one
learning project-~ or think about how much your skills and habits
improved--or how much your attitudes or sensitivity changed, |
would you say that altogethers | |
(A) you learned a large amount or changed a great deal;
" (B) you were about halfway between (A) and '((_:); or
. (C) you just changed or lesrned a 1ittle,

2, How enthusiastic have you been about having’ this new :
knowledge and skill? | | |
(F) very enthusiastics -
(G) quite enthusiastic or fairly enthusiastics
(H) not especially enthusiastic, | B

3. Let's set aside your own benefits for a moment, and ldok at
any benefits for other people, Your new knowledge and skill might hafe '
been of some.benefit to &our family, your friends and relatives, your
boss, your company or orgsnization, your field, or even to people who
1live :lvn other places, | .

To what extent did the knowledge and skill you gained provide
some benefit to people other then yourself? | ‘

(J) to & fairly large extent;

(K) medium (about halfway between J and L);

(L) only to a small extent,

PROBE SHEET Ny, 4
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There are four different sorts of blearning ei‘forts,_ according
to who direct them, That is, a person's efforts to learn can be
classified according to who was responsible for the dax-to-daz .
planning, We have to look at who plnnned or decideed exsctly what and
how the person should 1earn at each session, For example, who
decided what the person ehould read or hear, or what else he or she :
should do in order to learn? ' '.
i, Groug’-glanned learning
In some learning projects, you may decide to attend a group and
let the group(or its leader or instructor) decide yhat and how you
learn during each eession. A group may be lectures, study groups,
'workshops, an informal groups, or conrerences. |
26 mhto-one learning. _ | |
| In some learning projects, the planning end deciding of what to
learn and in _what order is handled by one perscn, ‘who helps the
learner in a one-to-one situation, Thet is, there is fone helper
(or inetructor, teacher, expert, or friend) and there is one learner,
These two persons interact usually face~to-face, although it could be
by telephone or by correspondence. Even if 2.4 learners were receiving
individualized attention from one other person at the same time, it
would be included here,
3; Material Resource 1eerning
In these learning projects, the major part of the detailed
direction on what to learn and what to do at each session residee in
eome material reeource, .object, or nonhuman resource, A prcgramed
instructicn bcok, a set of tape recordings, or a series of TV

programs are examples, The learner follows the programs or materials

and they tell him or her what to do next,
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PLANNERS

4, Self-planned learning

Ih other lesrning projects, the learner him or herself retsins the'
major responsibility for the day-to-day planning .and decision-making,
He may get advice from various people and use a variety of materials
and resources, but he retains thg responsibility for déoiding what
activities to try next, what to read, and wha.‘l’; skill or knowledge
should be next in the sequence, Instead of turning the Jjob of planning

over to someone else, he makes the day-to-day decisions a.'lone..

PROBE SHEET M. $ (contimed)
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LEARNING PROJECT DATA SHEET

Description Code Column
Interview ID ' 1 _
Card Number —
Sex 1~ Male -—
2~ Female _ :
Race 1. Caucasian 3- Asian 7 -
2- Negroid U4 Other
Age Actual _ A 8-9 _
Maritsl Status 1~ Married 10 __
2- Married/widowed |
3- Siﬁglo
4~ Divorced/separated
Number of. children under 19 Number 1
Years of formal education 1. Under 8 th grade - 12 __
2« &-11 th grade .
3~ High school graduate
4. Some collége |
5. College graduate
6« Graduate training
Other training 1. Vocatioml/tochnical 13 __
| school

Profession or occupation

2. On the job training

‘3= Correspondence study

4. Business school

. 5=« Other

i. High exec,/Major professioml W __
2. Business manager/ lesser

professional
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Description Code Column

3- Administrative Personnel

4. Clerical, Sales, Technicians

5- Skilled Msnusl Employee

6- Machine Operator'/gem skilled
7= Unskilled

8- Homemaker

9- Students

Other = e e 0 e B e e e

Cost mecomcmmcncaacaaa- -— ——— - 15 —
Not enough time —eceecmamccma e 16 __
Home or job responsibility - 17 __
Amount of time required to complete a course orj- program 18 __
No informstion sbout where I can get what I want === 19
Courses I want aren't scheduled when I can attend ----- 20 __
Low grades in the past - 21 __
I do not enjoy studying - ' 22
‘I do not have enough energy . - 23 __
No trénﬁport;atiofx available ——— 2y
Ido not meet requirement to begin a program weeeee-- - 25 __
No place to study or practice 26 __
Not confident of my ability ‘ -— 27 5
I do not know what I would like to ieam ——— 28 __
Friends or family do not like the idea of my taking

courses . ‘ ‘ - A29 -—
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Description Code Column

2~ Learning Project list

Methods of Adults Learning 1a Yos 2~ No
Reading a book, booklet, pauphiet, letter, encyclopedia,

newspaper or magazine 31. —
Asking an expert such as lawyer, doctor, counselor,ect,... 32" _

Asking Qnestd.ons of your fﬂ.ends, relatives, neighbors.

or others : - 33 _

Attending a conference or group meeting ‘ W

Enrolling in a correspondence or IV courses, through

radio or tape recording ——— 35 -
mgrammed materisl  cee--- R — 36
Dispiays,, exhipits, mﬁseﬁms, or gelleries cacemecace-- 37
Adult ed class, 'schoo].‘, college or university -----;- 38 __
Communi ty organizétion - 39 __
Government program : 40 _
Church or synagogue . - S
coﬁpany, factory or office ' ‘ - - 42 .__
An eihihition, museum, art galleryé. of library oe--- 4 __

Educational trip, tour or travel group b
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Present status 1. Definitel¥ active

Description Code Column
Clup, or an informal group 45 __
Camp or retreat setting - k6 __
arning project information
Mumber of occupationsl, vocationsl projects  --- Wp48
Number of person?l, famiiy projects R —— 49-50 __ __
Number of social, civie projects _ 51
 Number of lesrning for self-fulfillment projects B 52253 __ __.
Learning pfoject # 13 ( Card twoj 14, ) 5 2
Estimated number of hours/pro;ject number 6-8 _ __ __
Primary reason p Toﬁard academic credit 9
2~ Toward certificationr
3= Job 4= mjoynént 5- Mixed
' 10 _

2. Not very active 3- completed

Degree of satisfaction
How much knowledge

or chenge a great deal

i. You learned a large amount

o1

2= You were about half wsy

between (1') and (3)

3= You just changed or learned a little

‘How enthusiastic 1= Very enthusiastic

2- Quite enthusiastic

12

3= Not especially enthusiastio

Benefits for other

la To a fairly large extent 13

2« Medium about halfwsy between

(1) and (3)
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Description Code

3- Only to a small extent
Type of the plamner 1. Group-planned learning
2~ One-to-one learning

3= Material resource learning_

4. Self-planned learning
5= Mixed

Reasons for choice of the type of the gllanner 1. Yes 2. No
15 __
16"

Availabdlity of classroom and material eecee-ce-ee

Capacity of instructor

Efficiency of method ' e

Group attraction

Ewployer pressure

. Financial eéonony

Pressure by sn individusl . _ -
Flexibility of time - ———mmm————

Subject matter was appropriate for this kind of

planner - -

The simplicity of plan
Availability of meterial

Desire for self.planned learning

')(p st convient

Ease of subject

Evidence of ahil_ity to learn -

Out.sido planner not available

Learning inappropriate for outside plammer «ee--

Urgency to learn -
oth.r . - - e e

Sources of subject matter 1. Group, group instruction

17
18
19 _

20

21

22

23
24
25

26
27
28
29
30
31

3

33

34
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Description Code

g
g

2a Friend,relative, neighbor
" 3« Expert 4. Books, pamphlets,
newspaper 5= programmed iaterial
6- TV, radio, correspondence, tape
recording = 7- Displays, exhibits,

museums, gaslleries

#2

35437 .. W__ w__ 55__ 61 __

38 . W _ 50_ 56_ & _

39 — b5 __ 51 __ 57 _ 63 __
40 _ w6 __ 52 _ 58 _

! - W __ 53 __ 59 __

) - 48 __ sk __ 60 __

#3 (card 3)

68 _ _ . h_ 20__ 26__ %2 _

9 — 15 . 28 __ 27 __ 33 __

10 — 16 . 22 __ 28 __ W __

- 17 . 23 _ 29 __

12 — 18 __ 24 __ 30 __

13 -— 19 _ 25__ 31 __

+ 4

3537 . W __ WM S5 6
38 — uo 50 __ 56 6 _
39 — b5 __ 51 _ 57 63 _
ko — w6 2 _ 58

41 — 47 3_. 59

42 48 s4 60



Description Code

# 5( card 4)

68 __ __ __ W __ 20__ 26__ 32 __

9 - 5__ 20__ 27 33_

10 16 22 __ 28__ W _

11 - 17__ 23__ 29 _

12 — 18 __ '24_ 30 __

13 — 19 __ 25 __ 31 __

6

3537 _ . ke __ W __ 52 _ 57_ 62 _
38 — B_¥8_ s5_ 8_ 6_
39 - My _ b9 _ SH__ 59 _

40 _ bs . 50 _ 55 __ 60

" _ 46 _ st __ s6__ 61 _
#7(card 5)

6-8 _ _ . 13 __ 18 __ 23 __ 28 _ 33 _
9 - W __ 19 _ 24 __ 29 __ M _
10 15 __ 20 __ 25__ 30 _
1o 16 __ 21 _ 26_ 3 _

12 _ 197 __ 22 _ 20 _ 3 _

¥ 8

N R ST & _
38 — b3 _ 48 __ 53_58— 63
¥ - W ug_ e P

40 —_ 45 _ 50 _ 55 60 __

u - 4 _ s 56— 61




Description Code Column
#9 (card 6)

6-8 __ __ __ 13 _ 18 __ 23 __ 28 _ 33 __

9 __ 1 _ 19 __ 2b__ 29 __ W __

10 __ 15 __ 20 __ 25__ 30 __

11 _' 16 _ 21 __ 26 _ 31 __

12 — 19 __ 22 __ 27 __ 32 _

#$ 10

3537 _ __ R _ W __ 52__ 57_. 62_
38 - 43 __ 4B __ 53 _ 58 __ 63 __
39 — W . 8 54 59

40 w5 so_ 55 60 _

5] . W _ st __ 56 __ 61 __

# 11 (card 7 ) ,
68 _ __ __ 13 _ 18 _ 23_ 28__ A _
9  _  wh__ 19__ 24_ 29_ M
10 __ 15 20__ 25 __  30__

1. _ 16 __ 21 _ 26 __ 3 _

12 — 17 _ 22 __ 27 32 _

$ 12

30537 . R_ WM_ R_ ST 6&__
38 — 43 _ 48 __ 53__ 58 __ 63
39 — b W9 __ sk __ 59

ho — bs _ 50 _ 55 __ 60 __

41 _ b6 __ 51 __ 56 __. 61 __
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4o

Description Code
# 13 ( card 8 ) ,
6-8 _ __ __ 13 _ 18 _ 23 __ 28__ 33 __
9 _ i __ 19 __ 24 __ 29 __ 34 __
10 _ 15 __ 20__ 25__ 30 __
% 16 __ 21 _ 26 _ 3 __
12 _ 17 __ 22 __ 27 __ 3 _
$ 14
3537 R W _ 2__ 57 6 _
38 __ M3 _ 48 _ 53 _. 58__ 63 __
39 — W__ w9 sk__ 59 _

. ws_ s0__ s5_ 60_
i1 _ W _ 51 _ s6__ 61 _
# 15 ( card 9 )
68 _ _ _ 13_18_ 23 _ 28__ 33 _
9 -— W __ 19 __ 24 __ 29 3 __
10 _ 15; 20 __ 25 __ 30 __ |
1 __ 16 __ 21 __ 26 __ 31 _
12 _ 17 __ 22 _ 27 __ 32 _
# 16
3537 . R __ W _ s2_ 57_ 62
38 — W __ u8__ 53_ s58_ 63
39 - W oy S 59
4o . W5 __ 50_ s55__ 60 _
41 - b6 __ 51 __ s6__ 6L __




3.

7

8.

9

10,
11,
12,
13,
14,
15.
16,

17.
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SELF-DIRECT ED LEARNING READINESS DATA SHEET

Describtion Eptin
SedfiDirected Learning (card 10; 1.3) 4b
1, I'm looking forward to learning as long as
... I'm living
kg "J
2, I know what I want to learn ) 7
When I see something that I do not understand
I stay away from it, ‘ 8
4, If there is something I want to learn, I
can figure out a way to learn 9

5, I love to learn | 10
6, It takes me a while to get stu'ted on new

_ projects 11

In a classroom, I expect the teacher to tell =71
all ‘class members exactly what to do at all’
times, 12

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 13

I den't work very well on my own 14
If I d:l.seonr a ne§d for information that

I don't have, I know where to go to get it, 15
I can learn things on my own better than

most people 16
Bven if I have a great idea, I can't seem

to develop 2 plan for making it work 17
In a learning experience, I prefer to take

part in deciding what will be learned and how, 18
Difficult study doesn't bother me if I'm
interested in something, 19
No one but me is truly responsiblo for what

I learn 20
I can tell whether I'm lenrning aonothing '
well or not, 21
There ars so mony things I want to learn that

I wish that there were more hours in a day, 22

L sa, N

[ s vy '.-;:"‘ ? gk € ~ iy

Col umn



Describtion NP

18, If there is something I have decided to learn, I
can find time for it, no matter how busy I am,

19, Understanding what I read is a problem for me,

20, If I do not learn, it's not my fault,

21, I knew when I need to learn more about something,

22, If I can urderstand something well enough to get
a good grade on a test, it doesn'’t bother me if
I still have questions about it,

23, I think librsries are boring places,

24, The peeple I adnd.re most are always learning
new things,

25, I can think of many different wiys to learn
about a new top:lc. '

26, I try te relate what I am learning to wy long~
term goals, . ,

27. I am capable of lesrning for wmyself almost

250

‘ mt.hing I might need to Imow,

28,
29,

30.
3.
32,

33.
34,

35.

36.
7.

23
24

25

26

27
28

29

30

31

32

I really enjoy tracking down the answer to a uestion
question, 33
I don't like dealing with qnest‘lons vhere there

is not one right answer, ' 34
I have a lot of curiosity about things 35
I'11 be glad when I'm finished learning 36
I'm not as interested in learning as some other
people seem to be, 37
Idon't have any problem wdth basic study skills 38
I like to try new things, even if I'm not sure ‘
how they will turn out, _ 39
‘I don't 1ike it when people who really know

what they are doing point out mistakes that

I am meking 40
I'n geod at thinking of unusual ways to do things, 41
I 1ike to think about the future, | )
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btion

38, I'm better than most peeple are at trying to find
out the things I need to know,

39. I think of problems as challenges, not stepsigns.
40, I can make myself do what I think I should,

41, I'm happy with the way I investigate problems,
42, I become a leader in 'group learming situations,
43, I enjoy discussing ;&oasu,

44, Idon't 1like challenging lesrning situstions

45, I have a strong desire to learn new things,

46, The mere I learn, the more axciting the world becomes, 51

47, Learning is fun,

48, It's bettur to stick with the learning methods that

52

we know will work instead of always trying new ones, 53

49, I want to learn more so that I can keep growing
: as a persen,

50, I am respensible for my learning- no one else is, .

51, Learning how to learn is important to me,

52, 01d dogs can learn naﬁ tricks |

53. Constant learning is a bore,

5l Learning is a tool for life,

55. I loarn“ several new things on my own each year,
56, Learning doesn't make any difference in my life,

57 I am an effective learner in the classroom and on
ny oW,

58, Learners are leaderé.

54
55
56
57
58
59
60
é
6
63
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APPENDIX C: SUMMARY DATA OF LEARNING PROJECTS
"RESEARCH ' ‘
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A comparison of summary data from six research

studies on learning projects

Data description %ﬁ;&)&l %‘%2) : ?;I:;;x)z v
Number of learming
projectss
Mean 7.19 8.3 9,78
Median 7.0 8.8 9.lt5
Range . 2.21 020 416
Peroent of parbid.pation ‘_ .
totays © Podecte 1008 965 100%
Current status of
projectss . .
Active 75:31% 664 79.44%
Inactive/completed 21&.69% 34 20,59%
Credit status of |
projectss
Credit 3,088 1% 10,765
Non-credit 96,91% 99%. 89.20%
Type of plafmeﬂ_
Selfwplanned 72,22% 68% 78.09%
Group planned 14,81% 124 15,80%
Onexto-one 8.33% of 5.71%
Resource planned | 1,85% 3% - Jhof
Mixed 2,78% 9% —
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Summary table (ocontinued)

Data description Peter and Gordon Benson  Hiemstra
(N=li66) (N=50)  (N=R14)
Number of learmhg
projectss
Mean . ) 3.9 . ' 406 - 3.3

Range - 0=19 0=31 1.9

Percent of participation .
in learning projects ' .
activitys 95% 9k 83,54

Current status of
projectss ‘
Active ‘NoA A, 756
 Inactive/completed nA NA 25
" Credit status of projectss o
Credit Nods NA W
Nonmoredit NoA  NeAe 968
Type of planners . o |
Self-planned o 2 - 70% 556
Group plammed 11% - 288 20%
Oneato=one | 6% ¢ 1 10%
Resource planed 1% 2% "3

Mixed 5% - 108
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APPENDIX D: HUMAN SUBJECT COMMITTEE
' APPROVAL
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INFORMED CONSENT

Purpose and Procedure '

This fesearch is.about peopie and the sorts ef things they "
.leapn; Everyone learns, but differeet people learn different things—
and in different ways, I am interested in intervieuing‘yeu for -
approximately'ene hour to find out your learning'activities during the
.past year and your potential learning needs so that adnlt'edﬁcation
might be better prepared to help the people of Towa, For examtle; I
might ask you to read some statements about your learning'efforte
du:ihg the last year and give me your'answers. Whenever you are asked
to read, if‘you.hawe any question or-you can not read them, please
tell me as we go along, You will not be 1dentified ‘by. name, Informe.
‘ation will be kept confidential. ind you may udthdrew'coneent.and
discontirme participation at any time, If you have any questions,

' please ask them at any time dur:lng our discussion. A

I have read the above statements and voluntarily agree to -

participate,

Name

Date




INFUNTIALIUIN VI INE woh Vi LIV wudw s om cee o s

{OWA STATE UNIVERSITY
(Please foliow the accompanyling ln;truct!ons for completing thls form.)

- (::) Tltle of project (please type): _An Investigation of the Learning E:ngpts
Among Adults of Low ‘and High Readiness for Self-Direction in Lea

. <::) | agree to provlde the proper survelllance of this project to lnsure ‘that the rights

and welfare of the human 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.-

Hassamr Awatif Mohamed Ju_lx’.z-zg - A WW . }7/ AS; M

Typed Named of Principal Investigator  Date - Stgnature of Principal Investigator

1420 Hawthorn . 292.1093
Campus Address . , Campus Telephone .
<:::) SIgnatures of'others (lf any). o Date | Relatlonsh!p to Prlncipal Investlgator

ATTACH an addutlonal page(s) (A) descrlblng 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 before subjects can participate -
Samples (blood, tissue, etc.) from subjects o ' 'lgtgﬁ?l o
Admlnlstratlon of substances (foods drugs, etc.) to subJects _T'fA
Physical exercise or condltlonlng for subjects -
Deception of subjects '

Subjects under 14 years of age and(or) [:] SubJects lh -17 years of age
Subjects in Instltutlons ~ . : . R

DDDDDDDD

Research must be approved’by another Instltutlon or agency

(::) ATTACH an example of the matertal to be used to obtaln lnformed consent and CHECK
which type will be used , . . , .
Signed Informed consent will be obtained.

] Modified informed consent will be obtained.

: " Month. Day VYear
Antlcipated date on which subjects will be first contacted: _August 1 79

. Anticipated date for last contact with subjects:

(::) If Applicable: Antlclpated date on which audlo or visual tapes will be erased and(or)
identifiers will be removed from completed survey instruments: : .

. Participants will not be identified bty name, | Month Day Year
Sign?ure /17(:1 or Chalrperson Date Depaanent r Administrative Unlt

/2%

—--——— ----—---.--n--—---n—------------------— 0 0 a0 a0 22 2 s 00 o s vn o o o

[_] Project Approved [] Project not approved [J No action requlred
George G. Karas . o o
Name of Committee Chalrperson Date STgnature of Committee Chairperson
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