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The view of adults as autonomous individuss wh: sell
directedness in their learning has long been advosae- ~olm Enowles
and other supporters of andragogy. However, others, 1 | .1ag Stephen
Brookfield, feel that many adults enter formal learning dependent on the
instructor, either unable or unwilling to design ¥/ own learming
activities. This study attempted to test the andimgegica! sssummptions about
adult learners at the college preparatory level.

Data were collected using both a questionmmsi=~ 2nd fecus group
method. Ninety-five questionnaires were adminissered o full-time students
new to the College Preparatory Program to gather dessegraphic and
attitudinal information, and to establish the degree of similarity ht.wnn
the general new student population and focus group participants. The
focus group interviews obtained participants' perceptions of themselves as
learners, the institution, and instructional techniques over a 13-week term.
A group of 10-12 new students was created from sach of a basic,
intermediate, and senior level of the program (n=33). Participants were
ﬁddtbﬁtﬁﬁn‘hmhwﬂmﬂhwwﬁi
ﬁﬁﬁiﬂ:pﬂ-ﬁdpﬁ-ﬁum ﬁ-&mmmm
replaced to some extent by increased self-confidence, self-reliance, and
Mﬂmmmmmm
mm
described by Pratt (1988), and Merriam and Caffarelia (19901). However,
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CHAPTER ONE
THE PROBLEM AND ITS SETTING

The literature in adult education lacks consensus in regard to the
degree of self-directedness of adult learners. Although theory postulates
that adults have a tendency to move from dependence to independence,
and have a deep need for autonomy (Knowles, 1980), some writers
suggest that independence and autonomy are situationally determined
(Pratt, 1988). Learners usually begin a learning experience in a
dependent mode, and may move toward independence as their
familiarity with the environment and the content increases. However,
instructors often plan courses well in advance of their delivery, choosing
instructional techniques on considerations of content rather than of
learners. Instructors also tend to see learners as they first appeared,
rather than as the more independant learners they may have becoms,
and continue to employ instructional tachniques which hinder growth
toward independencs. hﬁmﬁnmhm&m
dependence or independence would be useful to guide instr
design choices.
issue for adult educators, as well. Adult learners at the college
preparatory level, although nomous in many aspects of their lives,
mwmmmhmm Students in
ABE/GED programs are prone to withdrawal or failure at rates
reaching in excess of 60 percent in Amarican programs (Quigley, 1993;
a combined withdrawal and failure rate of approxizastaly 30 percent in
the 1903 academic year. Informetion regarding students’ perceptions as
they enter and progress threugh a college upgrading pregram may be of
assistance in helping institutions facilitate student learning,
persistencs, and success.

a comprehensive pregram review in Juns, 1900, which peinted te &
number of the department’s strengths in the previsien of edusstion




services for adults. The program review was conducted as a matter of
college policy and followed a format required by that policy; however, the

Since a less traditional program review may gain better

1880, p. C-1)

This study would provide some experience with an alternate method of
inquiry.

The external evaluators further recommended that the College
Preparatory Program m-mdmm&nﬁﬁh
adult learning . . . to assist CPP in the incorporation of adult education
m (Mitd.,lm.ﬁ.l) mmmm:mm

ﬁimnﬂ—pﬂhﬁsmﬁhnm
What are the perceptions of freshman college preparatory students
mmm%m%&
effective instruction as they experience their first term of the College
mmgumm@r
The problem was addressed by answering the following questions:

1. What are student perceptions sbout themeslves as learners as

progresses?




8. To what extent do student perceptions reflect dependent or
) ent attitudes toward their studies?

This thesis will try to avoid jargon; however, some terms should
presents terminoclogy and abbreviations used in this thesis discussion.

College Preparatory Program: A formal program of high school
preparatory and high school equivalency courses offered at
Equivalency Diploma or upgrading for entry into specific
trade, commercial, technical, college or university
programs” (Storvik et al., 1990, p. 16).

ﬁm *bh“hﬁndmumgm
p. 18).

Instrustional techaiques: The spproach employed to accomplish the
learning task, such as lecture, small group activity, role
play (Verner, 1964).

Delbecq and Andrew Van de Ven, summarized briefly as

for sthers to read until all ideas are presented. Each peint
is then discussed for members to understand and evaluate.
(Delbecq and Van de Ve, 1978)



after several years away; usually 34 years of agc or more.

Part-time student: A student enrolled in only one CPP coursse.

Traditional-age student: One who has an uninterrupted ssquence of
formal education, other than short departures; usually

between 18-24 years of age.

8 highor education context in his writing, much of what he says is
ﬁﬂ.hudhﬂ'mwﬁmh“—
“ﬁ—inﬁﬁﬂﬂﬂiﬁh_—ﬁﬁ
and fears a8 the nen-traditiensl higher edusation students Appe
mmmuuhm




by traditional-age students. This study provides some insight into the
ways college preparatory students could be treated.

One way to learn how adult learners should be treated is simply to
ask them about their preferences. Education literature reveals many
cases in which qualitative studies have been employed to gather
points out, ‘what it means for participants to be in that setting, what
thdrlivumiih ivhitilﬁn’jﬁﬁfm whiuhdrm-nhnm

IHB) Amﬂn(tam(lﬁ)
there has been a growing interest among many educstional
mmmm dimtpampﬂm.d‘thdr

umnwnmhﬁummw-m

as it is to study how teachers view their students’ learning. (38)
mmnmhnuh.ﬁnmmmm Low levels of
educational attainment and student sttrition are national issues
hﬁudﬁthﬂ-hﬁﬁiﬁﬁu
mm-m-ummem
- ated workers. The faderal and previncial
ﬁwh““hcﬁﬁndmm&.
deﬁ-wn-‘mhﬂ-&h-—t

mm“—m-m.nmmm
can play a rele in upgrading the werk farce. The College Preparst
Pregram at RDC, mﬂ-mu—-mm
aﬁj “at risk"” students and therefore runs a higher chance of lesing
thess students. Ressens for the higher risk include a student prefile of
“hh&d“pﬂ:ﬂmud
povesverance, low sslf-estesm, and 00 forth (Biervik ot al., 1900, p. §1).




instructional delivery design which cons
of adult students.

In many cases the instructional approach in adult upgrading
many learners, who "dropped out,” found to be unsuccessful in their
method and recommended "CPP should investigate ways in which
alternate teaching strategies could be adopted” (Btorvik, Paradis, Weir,
Jeske, Gwin, 1900, p. 65). This study attempts to describe alternative
approaches by seeking the students’ own preferences regarding the
manner in which their education may be designed and presented. Such
information may help the College Preparatory Program in particuler,
dnﬂtcﬁﬂnmhpﬂ.m:mmw
learning envirenment for students and inculcate in students a move
pﬂﬂummmmw

Attritien has recently becsme an acute issue for Alberta college
sdministraters as well as instructers. The per capita funding grant, as
of July 1, 1901, is based en enreiment figures st the end of the scademic
term rather than on the mid-term enrelment count, as was previcusly
the case. As well, budget reductions instituted by the Klein government
bring increased emphasis en cost-effsctivenses and accountability in
postsscendary education. At Red Desr College, the College Preparatery
Pregram serves shout 478 full-time equivalent students per term (550 te
@00 learners), of which appreximately 70 percsnt continue en to further
-hﬂﬁ. ﬁﬁﬁ-ﬂ—lmﬂmmm

pparaber Hhunﬁﬂhl—“m
contepls. This study provides a time-apecific and plase-epesific realily
tast of these assumptions. This infirmation in turn may help the
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adult learners. Such information may have implications for the CPP
student orientation program and for professional development thrusts
within the department.

Delimitations of the Study

This study is delimited to full-time freshman college preparatory
students at Red Deer College who registered in the Winter 1903 term
beginning in January, 1992. Students enrclled part-time or registered in
learning experiences of adult upgrading students; it does not take into
acoount any evolution in student awareness beyond the time span of the
colleges or programs, according to the usual interpretations of
mmmhmmmm(im)m
"naturalistic generalisation” or "reader or user generalisation” (pp. 176-
™.

w-&-m,—-ﬁ “—dhﬂ.ﬁ
mﬁs-ﬂgumm
m‘ﬂ“m&mmh
based upen a Mmited perception of the cellege envirenment,
techuiques.




4. Since the researcher is the "prime instrument” for data
enﬂnﬁm.hi:dqruofﬁﬂnmhhﬁimr.hhvﬂm.
cal orientation, and interaction with subjects will

hnmcﬂhﬂnﬁbouﬂcﬂlnﬁonmdmﬂm

6. This study employs a semi-structured interview approach,
therefore exerts some restrictions on amount of available data.

7. The nature of group dynamics affects the data by drawing out
and expanding some types of information and inhibiting other
types.

8. ﬁﬁdmhhhh;mmwﬁmﬁ-iﬂmnﬂh
typical students with typical perception

m-m

3. Although students at the cellege preparatory level may not be
“expert consumers” dwm&m
formal education, experience in the college program, and life
experionce will have given them some background upen which
to base their preferences.

_
triengulation, and crestion of an audit trefl (pp. 175-173). ﬁ&nﬁ
each interview bogan with a dissussion of the purpess of the study. Asa
means of enhancing the validity of the study, students were provided




with an oral summary of their statements, which they were invited to

revise, at the close of sach topic during the interview. In this manner,
the interviewsr's accuracy in summarizing the discussion was checked
with participants.

As a form of triangulation, students were asked to keep a learning
Journal, such as that suggested by Brookfield (1990), to record their
journals, a copy of which is included in Appendix F, were to serve as a
personal check and review of the evolution of the student’s thoughts. The
questions in the journals were used to structure the second round of
interviews. Students in each group were asked to privately review the
comments they made in their journals in preparation for group
discussions. Such review should enhance the expression of individual
perceptions during the interview to counter the tendency for participants
to agree with a strongly voiced viewpoint or group consensus.

Student permission was obtained to use the journals as additional
data for the study. The time allocated for the interviews may not have
permitted all an opportunity to voice their thoughts, or individuals may
be hesitant to do so during the interview. A review of the journals

uently would have provided additional information as well as
 the content of the discussion. However, too fow
mw&m“ﬁ-ﬁmhmwﬁin
an additional data source.

Students wers also given an epportunity to have & final say
regarding their perceptions of the topics discussed over the term. These
perceptions were to be submitted to the ressarcher in written form by the
ﬁdilﬂhﬂﬁdﬁgbﬂnm mwﬂmm“

hhrvhin.

Extornal validity can be established through a member chook, by
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demographic questionnaire helps to establish the typical nature of the
study group in relation to the cohort of freshman CPP students. These
techniques were employsd to establish internal and external validity.
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CI-!AP'I'ER” PTEI ']WQ

g
This chapter outlines background information regarding adult
education; as well, it provides a theoretical basis for the ressarch
methods employed in the study. This discussion does not attempt to
define adult education or discuss the controversies in the field, but
rather selects sources which develop topics pertinent to the ressarch

question.

Andragogy and Pedagogy in Adult Education
Learning theory in adult education draws from the various
schools of general education, such as Skinner's behavioristic approach
to learning, Piaget's cognitive theory, and the humanistic approach
ngﬂiﬂﬂﬂﬁﬂ‘m&mn These theories were
initially applied in the education of children, and adapted or simply
nmﬂndtnﬂﬂtdunﬁmuﬂ In particular, the humanistic school
provides terminclogy for describing the relationship of teacher to learner
as that of "learning facilitator.” Carl Rogers (1963), a central figure in
humanistic psychology, states that a facilitater should be real and
m one who accepts the learner and demonstrates empathy and
tanding of the learner's reality.
mmhmmhmmmd&-
definition as "the art and science of helping adults learn” in contrast to
pedagogy, which he described as "the art and science of teaching
m'(wm Mhmmnpﬁ-ﬂ“
wﬂﬁmm&—m
1. as adults mature, their self concept moves from dependence to
self-direction;
drawn upen as a resource for learning;
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3. adults’ readiness to learn becomes linked to developmental
tasks of adult life;

4. learners move away from future application of learning to one
of immediate application, with a corresponding move away
from being subject-centred to being performance-centred.

(p. 48)

Initially Knowles (1880) falt andragogy was distinctly different
from pedagogy, but he later revised this view to state that the two were
not "dichotomous,” but “two ends of a spectrum, with a realistic
assumption in a given situation falling between the two ends” (p. 43).
Although Knowies allowed that learners may benefit from andragogical
practice in some circumstances, and from pedagogical practice in
others, he cautions that the confirmed pedagoguse will cling to methods
not conducive, and perhaps damaging, to the adult's learning. The
most persistent aspect of Knowles' andragogical theory is the
assumption that adults move towards self-directedness, an assumption
which implies an active role for the learner in designing his or her
learning activities. The pedagogical model, according to Knowles,
implies a passive approach to learning; the learner sits back and expects
the teacher to do all the inetructional preparation and lecturing. The
andragogical approach, on the other hand, would involve learners in
diagnosing learning needs, in planning their educational program, and
in conducting and evaluating learning experiences. The instructor
SOTVes 88 & resource person and "coinquirer” (pp. 46-49). The
implications for the adult education practitioner are considerable. The
spplication of self-directed learning, according to Boud (1987) is most
sppropriate when the learner can identify and express learning needs,
and the necessary resources are available (p. 325), conditions most often
met in formal education settings.

The assumptions of adult learning proposed by Knowles have led
te extensive debate ameng adult educaters, much of it carried eut in the
Adult Educetion Quarterly. As Sharan B. Merriam (1967) has neted,
andragegy “has caused more centreversy, philessphical debate, and
critical analysis then any ether concept/theerymedel prepesed thus far”
(p. 190). One aspect of this controversy relates %o the degree of learner
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self-directedness. Two sides of this controversy are presented by
adherents to the andragogical model and by those who question it, one of
the most notable being Stephen Brookfleld.

Knowles' The Modern Practice of Adult Education (1980) is one of
the most widely cited books in adult education (Pratt, 1988). In it
Knowles discusses at length his revised view of andragogy and
reaffirms the importance of self-directedness and its implications for
practice. Tough (1988) states that the data show up to ninety percent of
people usually are self-directed in their learning, and that when
learners are encouraged to set their own goals, considerable energy and
excitement are released. Other proponents of self-directedness support
Knowles by pointing out that this method of study has been around for
ages (Caffarella and O'Donnell, 1987; Merriam and Caffarella, 1991).
For example, Benne (1965, p. 41) gives a three-point rationale for having
students involved in the planning process which is much like Knowles'
view:

(1) decisions and actions are enriched by the knowledge, insight,

and imagination of many people; (3) the plans made are more

likely to meet all the varied needs of the people involved and to fit
the unique features of the situation; and (3) because each person
plays a part in making decisions, he is more concserned and more

interested. (cited in Rosenblum and Darkenwald, 1963, p. 147)
The authors go on to conclude that learner participation in program
planning leads to greater learning and satisfaction than occurs in the
absence of such participation. So entrenched in adult education is the
principle of self-direction that Rosenblum and Darkenwald (1983)
describe it as a "cardinal” and “venerable” principle (p. 147). However,
Brookfield (1992) includes self-direction in his discussion of what he
calls five "myths” of adult learning. These myths, he charges, are
nearly beyond challenge by practitioners for fear of appearing “deviant”
to the field of adult education (p. 13).

In summary, andragegy advecates argus that the leng histery of
learner self-direction and its widespread acceptance support a
philossphy and methedelegy which invelve learners in planning and
carrying eut learning activities.
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On the other hand, Brookfisld and others (including Elias, 1979;
challenges the andragogical assumption of learner self-direction. As
Brookfisld (1990) says, "Claims that adults are innately self-directed, or
inherently critical thinkers, cannot be empirically supported” (p. 13).

He questions the dichotomy between andragogy and pedago,.gy, stating
th-tthdiﬂ‘miimmequmthlnafiﬂd Another criticism
is that studies of adult self-directedness have been conducted with

primarily middle class papnhﬁom in North America and Great

Britain; its presence in other populations is undetermined (Caffarella
and O'Donnell, 1987).

Brookfield (19885) distinguishes between adult education, an
-ﬁﬂtyvﬁehnmwmﬂbhmﬁthnwd‘mﬁﬂ.ﬁ
adult training, in which predetermined skills or knowledge are
mnmmmmwmmmm
Adult education thus carries with it an element of critical
consciousness, which may not ccour in learner-designed activities, for
the learner may be operating from a limited experiential or theoretical
base. Learner self-direction, therefore, may run counter to the "critical
consciousness” philosophical crientation of adult education. In his
m&&-ﬁﬁ!jﬁidﬂtm&ﬂdd(M)m
Mh-ﬁhﬁmhm&rmmm-
hlkh:mnnuyhﬂmﬂum In addition, the absence of

' "':fmhﬁmm:rﬂ-&md
lﬂﬁﬂhhﬁhﬁﬂﬁﬁﬂv ndnhnthh-nd‘ rofsssional
-tﬂu. mmemmuﬁ.ﬂm

Mﬂ&-&-*-nmm“ﬂm
lsarners to be ssif-directing in managing the clements of a learning
prejest; however, not all adult learners are capable of being self-divected
hﬁgr&qwﬁwﬂhﬁiﬁmm: porience.




Mfm&llurnh(myﬂutwmtwmthnhymapnﬂoof

Gudiolnino(lm).matoroftbowmm anlum.mn
Scale (SDLRS), lists the following attributes as indicative of a readiness
for self-directed learning: "openness to learning. self-concept as an
effective learner, initiative and independence in learning, informed
acosptance of responsibility, love of learning, creativity, future
orientation, and the ability to use basic study and problem-solving skills”
(cited in Merriam and Caffarella, 1991, p. 218). Adult students
beginning a leamning activity may not feel they possess such attributes.
Pratt (1968) argues that adult educators should recognize both
learner independence and dependence, as indicated by the learning
educator may collaborate as a coinguirer and leamning facilitator,
hdﬁudnhmmm“mmm hmdrm,

dineﬁnc lnadultbdeodmﬂen.brmﬂ-.whmvh-th
harwhuhﬂopiuhovhﬁo,.df-dbuﬂmmhbﬁhm
feasible (Merriam and Caffarella, 1901). In their desire for a direct,

of a learning activity; the adult educater should be aware of such

In some respects, Knowies' revised view of andragegy appears te
acoept a situationslly-determined state of learner independenses as
groups, though, in the degree to which educaters of adults telerate or

practice (Thompeon, 1980).
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Teaching style is defined by Fischer and Fischer (1979) as "a
content that is being taught may change” (cited in Conti, 1986, p. 231).
The importance of teaching style is indicatad by Knowles' (1980)
assertion that the “behavior of the teacher probably influences the
character of the learning climate more than any other single factor” (p.
47). What are the implications for practice of an andragogical approach
in teaching adults?
scording to Knowles (19680), an andragogical approach involves
thﬂhnmrint.h-phuuqfﬁmﬁﬁulnmiqm designing the
mmmmmm.mmum
evaluating the learning activity. This process is learne: tred to &
degres not implied by the popular usage of the term. Notmlym
additional demands placed upon the learner, but the traditional teacher
role also is affected. The teacher should adopt a facilitator role, rather
then the controlling and directing role of the teacher-centred appreach.
This shift requires a considerable attitude adjustment by both learner
and teacher, mmmﬂmnmwm-r
the public school. Both learner and teacher would benefit from some
uﬂqhhhtﬂudbﬂth&ﬁomrﬂu
pentioned earlier, ene assumption in andragegy is that
mmmdﬂdm—hﬁhm
learning and setisfhction. A study by Ressnblum and Darkenwald
(1963), hewever, indicated that “participation in planning had no direct
offocts” (p. 158). The propesition that participetion in planning leads to a
better planned course and improved learner satisfaction was net
supportad nor discredited. Oun the sther hand, a study conducted by
Beder and Carres (1968) hund that sttendance was statistically
significantly higher in adult education classss conducted using
andragegionl metheds, but the andragegical truining provided to
instruction.

Theee studies conducted by Contl (1906, 1000) indisate that either &
podagngical or andragogical approach te adult learning jo efioctive, 29
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long as the approach is consistent. A 1985 study, conducted with ABE
mﬁ'déiﬁﬁ.“dmtundﬁtmtiﬁdm

ﬂﬁ@nﬂiﬂrﬂﬁrtﬂlﬁn@tﬁ@tﬁdmmhmtmn
high goal orientation, in this case passing a GED examination, is best
mdbypﬂﬁﬁgnhﬂ@lymmmﬂnmng A
second study conducted in 1986 with allied health professic
mummhmmtlmmdm-mwam
or a learner-centred class performed above average (Conti, 1989). The
researchers as Very High in either a tescher-centred or learmner-centred
approach was associated with above-average learner performance. In
attempting to reconcile thess findings, the ressarchers determined that
consistency in instructional approach enabled learners to predict the
instructors’ behaviors and to mest course expectations. Interestingly,
students did not achieve well with instructors who rated Extremely High
in either approach, from which the ressarchers inferred instructers
were not mesting learners’ neseds for flexibility on one hand, or for
structure on the other (Conti, 1960).

Self-divectedness may be such a departure from the traditional
and expected learning approach that learners find its implementation a
mw ME#CMW
example, a study of graduate students conducted by Taylor (1987)
revealed that “participation . . . where people were expected to take
primary responsibility for their ewn learning created shock, confusien,
and ambivalence” (p. 180). In this study, the graduste students were
with extensive educstion and experience, whe had willingly taken a
u-nﬂ.
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This body of literature suggests that either self-directed or
instructor-directed learning has application fur adult learners, but that
ﬂmmuhzmwwmmwu
traits. When one includes the consideration that most adult education
practitioners have been trained in the pedagogical approach, self-
Mn-mmmmm-dm

Appropriate Instructional Technigues in Adult Education

Although educators may disagres on a philosophical orientation
in adult education, there is some agresment that a variety of
mmmammmmﬁ.

mmmmmnmummmm'm
basic modes for teaching: directing [anether term for training),
Mﬂwmlnﬂmmﬁh
oontext, materials, and learners indicate. They cite coneid
mmmdhmﬂmmm;
dependent learning method, at the beginning of a new program or when
encountering new material. The authors go on to state that learning
behaviers tend to change with increased familiarity with the pregram or
conteat, and cenclude there is no "ene best teaching style” which werks
-ﬂnﬂtlﬁﬁunb.ml). ﬁlﬂdnd-“-iﬁﬁirnﬂi-
m“&.mﬁb&hﬂgﬂw
precssses (p. 11). Apps (1881), Breskficld (1990), and Heimetra and Sisce
(1990) agree en the need for a variety of instrustional techniques. Appes,
writing sbout adults returning to higher education, devetes a chapter to
disoussing verious individusl and grouwp instrustional formats designed
hhbﬂ-@ﬂlﬂiﬁhﬂﬁﬁ*m
“_ﬂnﬁi—-m-ﬂlﬂhﬁ- foters
sdel ﬁn hhli&pﬂh'ﬂ *.

-l. Mﬂhﬂﬁ*:“d“ﬂ
counter ¢o» having learnere undortabe porsenal reapensibility for thele
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with the intent of assisting educators to match instructional technique to
educational purpose (p. 239-3240).

In summary, the literature indicates that adults may be either
dependent or independent learners depending on the type and stage of
upgrading claseses, would benefit from a teacher-centsred learning

Ensmplary Instructor Characteristics

Turning to a consideration of the central figure in establishing
classroom dynamics, the instructor, what instructor characteristics do
adult learners identify as beneficial to their leaming?

M(Iﬁ)m: 0 ' ﬁdlt:tw’sm—
'-mmm-mhfmm—m). mmm
Alciatore (1979), in a study of 1,508 cellege seniers, found thet elder

[-hinﬂyiﬁilnwﬂjinﬂiﬁbﬁnimﬁ

showed an interest in their students, who had a "good perse A
mwhﬂh-ﬂiﬂnﬂﬁr pl_dgﬂs;hﬂ-ﬁ-
dhhﬂqvﬂuﬁ“(ﬂﬂhlhﬂdhlﬂ.pﬁl
Lieyd and Pena also cite a study of wndergradustes by Kaller and
Switaner (1963) which found that students abeve age 36 years identified
an instructer’s dispesition (such as character and persenality) and
Lieyd and Peaa fund that darity of presentations and elear
Md‘mmmr-hlw.ﬂth*
student relstisnships and an instruster’s perssnal charastes
Instructers’ attitudes toward students renked Jowest. ‘!'Hr—ﬁiﬁ
was that the adult student’s high metivation to learn explained the high




nnﬂndmﬂgﬁhhﬂnﬂqdmmmrlm
orientation, with secondary consideration given to personality and
rapport. ﬁuohﬁﬂndnpm&uﬁdthmmﬂymm
that older students are more concerned with the affective side of
learning, placing more emphasis on the relationship between instructor
and learner than on task orientation. This affective aspect is pointed out
by Apps (1881) in his survey of bumanistic psychology literature, which
dﬂywﬂ&m‘vﬁw Appse developed eight characteristics
nplary instructors of adult learners which include a concern for
hmﬁlmmiuﬂbw-idiu
relationship to society, confidence and competsnce in instructional akill,
uncontrived classroom mannar, and an ability to both support and
challenge learners (pp. 112-114).

Each of the studies cited above were conducted with adult college
students, hewever, rather than with college preparatory students.
Wmimmu&uﬂmw

Qualitative Resssnch
Traditionally, quantitative ressarch, with its reliance on
mmmmm-&mmwg

W“ﬂ.m&ﬂm 'Qullhﬁw
ﬁnﬁihiﬁ—khﬁ-ﬂih—_hhuﬂhm:
family of appreaches such as hermensutic enquiry, phenomenclogical
enquiry, mm-nmmemm
(Davie, 1987, p. 197). Quantitative ressarch is based en the belief in an
indopendent reality which can be discovered and described, and which
attompts to isslate and centrel varichles in & dassic experimental
design. Qualitative rescarch sperates en the assumption thet reality is a
_iudbi—v-’uﬁlgihﬁ-i-dhﬁh-i
mm&-h—hﬂvﬂhﬂﬁnﬂ
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cognitive development theory, and Kubler-Ross's stages of death and
dying (Merriam, 1969). In adult education, Houle's typology of adult
learners and Tough's work on self-directed learning were the result of
qualitative research methods (Merriam, 1989). Although initially
questioned as a valid and reliable methodology, qualitative research is
now well-accepied and widely practiced. In fact, the two approaches are
often used as complementary techniques. Qualitative methods may be
used to shape questionnaires or surveys used in quantitative research,
or to develop theories later tested by quantitative means.

Qualitative methods are a form of grounded theory, theory that is
“grounded” in actual experiencs. Glaser and Strauss (1967) in ThAe
Discovery of Grounded Theory, argued that instead of applying "grand
theories” to social behavior, the correct approach was to gather a great
deal of data, using anthropological methods such as interviews and fleld
notes, and develop theories based on thess data. The theory would be
better and more valid, since it would be grounded in the the reality and
context being studied (cited in Davie, 1987).

Focua Groups as Qualitative Ressarch

Ethnographic methods, case study, and greunded theery research
increasingly have been smpleyed in adult educetion ressarch (Merriem
and Simpesn, 1880). Fecus greups, a form of case study, are widely used
in both market and adult education ressarch. Their advantages include
versatility and flexibility. Questions may be changed in the middie of o
sessien, or between sessions, if necsssary. Disagreement exists
regarding the ameunt of information generated by focus greups
compared to individual interviews; however, there is agreement that
focus groupe preduse better quality infermation because of the
interaction ameng greup members and the faclings of greater sseurity
and cander ameng participants (Bers and Smith, 1908; Mergan, 1988).
The discussion presented below is a brief summery of focus group
techaiques ¢o provide some familierity with the precsss. Given the
conssnous regarding the techaique of focus group rescsrch, many of the
reforences which hillow are drawa frem Merviam (1908) Case Study
Resssrch in Bducation. An extensive bedy of literature regarding the



theory and management of focus groups is available; the bibliography
lhtaﬁmhyw

A focus group can be described as a well-planned discussion
conducted by a skilled interviewer in a comfortable environms whi
attempts to discover participants’ mmpﬂm:bmtldquymgd
topic (Krueger, 1968). Focus group methodology differs from
h!lli" W’!ﬁ'ﬁ!w pal” te obtain lw pightibrwas '-ﬂnhu'
sine for a focus greup is 8 to 10 members, although the literature gives a
“hhhnm-mmmm _).

Anbﬁdhmhhkmhhﬁnmm
begins with the firet interview, acssrding to Merriam (1968): "Emerging
insights, hunches, and tentative hypetheses, direct the next phase of
ene's questions, and so en” (p. 119). The investigater’s analytieal okill
and sensitivity to the data influsnce the ssntent and direction of the finel
report. As the deta are reviewed, tentative entageries are formed as
suggested by the data, unite of which are then serted inte apprepriste
categuvies. A wanit of data, accerding to Linceln and Guba (1988), may




hs, as long as it is discrete
n ma 12 182)

consist of words, phrases, or entire paragraj
mmm:mmmmmm:j; Lo

hmmmmtﬁomﬂm:bhﬁlhdihﬁdn&
Although no standard format has been developed for reporting
qualitative data, a general rule of thumb in sociological qualitative
ressarch, according to Lofland (1974), is a ratio of between 60 to 70
percent anecdotes and specific detail and 40 to 30 percent conceptual
framework (cited in Merriam, 1968). The purpose of this "thick”
description is to support the research findings and to permit the reader
hwmﬂnmﬂflm The report, then, will vary

nsiderably from the interpretation and analysis of statistical data
thgmﬁhﬁnm

Reliability refers to the likelihood that a repetition of the process

will produce the same results. According to Merriam and others
(Krueger, 1988; Guba and Lincaln, 1088), the nature of qualitative
mmmmwmammym-f-

mn-&mddumummmmduh-
product of the skill of the interviewer, and sinoe the interpretation of the
data is linked to the world view of those interpreting the data, replication
of research resuits is rare.

nﬁnhﬁﬂhvﬁh Bt *,:'lﬂmmdﬁh
reality of the experience as lived. Their argument is predicated on the
mmmmhmmmm so proof

lﬁ).

and make sense. Geots and LeCompte (1904) state that such consistency
can be ebtained by providing a description of the investigater’s
n-d-i.ﬁ-iy “.gdﬁh-ufﬂ-&-hd’



24

decision-making in the research (cited in Merriam, 1968). According to
Krueger (1988) focus groups have high face validity. In fact, a study
comparing focus group results with a large mail-out survey found a 97
peroent level of agresment batween the two methods; whare a
discrepancy existed, "focus group results proved to have greater
Muﬂlumf(p 42).

shility, or application of research findings to a broader
mhﬁm.hdndiﬁﬂhahtd‘qmﬂnﬁnm Thi
purpose of qualitative research is to gain an in-depth understanding of
the participants’ reality rather than to sample a large represent
mn:ﬂuﬁmh@hmﬂylmﬂlmﬁ-hqﬂuﬁn
ressarch to ths general population is not generally appropriate.
establishing the extent to which the ressarch group is typical of other
mgﬂbmg m:nlylh (p.l'l'l).

hmnﬁnﬁ.ﬂﬂhﬂhmﬁhm
academic rigor and attention to process, and provides information of &

Cenclusien
The significance of Malcelm Knowles' theory of andragogy as an
mm&mﬂmmhm
Howover, the contreversy over the esnessptis of andragegy in their
application %o adult loarners reisss & number of questions. Considerable
_ihi—-ﬂdﬁuﬁﬂﬁﬁhﬂﬁ“



instructional techniques do adult learners in upgrading programs find

One way to seek answers to these questions is to ask the learners,
and a qualitative approach using focus groups provides the flexibility
and scope to obtain the learners’ perspective.



CHAPTER THREE
THE METHOD

This chapter describes the stages of development of the research
design under three topics: instrument design and piloting, selection of
subjects, and data gathering and treatment.

Almﬁm-dﬁrli-r the purpose of this study was to determine
the perceptions of adult students as they experienced their first term of
mmmmnmmmmmu;
form of naturalistic inquiry. Naturalistic inquiry, according to Merriam
(1988), focuses on "meaning in context”™ and

hmmﬂﬂﬂumﬂlnmm nd

mmn
m:m&mmnm; *:;:i:nnlrlm
be inapy ate. These individuals are more willing and better able to
m&&ucﬂly and so interviews are a more appropriate
means to discover their perceptions.

A group interview appreach was used because of its advantage
over individual interviews. mmmwﬁlhﬁﬂyihﬁi
number of peeple in a relatively short time to obtain a broad impression of
nq—g-nnﬂnd. ﬁnmﬂrﬂﬁiﬁﬂrﬁﬁnh
hﬂhhﬂwﬁi&ﬂ.ﬂiﬂhim
(Movgan, 1088, p. 13).

The eijestive of this project was to cbiain students’ percoptions of
their learning experionce. The focus greup appreach is well suited to




this obyjective, ﬁrmhm(MLTmem
(human resource professionals) information about perceptions, feelings,
and attitudes of program clients. mm-ﬂth
see reality from the clients’ point of view" (p. 31). The use of group
interviews, rather than individual interviews, to garmer individual
perceptions is supported by Morgan (1988), who states that "participants’
interaction among themselves replaces their interaction with the
interviewer, leading to a greater emphasis on participants’ points of
view" (p. 18).

The research approach is outlined below.

Instrument Design

The data gathering instruments included a survey questionnaire
and intsrview guides. The questionnaire was designed to gather
demographic and background information to creats a profile of the
between the two groups and to support extrapolations of the findings
ﬁnﬁ“mhﬁ-mm&m The

asire was piloted with AVC Edmonton upgrading students at a

Hﬂ-h@??&hﬂﬁhﬁhmhm&
readability and content. 'l'hmﬁmdliﬁhmdhmh
questionnaire, so it was duplicated for distril

mum(mxmmmw
should be piloted with experts who are familiar with the study’s purpeses
and with the participsnt group. This pilot group attends to the legical
and sequential flow of questions, and the potential of probe questions to
elicit the desired information. Fer this study, the interview questions
were pileted with eleven CPP faculty members, mest of whem have at
least six years' expevience in the pregram. Their suggestions were used




betwesn the moderator and participants will differ with every group.
However, in order to test the wording and sequence of questions, a pilot
test of the interview was carried out with two groups of upgrading
ltud-nhutAVCBdmantm. 'l‘h:ummniﬁtnﬁdwthn
int:rﬂn mmmmmmmmm
valuable experience as a moderator of small group interviews.
individually, and open-ended, undirected questions often alicit little
response. hﬁlmmm“iﬁﬁ-ﬂym
mmmmmuﬂmum.m
version of the Nominal Group Technique (NGT). Ordinarily,
participants in a NGT record their responses to a question silently. They
then share these responses one at a time with the group until all
responass are recorded. Each point is then discuseed for members'
MﬁMﬂMﬁmm&m&
thmnmkm

In this modified vervion of the NQT, participants were asked to
form small groups, to silently write down their responses to the question
pressnted on the overbead projector, ﬂll-nﬂniﬁiniwlﬁﬂr
group members. After about ten minutes of this small group discussion,
u&ﬂmpﬂﬁh&hmmmni
Ne rank erderiag was requested, since the purpese was to ebtain as
many perceptions as pessible, net to rank them.

Students reperted the silent recerding of ideas allowed them time
te gather their thoughts, and the small group dissussion gave them the
esnfidenss to share their ideas with ethers. The pressas was predustive,
but time-consuming: ene question required thirty minw'es. Pellowing
ﬁiﬂlm—lmmhmﬂo“mﬁh




method, in which "major, relevant subgroups of some given universe”
(Merriam, 1988, p. 49) are identified and an arbitrary number of
Winter 1902 CPP intake, 15 students were to be selected from each of the
students was to be comprised from those at the basic level of the program
(ww“kmmhﬁnMHGGﬂﬁm

program. ﬁommhhnqﬂ.bﬂ;mhﬂ-&-—h.n

blend of married and unmarried students, and students with and

without dependents. This compesition was designed to be represent

of the types of students found in the pregram.

group sise during the study. Departing participants were net te be
mm“nﬂﬁmu-ﬂ.m*

pelicies regarding cond ality of student recerds provented direst

uahetdiiiﬁi-ll. Ab.ﬁiﬁuhﬁ-ﬂyi-jl&m

bmhpﬂh hmﬂﬂil—hﬁ
w-nqdd;m dﬂn—ﬁﬂd_ﬂhm




Subjects for the study were solicited from new, full-time (enrolled
in at least two CPP courses) students in English cdlasses at the 80, 78, and
130 levels in the Collage Preparatory Program at Red Deer College in the
Winter 1002 term. English classes were selected since these classes have
one-and-a-half and two-hour time blocks, which provide sufficient time
for group interviews. A master enrolment list of new students,
gonerated by Computer Services personnel, was used to identify classes
containing sufficient new students to constitute a focus group. The
ressarcher then conducted in-class presentations January 10 and 13,
1903, outlining the ressarch project, participant criteria, and the
m-mmmm Attbdnqd'tln
hﬁ(lﬂluﬂumc)

Although initially the design called for three focus groups (one for
nﬁhﬂhﬂdﬂmﬂ“m&mﬂ“ﬁdﬂnﬁtﬁmuﬁ-

Data Gathering and Tveoatment
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A questionnaire (see Appendix D) was administered to new
students registered in CPP mathematics and English classes to gather
general demographic information as well as information regarding level
of education and expectations. These questions were used to establish the
degree of similarity between focus group participants and new students
in general. Questionnaires were administered via CPP English and
mathematics clasess to reach the greatest number of respondents, to
promote higher response rates, and to gather data in an economical,
efficient manner. The questionnaires were administered by classroom
instructors during the week of January 20-34, 1992, the week following
completion of the first round of group interviews.

Group Intarview Procadure

Students' willingnees to express their real feslings is central to the
success of this study, so the ressarcher began each session by outlining
the purpose of the study and stressing the need for students to be
forthright and individual in their responses. The ressarcher’s
familisrity with the CPP program and facuity, and acquaintancs with
former students halped foster and maintain rapport with the interview
group. Also, the format of the interviews and ambience created in the
room were directed toward furthering the rapport among participents,
and between participants and the ressarcher. Coffee, juice, and light
enacks were provided at each session.

Student frankness was encouraged through opening remarks at
each session which emphasised the need to relate individual viewpoints
rather than greup consensus er what students thought the researcher
wanted to hear. The interview structure also facilitated the presentation
of individual respenses rather than a group consensus.

Interviews were conducted en eampus at Red Deer College during
participants’ regularly scheduled class time at three points in the term:
ia mid-Jenuary, just after casses hed bagun; in late March, betwesa
midterm grades and the end of classes; and in sarly May, when students
had recsived their final grades. The interviews sought to clicit initial
student perceptions and to discover any changes in these perceptions
over the esurse of the term. Interview guides, consisting of questions
based en the ressarch sub-preblems, were structured te gather



information on the same topics over the term. Open-ended questions,
neutrally worded, were used to avoid influsncing responses and to elicit
ummupﬂﬂm Probe questions were used to delve
further as deemed necessary by the ressarcher.

All sessions were recorded with two unobtrusive PZM (Pressure
with leaderiess two-hour tape was used to avoid loss of recorded dialogue,
exoept for about five seconds when the recorder reversed direction.

WﬂMhbWﬂhﬁMhM
ﬁﬁﬁihhﬂumb“ﬂmi-ﬂ-ﬂ
by adding renk erdering of ideas. According to the literature
methed encourages individual responess, and has the additional
advantage of preducing a written recerd of the precess, which weuld be
wesfal to enhance the validity of the interview data. However, the precess
proved to be teo time-consuming and ill-suited for the participants. Fer
all but the first sessien, a focus group methed was used to gather data

frem participents.

f—nﬂ,ull.li.-ln._
although seven had agread o participate, enly five appeared. The



comments regarding the research ohjectives, confidentiality, and
40 minutes.

(vamuudbrmlm m'u!dmﬂndmn
wnummmnmnmm hﬂdmﬂnnlhud

Md. Mwwmunuﬂpm mm
was permitted at this point; however, after all responses were recorded,
participants were given opportunity to explain or ssk for clarification on
any item. Each person then rank ordered the items, using a B to
indicate the item which most represented their feslings, and a 1 to
indicate the item with which they were least in agresment. The
Wmmhnh“hm.humﬂm At
the closs of the session, the group completed the gquestic

Bmd&ol&ﬂtndﬂnwmﬂ
one question was addressed in this mesting. The participants agreed e
“ummummmmﬁhmm
males. For the sscond part of this discussion, & fecus greup sppreach
participating, the perspective pressnted in this session may net be
reflective of what famales experience in returning to scheel as an adult.
method was required. Although the pilet greoup showed the medified
mmmmmmm-umm
consuming, as well as being semewhet tedisus for participants. As
-ll.ul‘-n.nbnq-d-hllh-“hhﬁu
ssesion, and the interview guide contained cight questions. Participant
interest seomed o flag as the recerding and renking of perepestives was
participants, as mentiensd carlier, are generally mucsh mere
the study.

A majer considerstion was the brevity of informetion predused by
the formal NOT. In the 40 minutes of this firet sessien, enly ene
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quastion had been addressed, and the NGT was leading to convergence
rather than divergence in expression of ideas. If adequate and useful
information was to be gathered, the technique would have to be changed.
In consultation with the thesis advisor, the interview guide was pared
down to four questions (see Appendix E), and the format altered to a
focus group approach.

The focus group involved a free-ranging discussion among
participants. Although some focus groups are conducted with each
participant responding in turn to the topic, in these sessions participants
were asked to talk fresly among themaselves. After initial introductions
were made and name tags distributed, the moderator cutlined the
ohjectives and methods of the project, and explained the precedure o
maeintain anonymity and confidentiality. Participants were also
informed of the study’s context and the researcher’s position, and the
first question was presented. The moderator served mostly to keep
discussion en topic and to facilitate participation of all members by
having participants direct questions to quiet members. Participants
could alss respend at will. The mederster monitored the discussion to
reduce dominstion by any cne persen or greup of people, and to
encourage all to speak. This appreach had the advantages of
encouraging individual respenses, creating a mere relazned atmesphere,
and bullding reppert ameng greup members. This approach werked
well to sstablich a friendly, lively discussion.

Te address all four interview questions within the time available,
on equal ameunt of time wes allocated for cach question. This time
frame renged frem appreximetely fifteen to twenty minutes, depending
on total time aveilable. A timer was sot for the specified time peried;
when it reng, the group was asked for any desing comments. Frem
nsles taken during the dissussion, the mederater then summerised the
peints participants had mentioned, using participants’ own werding and
cuamples to chosk the assurasy of the summery. Once any revisiens or
odditiens had boon made, the next question was presented. When all
four guostions had bosn dissussed in cash ssssion, partisipants were
asked to complete the questionnairve.

The site fir the interviews was ales changed frem the Beardresm
o a emalier, brighter, mere choorful confirence reem where



participants sat around an oval table. The change in room and method
created a noticeable shift from a stiff, uncomfortable atmosphere to a
more friendly, open mood.

As mentioned earlier, participants at the 130 level were fower than
called for in the research design, 50 another 130 group was constituted
using the same in-class presentation method. This 130 level group was
comprised of three females and one male, and therefore a foamale
perspective was dominant in this session, which may in part compensate
for the all-male perspective of the earlier 130 group. Interview groups for
the other two levels were large enough for the study’'s purposes.

Bound Two Intarviaws

The interview format was revised at this point of the project to
adapt to students’ timetables. Not all participants could mest as a single
large group, so this round of interviews consisted of a number of small
group and individual interviews conducted March 34, 26, 27, and April
3, 1903. Most small groups were interviewed in person; however, twe
individual telephone interviews were required to contact all available
students. Due to attrition, the numbers of participants had drepped by a
total of six, with losses in each level, as indicated in Teble 1 (p. 30).
Thess six could not be resched in spits of concerted attempts to do se,
having left the cellege and loft no notics of their whereabouts.

The format of allocating a fixed time per questien for group
discussions, used in Round One, was also followed for this round.
Individual interviews, conducted in persen and vis telephene, were net
under the same time constraints, but fellowed the same question
ssquence. At the end of the time allocated for each guestion, the
interviewer summarised the comments for students’ verification.
Questions for this reund, pressnted in Appendix E, attempied to
determine to what extent student expectations of instructional
techniques were being met. Students were ashed o deseribe high and
low peints of the term, instructional technigues which helped and
hindered their learning, and to comment en any chengnd peresptions
regarding offestive instruction.



The third round of interviews took place on May 6, 7, 10, 11, 13, 14,
two (ses Table 1, p. 30).

mmuﬂ--ﬂwm&ﬁmh

, Given the open-ende mﬂqﬂmmﬁ&.ﬁ-
mdﬁmh@lhhmdﬁdsﬁth
nature of the information as it was pressnted. The literature stressss
the need for immediate and continucus analysis of data, and that this
process will affect the nature end direction of further investigation.
Acoerding to Merriam (1988), "Emerging insights, hunches, and
tentative hypetheses direct the next phase of data cellection, which in
tura loads to refinement or reformulation of ene's questions, and so en"
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transcribed and the data sorted according to these themes and topics.

A focus group approach was used to gather data from freshmen
iwdcnuatthmbuluﬂhmmdnthﬁopdauinﬂu
program. Data were also gathered through a quest
administered to all interview partic ”;’,hﬁdhnqhﬁtyﬂm-
mmm mmm;dmm
summarised to check the accuracy of researcher’s notes.
became more difficult to maintain as students’ attendance became less
consistent, so smaller group and individual interviews were required.
As well, the number of participants declined over the term from 33 to 28,
with a greater decline of males than females in the study. All




CHAPTER FOUR:
FINDINGS

A focus group approach was used to gather adult students’
perceptions of their first term in a college preparatory program. The
study was designed to answer the following questions:

1. What sre student perceptions about themeelves as learners as

the term progresses?

$. What are student perceptions about the college as the term

progresses?

3. What are student expectations and preferences regarding

instructional techniques?

4. Do student preferences for instructional techniques change

over the term?

5. To what extent do student perceptions reflect dependent or

independent attitudes toward their studies?

Findings are discuseed in four sections: the survey results are
presented in ene section Sllowed by a section for each of the three
interview reunds. Each reund included four questions presanted to
three difforent Jovels of frechmen students. Their comments were
catogerised under themes created by the ressarcher. Following each
questien, student comments from the three levels have been selected to
give a “thick description” which attempts to give a sense of the tene as
well as the substance of greup respenses.

Swvey Data
A survey questionnsive to gather demegraphic and attitudinal

informstion was administered via clasereem instructers to new
students ot Red Deer Collagn during the week of January 30-34, 1003, the
wosk hillowing completion of the first round of greup interviews.
Mathematies and English classes were cheson, sinee these twe ssurses
are mendatery and would therefive contain the greatest number of new
students. To minimiss disruptions, diasses with meve then theee new
students were selested; instrusters distributed and retrioved the

quastisnasire.



wn.hum mlyiﬁmnmindﬂdhﬁm 'hiur

mnﬁmﬂh:cﬁ'm:rmm“n.mmg
the day the survey was distributed, or were enrolled in a clines not

sampled, as mentioned sarlier. Of the 96 questionnaires distributed, 63
were administered via English and mathematics classes. Of these, 49
were completed, for a 70% rate of return. Thirty-thres were completed
hhhﬁwnﬂmh:mhﬂﬂm&nﬁim

(see Table 2).

Statistical analysis, using SPSS-X ssftware en a VAX computer,
indicated ne significant diffhwences botween the interview greup and the
nen-interviewed new student pepulation in 43 sut of ¢4 comparicsns,
using a difference of pg .08 as thet which ceuld be attributed to chanes.
Fer this reasen, the survey results are pressnided far the combined
group. Results are first described and thea presented in tabuler and
Mﬁ_. mﬁ:ﬁ'ﬂﬁ srcentages,” and
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county, and an additional 30.7% were from other looations in Alberta.
Nearly ten percent (9.8%) were from elsewhere in Canada, with the
60:40 (males - 60.56%; females - 39.5%), a reversal of the pattern found in
returning to education. A sizable portion (40.2%) were age 34 or

were between 31 and 40. Respondents between 41 and 50 comprised 8.5%
of the sample, and 3.7% were clder than 50 years.

The marital status of respondents reflected the age distribution as
well. Ncaﬂyhﬂ!(ﬁaﬂmduh.ﬁmmmm
were single with dependents. Those married with no dependents were
in the minority, at 6.1%, while those married with dependents

w;ﬂeﬁdm&thm-ﬂ
pestascendary education or training. For example, one may have both a
Hﬁ“ﬂﬂ—--ﬂ-mm

categeries. i‘hﬂﬁiﬁ&ds nghdﬂ.ﬂdthm 'r-q-

_bum)_ﬂndp&iuﬂnhillﬂ—. A-ﬂl[ﬂt(l
pesple, or 7.9%) reperted "seme pestoscondery educatisn.” Tem pasple
(13.3%) had received a trade or journeymen cortifionte, with five (6.1%)
in ressipt of "sther technical or vecational cortificate.” Ounly ene (1.2%)
h‘uﬁd;ﬂnﬁ-.-l—nhﬂm:mm
Five posple (6.1%) had tahen Englich as & Second Language, and 16
(M)hihhﬁ“iﬁllﬁ-ﬂ-. Mnd’ﬁ—_-ﬁ‘h
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[Gucotion Token

ﬂhhﬂ:ﬂ“mhﬁﬁhﬂqmn

dethm'gmhgmuw&
or her education, but 18 (18.3%) indicated they were taking courees for
they were enrelled to qualify for an educational program other then
trade or technical scheel, and 39.3% were upgrading to qualify fs- a
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school,” “so | can live,” and "my future” (see Chart 2).

Chart 3: Reasons for Taking CPP Courses

?, - I — I

Reasons for Teking CPP Courses

mwd&MM(&ﬁxmw.ﬂl
Immigration sponsorship (20.3%), er Alberta Vecational Treining
spensership (30.5%). me&ﬂlﬂ)mﬂﬁpﬁ—d
-ﬂ.mﬁmwwﬁﬂmﬂ!ﬂm“
supperted by their familics. Nearly ene-fifth (19.5%) expects
mmwnmuu mmmu&-ﬂ
“Other” means of s insuremce benefits,
wammmdmmm
Chart 3).
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0 10 20 30 40
Percoentage

Although only 23 respendents indicated in Question 10 that they
would be working either full or part-time, 49 indicated they would be
read the question to refer to work after graduation rather than werk
I&ﬂ;ﬁl-bml Respouses were almost evenly divided ameng the three
agories: 32.5% said they would work up to 19 hours a wesk; 32.0% said
Mmﬂﬁ“ﬁhﬁ“ﬂﬂﬁﬂﬁﬁn

The number (39) who responded to the question sbeut time spent
family; 16 (40%) spent between 20 to 30 hours en this task; ten (20%)
spent 40 te 50 hours en their families; and six (15%) reperted 51 ¢o 80
hours of this werk.
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living a non-academic lifestyle, so doing homework at night was the
adjust to new demands on their time (53.7%), and being able to ask
instructors for help (42.7%). Moving into a new environment was aleo a
indicated as an adjustment by only 31.7% of respondents. A summary of
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Table 8: Summary of Respondent Charscteristics, continued |

Marital Status 8inrle, no dependents 46.3%
Single, with dependents 20.8%
Married, no dependents 6.1%
Married, with dependents 80 7%
Anticipated 1ours Worked 0- 19 hours
20 - 30 hours 83.0%
More than 40 hours 34.0%
Hours Spent on Family 0- 19 hours 20%
Maintenance 20 - 39 houre 40%
40 - 80 hours $BVB%
| 51 - 80 hours 1% I
Major Adjustments Doing Homework 85.4%
Managing Time 0 .5%
Adjusting to New Demands 0§3.7%
L Asking Instructors for Help 42.7%
Having Learning Evaluated 31.7%
Making Friends 40.2%
Getting to Know Instructors 35.4%

y | —

¥Firet Round Interviews

This first round of interviews was conducted on January 14, 18,
16, 31, 1663, after participants had been in classes for one to one-and-one-
half wesks. The purpess was to gather student perceptions at the
beginning of the term; subssquent rounds would discover any changes
in student perceptiens ever the term.

With one exception, group interviews for each of the three levels of
the College Preparstory Program - 50, 76, and 130 - were used. After
opening comments, four guestions were presented to the greup, ene st &
time, followed by fificen to twenty minutes’ discussion as described in
the Methedelegy chapter. When the allecated time had expired, the
interviewer read to the group & summery of their comments to verify its
sstuusy. The enceptien, 88 explained in the Moethed chapter, was an
iniial Nemiaal Greup Techaique used with a 130 level grewp.
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Earticipant Charactaristics
50-lavel pacticipants. This level is a basic entry level to the College

Preparatory Program, approximately equivalent to Grade 9 in the public
system, and therefore more accurately described as high school

be described as a "basic” group.

males. Two males had English as a second language, one with a year of
been out of school from nine to thirty-sight years. This class seemed to
with each other.

15-laxal participants. This level is an intermediate entry level to
the Cellege Preparatory Program, appreximately equivalent to a grade
10-11 okill level. The 75-level greup will aleo be described as the
“intermediate” group in the following discussion.

Students in this intermediate group, unlike the basic group, had
net gene through a "get-acquainted” exercise, and therefore did not
tmwnahithﬁbym However, they soon established an easy
rappert in the discussion greup, and speke with apparent sase and
greduate degres from university in his home country; the education
backgreund of the ether was net established. Participants were slightly
younger than the §0-level greup, with 10 people under 40, and twe in the
41 - 50 age greup. Participants had been out of schoal from thres to
Mn—t
instructers.
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laval participants. The 130-level is the senior level for the

ColhanpnﬂmyPngm Students may enter directly into the
senior level if they poasess the appropriate pre-requisite skills. Courses
with a 130 designation are equivalent to 30-level courses in the Alberta
public school system. For the following discussion, "130-leve] group”
will be used interchangeably with “senior group.”

Mmﬁmﬂh&awm mmmmudn
four males and two fomales, two between the ages of 18 and 34, one in
category, two in the 25 to 30 category, and one between 31 and 40.

Student responses were grouped according to commen topics and
placed into themes suggested by the data. A synthesis of each greup's
discussion is presented, followed by a frequency count of each topic in
tabular form. Individual responses in each group are presented te
m;mﬂﬁ.mdmdmm Gmﬂr
responses from the 50-level, or basic group, are presen
byth'fs-lwil.uw-hmui-ﬂnjﬁtbthlﬂakﬂ.w

Participants’ responses 10 this guestion indicated considernble
mhﬂnnﬂ“ﬂlmﬂdm Student
_ghimil_quh-ﬁ-ﬁ—-.ﬁ-“dﬁ
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Adjusting to Academic | 50 level - 5; (n=11)
Environment Televel-4; (n=13)
,‘ n=l0)

“ﬁth“d“humm
relating to learning skills, the pace of instruction, and concern about
perfrmance. As mentionsd earlier, the interviews tock place after the
hﬂdug“hk#m but even mere
the need to dovelep or renow loarning skille. Haore, the ssures of stress
mest froquently mentionsd was "getting used b0 the scheel thing again,”
-lhhi'iﬂ;hﬁ-t. hldjhghhqﬁ-ﬂ
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studying for tests. mmghdmﬂydmhMﬁ
doing homework. &Myﬂ.ﬂmmﬂenihdiﬂdtyi

each day.

should have a class you have to take just to bring your skills up.” The
they know where to place you in a class.”

night, and others had problems retaining the information,

The senior group voiced the grestest concern about the pace of
instruction. Lloyd noted that one instructer’s constant cleck watching
was “unnerving,” and his behavior indicated “he’s cbviously under

she's very fast at it so you den't have time. Yeu're writing what

have been away for & number of years, they can't abserb it as fast
as it's being taught.
mm*dd.nhﬁwm“'
fihdﬁnﬁ.g

Mnnbh.uod‘iw_ __::;_
M‘ﬂﬂ’miﬂﬂﬂ“
expociations. As Jeo said, "I dida't know if | was geing to be able te do
they're 00 far advanced in whet you went t0 in Orede 127" Sandy, ene of




John, also an older participant, became anxious at the thought of doing
oral presentations, and falt that the level of language used in classes
Students found they also had to adjust to a more sophisticated
is,” in contrast to the dictionary he formerly used, which “gave the word
Arthur noticed a contrast between his everyday speech and that used in
clasess: "1 talk a lot of slang, and I have a difficult time relating to stuff
Pour perticipants were coping with English as a second
language. The two who had lived in Canada for a time prior to coming
to school were somewhat comfortable with spoken English and were
struggling with writing skills. For those new to the language, as Plerre

said, "The biggest problem is just learn English.”
(H)M mmwﬁdm

Mﬁ,ﬁhﬁim
hmh“h“ﬁnﬂhmﬁ_g

lions of what returning to school would be like. Irene balf-
m-ﬂicﬂiﬁwﬁlmm'ﬁﬁl—i“
there was Tm geing to be ameng little kide.” Others’' comments
indicated a senee of inadequacy. Jari said of his return, "1 thought I
was smert, but | find out I'm net. | was asking seme pesple whe came
back [to sshesl] and they said, 'Oh, it's cany.' 8¢ I thought it was casy. I
came, and it's net." Bernice filt she would be eut of place in the
classroems: "agewise, well, I sheuld know this; everyone will think I'm
a dummy or somsthing.”
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Blaine has a learning disability, and found the instructional
resources insufficient for his needs:

They (instructors) need someone in there who can teach them that

there's students in there that can't learn properly, that taks a

little time to learn. It's hard to get any work done, because you're

always behind, you don't understand it, and when the test comes,
you're going to fail.

Mention was also made of challenges to self esteem caused by
altered roles. Lloyd admitted, "I'd have to say my self-esteem was
floundering because I'm putting my wife under pressure. 8he has to be
the breadwinner, and that would perhaps change her attitude toward
me, and family and friends' attitude toward me.”

Participants were quits explicit regarding fear of failure. Joe and
Sharene brought up the issue directly, along with its consequences:

Jos: Failure. Just plain old blowing it. Basically the fear of going
to school here until April and then finding out you have
to do it over again.

Sharens: Yeah, you're just holding your plans back for the
future. If you fail your course or whatever, you're
holding back ancther six menths or whatever.

Jos: If you fiail, are you going to continue?

Geri attributed failure to improper course placement, but Delma found
returning to school introduced a measure of competition: "Mest of my
friends have gone back to school and they're all doing quite well, so
there’s a little pressure on. What if I came back and failed or

something?” .

(iti) Balancing ohligations to self. children. sponss and scheal.
Trying to balance the demands of classes, maintaining a heuseheld, and
mosting family cbligations was stressful, particularly for these whe
have been sut of scheol for a leng time and have cstabliched home
routines which may net include time for reading or studying. Of the
eloven participants in the basic greup, sight found the experience
otressful, with the werd “stress” or allusions to stressfial situstions (0.8
“problem,” “very confused”] mentioned fifteen times. Three
participants found the experience less stressful than their daily lives



prior to beginning classes, indicating that the positive nature of the
experience and anticipated outcomes of their return actually reduced
stress. As Harvey stated, the experience was

stressful, at school and outside school. Being at home, trying to do

your homework--you got the television, the phone, all your friends

are calling you, they don't realise that you are in school--and you
try and do your homework at home. There’s no way I can get my
homework done and study too. There's just too many hours there
and too many interruptions.
Thoee who were younger and had been out of school a shorter time
seemed to find the return less stressful than clder members, who also
tended to be married and had children requiring care.

Others were s bit more explicit in describing the struggle to
establish a balance between home life and other cbligations. Karclann
and Kari said it was “really hard trying to balance all your roles,
including your socdial lifs." Karclann noted, "1 had such an easy-going
lifostyle, and now we can't do that any more.” Both males and fomales
mentioned this difficulty was compounded when one has children. Kari
said, “T have a little boy who is just over one year and this is the first
time I've had to leave him, which is really hard.” Arthur replied that
he has six children, and has difficulty with finding time:

1 den't have a lot of time o spend with the little guys. When I am

home it's hard to explain to them “Leave me alone 20 | can do my

homework,” and the worst part is getting them to understand the
situstion at that age.
Lori said that the pressure at times can be almost too much: “Sometimes
you get so much going you just feel like giving up, quitting-stay at
home." However, she aleo peinted eut the other side of the experiencs:

When you're at heme, you think “Why do I have to go to scheel?”

And when you get up in the merning yeu think, “Well, I want to

got 8 better future fir him and me,” and then you decide, “Well,

I'd better go." And it puts a better light en your day all day.

Children demand attention, but 90 does hemowerk. Female
students mentisnsd that bosause of their children, they csuld net do
homowerk until after nine o'cdeck, or had to miss classes whea children



became ill. Geri expressed the strain of balancing the demands of home
and college this way:
1 have to do a lot of studying, but I have been making a point I'm
not going to tell my daughter, "Go play in your room for the next
thres hours and don't bug me,” and not flip out on her even
though 1 have been trying not to pull my hair out and actually do
that.
An important dimension of returning to school was a role shift in
a relationship. For males returning to school, their wives may become
the major wage earner in the family, a situation which places the wife
under greater strain and affects the husband's self esteem. For Lloyd,
the decision to return to school was not an sasy ons:
I couldn't make the decision on my own, because it was such an
affective decision. It puts my wife under a lot of pressure, because
she has to be the breadwinner. She knows it's for the better, but it
did at the time affect my self-esteem--like 1 had to ask her if this is
going to be ckay. I was suddenly in the position of having te ask.

(iv) Adiusting 10 reduced income. One group was acutely aware of
financial adjustments caused by returning to scheol, but ssemed to
acoept it as a temporary condition maede bearsble by the knowledge thet
"you're working for something”™ and that “it's net geing te be like that
forever.” Arthur admitted to fesling guilty about net being “eut there
working.” As a conseguence his “class of living went dewn a fow stepe,
but itl]l be worth it in the end.” Judging by the general agresment
regarding financial adjustments in returning te cellege, participants
seemed to accept this as a conditien of returning te scheel. The brevity of
discussion may be an indication that such adjustment was expested and
therefore not unusual, or that they would rather net discuss finances
among Dew acquaintances.

Finencial adjustment was a key issue with members in twe other
groups. Seven pesple mentionsd it directly, and others agreed with their
peints. Delma brought up the sharp contrast in financial stetus: “Afer
having an incsme for cight yoars, and then all of 2 sudden guing bang
[t having ne reguler inceme).” Rita said that although ene's inceme i
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“You have more.”
school, because of the dollars,” and then went on:
You have to change the way you're living--budget differently.
Instead of eating out three nights a week, you'll eat leftovers a bit
more. Money is your life. A guy just has to learn how to live; you
Lioyd, Geri, and S8harens ware also concerned about the financial
adjustment. Lloyd noted the "change in lifestyle,” that befbre coming to
school, “If you want something, you go buy it; you want to do something,
you do it because you have a constant flow of cash.”
Jnmmmmwmm;mm

hgnd;ﬂi:nddmmhhmﬂyﬂdum,m:lm
say, 'Well, sorry, Ded's going to school, you can't continue on with your
hockey.” rxmmnmmwmh
returning to school was a major consideration.

(v){ tic :
ﬂh“h“n&hﬂbmt&mnﬂ
astivities and servicss: "Yeu're se flustered you den't have time to step

(vi) Entry anxisty. Per some, & generalised anxiety characterised
the return to schesl. Joe expressed a sense of eptimian mined with



uﬁ@.ﬂthwlﬂchuhoﬂm'hnhﬂd,'ﬁnﬂhmgm
lem-mllmdu.nmuﬁmﬁyruﬁ.‘ Dt{h-n.
too, felt the anxiety keenly. Joan, for example, said, "1 was very scared
the first morning. In fact, until midnight the night before 1 was almost
chickening out. It was very hard for me to go.” Rita concurred, "Ms too.
Hyhuhmdmvinﬂdm He said, "You're going! This is it! You've
been talking for years--you're going.”

umcmwdwmhwemmu
dominant fesling was one of anticipation and optimism; participants
were "excited,” and "relieved,” st the cutsst of the term. This positive
attitude is expressed in the comments which have been categorised
under the five topics presented below and summarised in Table 5 which
follows this section.

ﬂhmmaﬂmﬁﬁi:ﬂ*hﬁ-ﬂm

“huﬁhﬂhﬁﬂ&nﬁ*h
negative things.” Irens agreed thet lifh as o student was mere pesitive,
for, as she said, "It beats sitting at home all day long, being by youreelf,
deing nothing. Here I'm learning-getting my edueation.”

Others in the greup did net add te these comments, but they did
agres the return held premise of a botter lils. Ed drow a cherus of



knowing that you can go into whatever you want to do and even earn
over the poverty line." He went on to add, "Hopefully, this is a process
into being satisfied doing what you want to do in life and for the rest of
your life.” Arthur felt the benefits would have a ripple effect on his
family:

Everybody's going to benefit from it, because I've had good jobs,

made good money, but they were no-place jobs. So me and my

family will just have to suffer, but four years down the road itTl
help everybody along.

Participants also drew a connection between education, career,
and job security. Geri felt excited at the prospect of new career
opportunities in the current recession: “Because of the way the economy
is, 1 wanted to get a career started, and now's my chance. 1 was excited
about doing that." Others added their perspectives. Joe it “excited
about the opportunity for changs,” and that "you're also planning for a
greater future for yourself and your family.” Lloyd seemed to
sumsmarise the feelings of most participants:

Deciding to change presents whole new opportunities. It's a real

drastic change, going from the work force to re-education. I think

the most significant thing for me was that sense of relief. I finally
decided that I'm going to change. That was the biggest, most
impressive thing—-the relief, to get out of that dead-end job that
was just nowhere.

(1) Want to ba in achool. Another positive aspect of the return to
school for these adults was a contrast between their desire to attend
echoel as tesnagers and as aduits. Members of all groups recegnised
they new wanted to be in achool, where previously they went to scheol
mostly because they had to, and that this difference has had a positive
ofioct on their motivation. The topic brought out this exchange between
Karelann and Kari:

Kari: It makes a big difforence when you want to go. It makes it a
lot easier to learn because you want to learn and you can
loarn to make it fun.

Karelann: You mahe a cheice to go back to scheel, where as &
child it's something that you just de because yeu're



younger. It's a conscious decision and you tend to put
more effort into it, I think.

Kari: For sure, it's easier to keep your focus. As an adult you

know how important it is.

Joan suggested that perhaps an additional reason adult students
may be more motivated is that "you have money invested in this, and it
makes a lot of difference. In high school, we never paid out of our
pocket, and I find when [ pay for it I want to get my money's worth.”

This group also falt accspted as learners, which enhanced their
desire to be in school. They said that the instructors "don't look down on
you or give you the impression they're looking down on you because you
dnn'thﬁw nmdonk[qmldmll mymtmhui.‘ m

ring beck.”

m&nmd’hpﬂﬁﬂmﬂﬁrmnlﬂm
ﬂnmn{lpdﬂnnhﬁdﬂhﬂrm Jﬁ.m

ﬂﬁﬁmwmdhmtiuﬂ.‘lﬂu-
much for them as for myself, so they could see that if I can do it, they
can do something. If I achieve my geal, they can.” Joo used his return
nﬂ-nmmn&mmhm
or you're geing te be in my shoes.”

dasses. mm-anﬁ--—u—ih_m'
gives you a sense of well-being.”

(v) Incransed seif-estasms. Although mentiened in ealy twe



and comments of all participants. A sense of increased empowerment
arose out of their optimiam for a better future. As Ed, quoted earlier,
mentioned, "It gives you a sense of well-being, knowing that you can go
answered that his return to school would lead to "self-development,
education, you have a sense of accomplishment.”

Sense of Positive Future|S0level -1; (n=11)
T6level -4; (n=13)

M" ] 7 -_,



Naad for Information. The responses to this question are
summarised in Table 8 below, and each category is elaborated by
presenting excerpts of studens’ discussion, beginning with comments
from the basic group.

Table 6 Information Students Desire
Elsment | Preguemqy |
Orientation 80 level - 1; ne1l)
Information 75 lovel - 8; n=13)
130level -4; (n=10)
Registration 50 lovel - 0
Procedure T6lovel - 6
130 lovel - 4 J

Information Regarding | 50 level - 0
Depeartment Policies 76 lovel - 7
I 130 lovel -0
Counselling 50 lovel - ¢
Information T6lovel -2

L3( -8

Financial Aid S0 level -0
Information T6lovel - 3
l.nl-l M |
Tuterial Assistance 80 lowel - 0
76 lovel - 1
130 lovel - 3

(i) Orisntation infkhrmation. Most students would like & general
orientation to the college’'s physical layout and student services.
Partisipants suggested “edding a day before for the Cellege Prep
students thet are now, and have & persen thet sheows you whare te go,
what te de, what te expect, and whaet to have erganised, se that you ean
be ready fir the start.”" Students eaid the present evientation sessien
“didn't toll me & thing." Rita went to the erientation “expesting to find
out about gotting parking and linoups and leckers, and they dida't tell
me any of thet." Similerly, Delma expested “to go in and have somebedy




say, ‘You need parking,' and tell you where you go and who you see.
‘You need a locker, this is where you go. This is where the Study Hall
is.'”

(ii) Bagistration procadurs. As discussed in Question One above,
most students in the intermediate group had unhappy experiences with
the registration process. Maxine explained that new students need
information to be openly provided rather than supplied in response to
and if they don't tall us, we don't know, and we don't know enough to
experiences.

(iif) Infon lspartmant policies. The

torm ’fj,:mhjﬁ-d.m-dthn-dhm

rﬁhwlnﬂdﬁﬂm Arthu Iirllmlo
Mﬁﬁm&hmbmm
per week and class time's only twenty (hours). Nobody told
us we had to make up that other five hours, and all of a
suppesed to be in Study Hall." It puts a lot of pressure en

(v) Coungalling infrmation. Participants were particularly
concerned about making a wreng career cheics because of insufficient
information. Bernice veiced a cencern ssemingly held by mest people in
the basic greup:

1 den't know whet | want t9 be yet, or which direction I'm geing.




é1

ﬁmﬁﬂﬂhmmm&hﬂhh&qb
information on her own is time-consuming and costly, in that she would
mwm-m&mﬂmoﬁ.m-m [and) go to [the)
Career Centre to find out what I want to be." She was also concerned
that her own search would be limited, because of her unfamiliarity with
the range of choloss available to her: "1 don't know all the job positions
about that I might really want.”
mmm-mﬁrmm;m

ﬂrmhmmmmmmm-ﬁ
program ares of the college. M“Mmm&-
different fields be brought in to speak about their cocups
According to Harvey, these guests would be somecnrs * whlhiltho
experience for fow years, to tell you what the expectations are, what are
the hours, if there's a lot of stress. If you have to deal with peeple, whet
kind of people they are, 50 you get & better idea.”

Students were concerned about the suitability and availability of
employment, given the years of preparstory education: “Afler all the
yeoars of education, you go into it—~yeu're in it for a year, you loek at
yourself and you say, T hate the job.” Jehn echoed the concern: "Seme
dhmﬂﬁﬁﬁyﬁlﬂmﬂ:-ﬂﬂmtﬂﬁiﬂ
for twenty years—-what was the sense of taking i7"

(ﬂw H-ﬂnv-w-h-tnu
w&mum“ Lnﬁhg—dl
information, he delayed sending eut his lean application until after
Ihh’th-:ﬂ-hghhp_’_ ”__’._thglii.lnﬂhn
ﬂhﬁtﬁ&ﬁﬁh. htﬂlﬂg'ﬂﬁm




If people had & list of scholarships made svailable--because a lot of
more incentive.

(vi) Tutarial assistance. Students seemed to know little about the
to be the experience of most students. Only four of the eleven students in
mention of this topic in relation to the number of comments about course
pace, Henry's answer may be representative: "1 never really thought
sbout it. lMM!“hmmﬁﬁqmnﬂrﬂd

on myself.”

Nesd for Sarvices. In additien to information, participants
miﬁibmwmﬂmrhdh

| , xadurs. As may be
m_—u_ﬁ.mw-m discussed above,
lod to sugpestions for better erganisation and frisandlier treatment.
Improved erganisstion, students fit, weunld result in fower gjostions
frem the registrar’s lists, and mere acourate and complete information.
hm_ﬂﬂﬁbmmmﬁh
*ﬂ-m Arthur ssknowledged the pressnce of en
erientation pregram, “but the thing is they den't tell you anything ahout
your regiotration or anything Jike thet." The students suggested the
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mdMnﬁmﬂh&hﬂmmﬂdmﬂbm
tutorial assistance than is currently available. Lloyd peointed out "the
Learning Assistance Centre does have limited resources, so it's not
acosssible to everyons,” and Jos mentioned the narrow range of tutorial
M‘Immm :ﬂuﬂ‘yﬂthydm‘thn:mﬂl
mmmnhmuupm-mbm

(i) Mon ’ i ' | pacing. Participants
mmmmmhmmuwﬂm
too easy in other disciplines. The too-easy courves, in particular, were a
wook of term, students felt the pelicy did net meet their needs. Ones he
mmqmmmu'ulus&lm
everything." For this reason Luke suggested a comgn
course that aiowed one to precesd at his own rate jﬂih-
equivalency exam. When you write the equivalency exam, you get a big
texthesk and you can test yourself en the stuff, and if you get & [mark),
that gives you an idea how you're guing to do en the exam." Christine
agreed that lack of challengs reduces metivation:

The cdlasses meve toe slowly if all you're deing is lesking inte the

besk and refreshing your memery. As soon a8 you do losk ot [the
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bored and you want to drop out.

Arthur pointed to the desirability of a more flexible, individually
paced advancement policy:

It's too bad they don't have a system where you could go into a

you could move up faster.

(iv) Othar concarna. Pierre, a student with ESL needs, felt “there
sufficient individual attention to learmners. Plerre’s idea was aleo
meuntioned by Lloyd, who linked the CPP program with adult education,
rather than high school equivalency, and more individualised
instruction: “If CPP is basically adult education, if it would be possible to
instructer.”
thevefore not conducive to its purpose. This opinion would be supported
later in the term by all groupes.
loan, and found himself short of meney. Te pay tuition and beok costs,
Ed approached the college Financial Aid Adviser for an emergency loan,
but was teld enly that be sheuld have applied earlier for his losn.

Luke prepesed previding brief refresher courses prier to the
beginning of classes to place returning students in appropriate courses.
would be ¢ provide mere inetructional time within the term. Lieyd
ubm‘ﬂhnhﬂdh ﬁnhm

:ﬁﬁﬁhﬂdbmd“ &-g-l,’lﬂhknuﬂ:
“hmdam-‘m
posple ave starting.”



Registration Procedure |S0level -0; @=1D)
78 loval - & (ae19)

ﬁmmmﬂdhmm schniques
& NAITOW sense. Mmmuﬁdbhhm-t
instructional techniques mentioned in the questien, but seme comments
Mmh”ﬂﬂuﬂmmm

niques. Most groups felt a class structure that provided for an active

mﬁmﬁm&m

Participants were quite emphatic about the usefulness of being
active in the classroom. Max said, “If we had the teachers ask the
mnpqnﬂhpﬁl—nhm:—!hjﬂtﬂm

B;hﬂﬁmﬁthﬁﬂﬁﬁ’-ﬂ-iﬂ And iths




The discussion below begins with mmﬁmdwquu
summarised in Table 8, and moves on to instructor chars .

Hmummhdmmmiw. )

gued taMAdnlﬁ

. . ey
——t

TBh'ﬂ 5. (n-:lx)
m ,,,,,7
50 level - 8

Tlevel -6

Hﬂi(lh—m-drﬁh ﬁ-mﬁm—n

! > clas ssioms, since the interview greups
pties m&mmnﬁ:ﬂ-ﬂd

nﬂﬂhhhh:h_hﬂl-ﬂﬁq“
(me) a Nitle botter than whet a teasher weuld.” Sandy direstly stated the
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conosrn about talking with an instructor: "I don't mind saying to Irene,
'‘God, I feel stupid; I can't get this.' But I would feel intimidated to say
that to an instructor.”

Students felt that small group activities help learners understand
course material better. Harvey made the point that discussion has an
advantage over simply reading material on one's own: "As you're
discussing it, you're thinking about it a lot more than just reading it and
not thinking about it."

Arthur felt much the same: “I always found that group learning
was a lot easier because it's easy to understand somebody besides your
instructor, and if you don't know something, the person next to you
might, or if they don't, you might." While recognising that group
presentations may not be suitable in all classes, Jos felt

working in a small group would definitely help becsuse when you

hash things out you remember them a lot essier than one persen

quickly scribbling something on the beard and yeu quickly write it
down and then you're supposed to remember it.
Harvey summed up the advantage of group activity as “teaching each
other.”
Sandy was the first to mention that small group discussion helps
participants to retain information: "I ssem te be able te retain things
that we do in small groups. Take a problem and discuss it, and I seoem
to be able to remember it better it that way then if I'm reading it eut of o
book.” She also brought up an edditienal advantage of small greup
work:
Quite often pecple have really good ideas about how te remember
something. You can't expect the instructer to have all theee ideas
on how to remember these difforent werds, where Irene says, “The
way | remember is thet I de this, this, and this, and I remember
botter.” And that way I'd be better able to retain it.

Students Hhrund small group astivities to be useful encugh that
they sought them cutside of class. Rita jeined a group to study
chomistry. Max said, "One thing I wes lesking forward ¢ coming bask
to schesl was werking in groups. Afer class, you get tegether and you
work the prebloms ameng 2 smell grenp.”



i) Clasa discussions. As mentioned earlier, comments similar
to those about small group activities were offsred regarding the topic of
class discussions. Most participants appeared to equate the two
activities, although Irene brought up the idea of class discussion
following question-and-answer activity. "I think it makes a difference,”
she said. "If someone asks a question that you didn't want to ask, then
you're giad they asked it because it really helps you out. There are times
when I ask a question and I think it's a stupid question, and yet it's a
good one because maybe it helped somecne else out.”

(iii) Individualised pacinginatruction. In somewhat of a contrast
to the usefulness of group activity, participants also voiced a preference
for individualised pacing and instruction, expressed as a desire for
computer based instruction. Luke feit that such instruction would allow
students to progress move rapidly:

1 find (mathematics) really easy. I just took it as a review,

thinking I wouldn't remember some of this stuff and it would

come back to me, but if they would have had it on computer, 1

would be done already and I could be concentrating on English.
As mentioned earlier in the discussion under Question Two, students
would like to move threugh course werk at a pace determined by their
learning ability, rether than by the instructer’s pace.

Students also hit that because of the time they had been out of
school, 8 more individualised approach weuld be preforable, because
“we're in at se many different lovels, we need & lot move personal time
with the teacher instead of the five minutes afier class for your

questions.
Jean hit disadvantaged when instructers assumed learners

possessed backgreund knowledge they did net have:
Some students are just fresh cut of high scheel, and others have
been out of schesl for 30 years. Eapecially with Chem 76. If
{students] ave guing inte 130 you know they have some
background, but [net s0 with) Chem 76, oo [instrusters should] net
assume that you have any sert of baskgreund.

Por these loarners, mesting students at their lovel of instrustional need

implies 2 mere individuslised appreash to instrustion.



(iv) Rola playing. The value of role playing in understanding
In Social Studies, we're studying the government of Canada, and
legislation through it. 1 think that's really helpful, because if you

WMMBWMWMMYQMM

p-ﬂ-d'“ﬂ#b—nh-_n—-.ﬁ—,-
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Lioyd said, "There is a certain group of people who are not auditory
learners, they're visual learners.” Overhead transparencies,
"depending on how the copy is,” and notes on the board were given as
examples. John said he found taking notes from overhead
transparencies helped him learn "an awful lot more than reading out of
a textbook or somebody getting up and giving a one hour lacture where
you're asleep after 10 minutes.”

(i) Bapatition and reviesw. Another characteristic students falt
review of course content. Harvey felt the combination of small group
good for an hour a week o review the material so that it sinks in better
to put it down afterwards on paper in a test form.”

(iid) lasamatas. One activity that recsived
after [the exercise); [he] wasn't 80 nervous and it was a lot better.” Max
1 wanted to stay in that English clase—~everybody was so friendly.” Jean
also fhund “it's a way to get more relaxed in the group.”

now. | got kind of lost and then it tabes me a while to got back inte
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know what I'm doing over here yet.”

Indicats important idess. Max, Rita, and Delma found it helpful
when instructors indicated which information is important to

remember, and if instructors were flexible enough to give students a
%Mdﬂwmmﬁwﬁdnﬂw
student role and listed their perceptions of helpful instructor
characteristics. Students did net express a desire te see the application
durhrdni.mdm:;;t, pt’*mmdﬂurﬂl—-

*. h“#ﬂdﬁplmﬂﬂ
apply to all learners; others fit the design weuld be individualised. In
dh“m&hmmﬂhm-i“h
class weuld have difficulty in reaching agresment. Arthur ssid, "You
mnnﬁﬁdb&n-ﬂhﬂ.ﬂ_um
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reasons sre summarised in Table 10, and elaborated in the discussion
which follows.

Table 10: Desire for Consultation Re Course Content
Students Do Not Know |80level-3; (n=11)
Enough 7level-6; (n=13)
130 level - 4;: (n = 10)
Students Would Pick 50 level - 4
Easy Topics 75 level - 1
130 lovel - 1
Awareness of Need for |50 level-1
Long-Range Planning |76 level - 1
130 lovel - 3
Student Input into 80 lovel - 0
Mothod, Not Content |76level -3

L J

A‘A. EV S

50 level -3

130 Jovel - 0 _

(i) Bindenta do net know snough. Most participants felt that
students did net know ensugh sbout the academic disciplines to make

decisions abeut course topics, and that the education system and the
instructors are best suited to design courses. Respendencs felt their
longthy ssperation from scheol loft them ill-equipped t0 design their own
Jearning: "Yeu're coming back most times after such & leng time, you
dom t oven knew what you're going to be learning anyways. 1 thisk if 1
had to chosse it I would draw a total blank. I wouldn't know,” said Kari.

Joo and Lieyd agreed thet being eut of schesl for a longthy peried
end haviag fresdem 1o design their own learning weuld be detrimental,
as Joo said, "How can you have input inte semething thet you really




73

don't know that much about because you've been out of it for s0 many
years? We've been out for 17 years and we say 'No, we don't want to
learn that because we can't remember it."

Lloyd brought up the consideration of curriculum planning
knowledge as an important element that students lack. He felt that
"certain concepts, csrtain instruction has to be done in a pattern so you
oan Jlead up to understanding the whole." He then added, "1 think the
education system is best suited to develop the programs. It would be nice
to have input though.”

In regard to student knowledge regarding course topics, Henry’s
comment is representative: “I think it's better that the powers that be,

St | pick sy 2. Mambers of all greups folt
ﬂmmm:inhﬁ:mmmifﬂmumth
course topics, As Jehn seid, “Yeu're geing to look for the sasiest way te
do anything, so if | had a cheice, I'd say, TFine, let's do everything
able to learn that way.” Others ssid "some people might pick all the
osllege were to be "more demscratic” and another college follow a
instrugters and employers may categerine pesple en the basie of the
pregram the learner has created and thet this catagerising weuld lead
to stigmetising:
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I think in the long run, they will start dividing people into
categories. If someone comes from the adult school [an employer)
will say, "We can't expect too much of him because the program is
00 low; they try to push those people through. I think that could
creats some sort of misunderstanding because the instructors and
everyone else will expect less from us than from the regular
students.
Jari felt that learners should be challenged: "Don't lower [the
standard of achievement). It's better to come up higher than lower,
because it's going to come up on you sooner than later.”

(iii) Awarsnass of nead for long-rangs planning. Participants
generally falt that at this stage of their academic preparation for careers

or employment they may not have the knowledge to plan an education
which will prepare them for a range of choices in the future. For this
reason, students saw the instructor as providing a counselling role
through presentation of a broad general education. Students pointed out
what they fit were potential problems with designing their own
education. Albert thought that if a student were to cbtain only a passing
mark, and later en "were to go back [to school] and he nesded more than
a D, he'd have to start all over again.”

Jehn breught up the idea that should students select their own
course topics, they migit lower their expectations of themeelves, and
these lower expectations could have unhappy consequences:

If you only need a D, you won't put in any mere effort to get 8 B.

You can sst your expeciations high because you'd like to get an A,

but realistically if you set it for 2 C+ to a B- and you fall into thet

oategory, that's great. If you blow it, well, you didn't quits makse it

but yeu're still high enocugh to pass. If you just say, “I need a D"

you wouldn't study as hard.

Irene hllowed up on Jehn's point by making s connection between the
adult students’ self estesm and lowered expectations: “If you enly need 2
D, that's lowering your self-confidence quite a bit."

Arthur was meve specific about the need for experience in

scademic planning:
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They [instructors) know what I'm going to need to get into
university as a social worker. I don't know. It might look good
now, but two years down the road it might mean nothing to me.
But this way the instructors know where you'rs going, more or
less, if you're going into university, and they set down s standard
to reach that goal, to university-level entrance.
students’ perspective, is to be current regarding knowledge of trends
and issues in a discipline area. Lloyd said, "They know what is
important, what is going to be in demand. If things are changing, they
know that." Karolann felt student planning would be hampered by
Ipaﬂne- "l‘h-iuuuch:nnmﬂlyquiﬁly mtmwmtg

(iv) Student in; | ' ant. In spite of the number
imﬁﬁrﬁmﬂuhmﬂdﬂnbmmm
in two groupe did feel “you could put in on how to teach it; not what te
teach but how to do it.” Henry worded it this way: “I think as a student
because | think a persen with a better education would be a better
‘Can we spend a day geing over such and such? or something like thet.”

(v) Couras design ic ptivation. Another reasen givea
hmmhwmmmmmm
mﬂ&dmm:bﬁuhghMmm-ﬂ

mdmﬂmmwuhmd&&
return to scheol, student reaction to the addition of course tepic selestion
was not surprising. Karelonn said, “It's te0 mush. You heve s much



mpnndﬂhtynltlmvhywmﬂdmmtnﬂckmtmm

wmuwemﬂmumwpuhmm

mdnaihdviﬁnﬁ- ﬁmmmunh
order of descending frequency.

Particioant Charactarists
At this point in the term, a marked change in attitude was

date. The total number of partic ’*f*,,hdimdbydl.wiﬁlﬁﬁh

-ﬂmm lmmbrmﬂlii ntained, with §

mﬁﬁﬁmﬂhhhm m-\blﬁv

pined the journal in any detall ever the academic term, oo they

mm-ﬂﬂhﬁkhﬂ H“w&_—h
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Intaryiaw Data
Hish pointa. The first question of this round asked participants to
mmmm-ﬁmmmudmmum

wm&drmmdupmn(iplnl;mmgﬁi
outcome. Many participants had had negative previous experience
education, and did not expect to achieve the marks they received.
Bernics, for example, said, "I'm above average [at midterm marks) and
that surprised me because when I was in achool as s tesnager, 1 didn't
do well in school at all. I was surprised to realise that I am capable of
doing what sverybody else can do." Three other participants in
Bernice's group agreed. Irene, for example, moved from "I theught I
was really dumb,” because she had been referred to a leaming
assistance program, to receiving a student recogmition award.

Tbumhtbm-hmmnbh
mmmmmm ht-ltﬂ.itm"&hﬁ
again, for as she said, "T'm deing better than 1 theught I was capable of
mﬂﬁn&:!ﬁydmnﬁgghﬂdﬁ“_
aboence from academic loarning. Seme were challenged by the
discovery, “1 wasa't as dumb as | thought [ wae.”

) in
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Thirteen participants mentioned both increased awareness of

Delma discovered that "learning is easier” now that they are "more
mature” students; that they want to learn, whereas in high school they
had less motivation and self-discipline.

Sandy and Joan recognised their expectations cught to be more
realistic. Sandy, affected by test anxisty, said,” I think my sexpectations
are way out of bounds for me. [ have to learn to loosen up." Joan ssid
that it was a "real adjustment” for her to recognise her limitations in
mathematics, and to accept 8 mark lower than the straight A's she
coursework and drive to excel, but were able to accept the trade-off of
more family and personal time for lower marks.
sharp as [he] thought [he) was.”" In contrast to his high performance on
the job, Lioyd ssid he was unable to "grasp concepts as easily as (he) did
in scheel.”

Participants in all levels nlso reported increased self-estoem
during this reund of interviews. Per seme pesple, like Sandy and
Albert, self-estesm rese as & conssgquence of discovering they were net
"dumb,” that test anxiety was the majer cause of dissatisfaction with
academic performance. Participants in all levels reperted increased
pleased to find that she had "still get it" after all these years, Jes and
Jim were surprised at how much of their lectures they were able to
understand everything. I want ¢ go s far a8 | con and got a goed
prefossion. | will accomplish my goal.”
learning toward a better caresr. As Maxine said, “Whea you're a
cashier and meking six busks an hour--anybedy con do that." “Pesple
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look down on students, too,” Karclann added, "but you have self-respect.
That's the difference.” Maxine responded, "There are so many who say
they've been thinking about going back to school but don't think [they)
could do it. A lot of people give you a pat on the back because you have
the guts. People realise it's not easy to juggle school, work, kids, home,
and still have some sanity at the end of the day.”

It should be noted that one member in the first round of interviews
had withdrawn in the interim. Although Blaine could not be contacted
in spite of attempta to do 00, his clasamates indicated his withdrawal
was dus in large part to poor performance arising from s lesrning
disability. Their opinion is supported by Blaine's expression of
frustration, in the first interview, over the college’s lack of support for
the learning disabled. In the second week of classes, Blaine ssid he was
already "doing really bad in English." He had come from a program
where three teachers and a teacher’s aide were available to help him; he
now feit the need for "someons who can teach (instructors) there are
students in [classrooms] who can't learn preperly, that take a little time
to learn. [Instructors) need someons to teach them how to deal with
these people.”

The first reund of interviews indicated thet the eptimieom of
returning te scheel, for most participants, was csleured by stress and
anziety. Per most of those who remeined in the study, theugh, the
initial stress and uncertainty expressed in the first reund of interviews
was being replaced to large degree by greater self-awarenses,
confidence, and increased self-estosm.

(iif) Learning is spioyable/nositive attitnds to learning. The third
idea, sesmingly a natural complement to the firet two, is thet students
found learning to be snjoyable, a contrast te the general attitude they
hold in public schesl. A pesitive attitude to loarning, reflected in the
pleasure at unanticipated good marks mentioned in the firet tepie, is
part of this theme. Participants said thet as high scheel students they
sttended classss because they had te, but new, as Lucy said, “T'm here
because I want to be here.”

Twelve members made comments directly related to a pesitive
attitude to learning. Karclann mentionsd part of the change is an



expanding horison of possibilities: "You get here and you realise there
are things you want to do that you never realised you want to do.” She
indicated the tentative nature of the back-to-school resclve for many
upgrading adults: “I think a lot of us Alt that we wouvld give it a try, and
if it dossn't work, T'm out of here.' But once you get here and it works
can have fun when you're learning helpe relieve a lot of stress.”

One aspect of the enjoyment of learning was the supportive
environment in the class, a topic discussed more fully below. The 76
lovel group stated that a high point was "to make a mistake and not be
Mnﬁnd‘:pﬂﬂnnﬁmdnhm

The last point mentioned in relation to enjoyment of learning is
that students reported being "stimulated by learning.” Plerre found that
"It's been exciting to have my mind stimulated in a difforent way - it's
classes after o long abeencs, the return is "s dream come truwe.” As she
come trus. | was just flying to be back here."

(iv) Impraxed lessning skills Ten participants reported improved
learning skills at this peint in the term. In the basic group, Sandy, whe
suffers test anxiety, "had ne idea how to take notes.” She had been
ottempting to memerise all the information frem all her courses, “se it
aaturelly now then it did in high scheol” and that he is “willing te werk
harder, bosnuss (he) is move metivated.” Jim said that part of his
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Gnmﬂﬁdiummumwﬂpﬂnb
mathematios and to prepare for tests. He also found the Study Hall
assistance useful in resolving problems. Hﬂﬁnﬂhﬂmmﬂdm
m&&mmmﬂh;;m _
iﬁmm

rcoming, or at least coming to terms with, test anxiety and
mm-iﬁﬂhumﬂwmﬂh
mentionsd during this round of interviews. Both Albert and Sandy had
“T'm usually getting around 80%, and before I'd be lucky to get 80%."
For Harvey, managing stress became an important skill: “When
midterms come up, I get a lot of pains in my neck and areund the eyes.
I just relieve my stress by running my dog or trying ene of theee
relaxation tapes.”

Karclann found transfr of learning to be a significant skill:
“What I learn in classes helps in other classes and applies in & lot of
areas ] never thought would. In English, learning to write papers
such.”

hhﬁﬁtﬁiﬁiﬂﬂm Aidi-hiu
mbﬁ‘hrﬂ“ﬂﬂ_ﬂ,mﬂﬁ
308 to assist them in their coursowerk. In the basle
“m*hﬂﬂmﬂh_




me if I need any help with this or that. and it makes me feel really

good that they do understand aud don't just say, “Well, we went

through it, and you'll have (o tougt: it out.

A number of comments were mrde aboit the helpfulness of
instructional staff at the college. Bandy menticaed the welcome
assistance from her English instructor in helping to compensate for her
test anxiety and weak learning skills. Joe also noted the helpfulness of
his instructors:

The high point that I found was the difference in instructors
[compared] to when [ was in high school. The instructors here go
out of their way to help you. You can go and see them anytime
and they are always willing to help out. When you are in high
school they teach you to "Get away from me, 1 don't want to see
you until tomorrow.” Here, it is, "If you have a problem, come
and ses me and we'll spend some time doing it." They have no
problem with helping a person cut. Especially if you ask.

Seven others commented that a high point in regard to helpful
instructors was "being treated as an adult.”" Jari and Kari appreciated
the mutual respect and adult-to-adult relationship they found with their
instructers. For Karclann, Kari, and Arthur, a "more persenal
interest” in education is important, which as Karelann noted makes
"most of the difforence.” Lieyd was buoyed this persenal centact as well:

I had the experience of getting a couple of pats on the back frem

instructers, something 1 think mest adults are aware of dessn't

happen very often. When an instructer weuld hand back a paper
that he graded and seid, "Yeu did really good,” that was a real
pick-up. You are proud of yourself. (I weuld) go home and brag to
my wife.
The high peints experienced by students in this study revoived around a
cluster of factors related to positive feedback about their performance
and the discovery of a suppertive learning envirecnment. These who
were anxious abeut their return te scheel were slated by their midterm
merks and the realisstion they csuld develep or renew their learning
skills—-that they had net lest the ability to learn.



lLowx Points. In spite of the many high points students
experienced, the return to formal learning was not entirely smooth.
Most of the low points refer to students' difficulty in adjusting to the pace
of instruction; however, one group's unhappiness with an instructer
coloured many of their comments.

(i) Faaling overwhelmad/ unabla to retain information. Students’
memories of their first fow weeks in the College Preparatory Program
were still fresh. As described in Round One, most students found this
time to be quite stressful, and comments in this round reinforced that
point. Thirtesn students commented directly that they still found the
pace of instruction too rapid. As Ed seid:

(There is] so much information to be covered; {the instructors)

expect so much from someons who has been out of school for ten-

plus years. The first fow wesks being a new student overwhelms
you how fast the pace is going and the amount of material being
covered. I got off t0 a bad start, and you just have to realise you

have to get with it or lose ocut.

At the senior level, Jos found that keeping uj. with the class was &
challenge as well:

I was probebly spending four to five hours a night, even Saturdays

and Sundays, just s0 I could stay up with the class. It's a ene shet

deal with me, 20 ] have to be right on top of everything. Because of
hitting the math beoks so much, I started to get behind in English
and because of thet, the last essay I tetally blew because I wae
working so much on my math and never concentrated on my

English.

The rapid pace produced seme casualties. Blaine, as discussed
earlier, withdrew from cellege. Sandy reduced her werkicad, for as she
said, “T just found it was really overwhelming, so 1 dropped my meth
and science and went cut on work experience and I've kept the English
going.”
As discusesd in Reund One, returning to scheol is stressfal for
adult students, particularly these entering at a lower edusational lovel,
or these whe have besn away frem frmal learning for an extended
peried. The firet fow wesks ave trylag, and the pose of instrustion



remains a challenge throughout the term. Bernics may have
When ] first started I felt really overwhelmed with everything.
Like | wasn't going to be able to retain it all. T‘hﬁlmﬁhpﬁ!

for about three days and then all of sudden, I falt overwt

again. Iwmﬂﬁﬁﬂwmwﬁlmmum-ﬂl
and then all of a sudden would create a block and [I) couldn't
become anxious. That's kind of levelling out with me now. I still
got it but not as often.

sense of “instructional techniques” as defined by Verner (1964): “The
approach employed to accomplish the learning task, such as lecture,
small group activity, role play.” The elsberation for the question
provided a broad range of examples of instructional techniques as a
-glcfm:hhmm thcmhlmhn

snoed their responess to some extent.

In anowering this question, participants discussed instructional
m&mmm:wmnua—-

m&.w “mmﬁﬁwﬂﬂﬁ
student comments were often related to instructor characteristics as
well as to instructional techniques. Student comments about unhelpfal
instructienal techniques will be presented firet, in Table 11, fillowed by &
discussion of unhelpful instructer characteristics.



(1) Lacturs. Little direct discussion of lecture as an instructional
technique came out of the groups, with the exception of the senior level.
Thoee in the intermediate group cbserved that with one instructor lecture
was unhelpfl because she requested learners not to follow the discussion
in the textbook; otherwise, the references to lecture in this round of
mmﬁﬂuﬁm—bhﬁﬁiiwm
mm-mmmmmu@;
helpful, rather than just having a lecture where you have oit and take
notes and try and discern what is valusble informetion and whet iea't.”
Similarly, lecture technique was unhelpful whea an instruster used
Wﬁﬁiﬁﬁﬂﬁmﬂh&hﬁnﬁ.uhﬁ& - {
you watch what he puta en the beard and try and put it inte netes snd then
go back to your text, you sre spending twice as much time to confuse
yoursell." The confusien arces frem the discrepancy in language, as Jee
wmwﬂﬂmmﬂhﬂﬁﬂuﬂ.-ﬂmdh

w*mw-ﬁﬂwﬁﬁﬁﬁ



T'h;;hm uplc;gﬁ:upod Mf t.hT uujmy are summarised in
Table 12, and then explained briefly in consequent paragraphs.

Table 12: Unhelpful Instructor Characteristics

[Instructional Pace Too |80 level -6;(n =9)
Rapid T8 level - 4; (2. 10

Use of Whole-part | B0level -3
Explanations 75level -0

Ou.hmmﬂywmnihwmtmdumﬂ
hﬁMmMW&mﬁgvﬁﬁ&hp@.
but the group generally agreed with these four vocal members.

' . Participants in the basic group
mmgdiﬂlth-mby xplanations which presented beth
a concept and its context. A-Hmoycdd.’!hdwbnnhumm
and she tells us wAy we should know this, like for algebra, I find I don't

muﬁdbhﬂtmmﬁﬁm&g

instruction.
A—dm“knﬂ.mﬂm

*den't talk down te you" was qualified by an example of too-sophistionted
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language. Three respondents found the language of an instructor
impaired their comprehension, and his use of precise diction an
impediment. Lloyd said, “He has a problem of coming down to our Jevel, to
be eye to eye with us.” Each student respected the instructor's knowledge
and precise use of terminology; however, Jim felt the level of language for

Ithlnkofumngnmlymrhmmformbmmh
seems s0 vague. Because he is trying to put this material into
different words and | believe because of his qualifications and his
fairly intelligent people. I know in class there are a lot of people not
really up to snuff. A lot of them are grade school material, not
glhphnlmﬂmn. There are things that he is talking about--

, jcular methods of solving problems-that I am
humrﬂnjhkﬁﬁ.mdhmthdu-hvﬂm I really
qioyu,lnhthmﬁcamﬁ.llih&bw but it is very

wutln(ﬁm mdmbmﬂﬂ(mdns.mmdmdbyﬁm
unhappy with an instructor. Other characteristics were mentioned by
enly one participant and therefore were seen as a minority view. These
mmwmmmmmmmm

ctional skills or are the cbverse of the helpful characteri
&nindhkw bmm“nuémmd
m&m&;mmmamﬂu

m&&wmmﬁhwﬁémb
m:mmmgﬂm:: stics
mmmnmﬂya&ﬂ-im




Table 13: Helpful Instructional Tochm ues

Small Group Work 50 lwcl - 4; (n = 9)

76level-1; (na=10)

Lf 130level -3; (n=8)
Large Group Activities | 50 level - 4

76 lovel - 5

_ 130 level - 4 —

Lecture with Provided [50level -0

CQ;IPIZH’E!HS@& 50 level - (
Instruction 76 lavel -

mmdhﬁniquoﬁu;mnmpgﬂﬁty.Mybyh
basic and senior groups. Although two students found groups
Mbﬁﬁﬂiwm&ncmm
learning a more enjoyable activity. ﬁqlhrdnﬁdmtﬂium
to work effectively in groups was a valuable employment skill, what Jim
called "preparation for real life.” Pctmnph.ﬁnﬂ.
In science, nﬂuhﬁmhﬁhulmnﬂﬂm
great. When I'm deing something with somebedy elee, if I don't
understand it, somek f,j’dnduc.mdwimd’mndl
remember it better it that way.
Lloyd filt the same way absut the effectivenses of emall groups for
learning: "Working in small groups is not enly taking in infermaties
htlhilynhlrn-ihn;uﬂ. Ynhm-ﬁih_-dlt.'




someone else the stress is gone. If I'm under stress I can't retain
and therefore I remember it better.” Students in the basic level had
written tests in groups, and unanimously found this unusual
experience reduced stress, improved learning, and increased retention.
Small group presentations also received special mention. Joan
and Max felt that presentations were useful to overcome shyness and
develop public speaking skills. Delma noted that she and other students
found it easier to speak out in class when a topic had first been discussed
among themselves because "you hr4 the whole group behind you.”
small group work. Sharene pointed out: "It may be [the instructor] has
capable of doing the work on our own, but it's 50 easy to understand her

(i) Laxgs group activitiss. After amall group activity, large group
activities, which included working at the blackboard, class discussion,
and role playing, mﬂﬁﬁﬂdnﬁnmhm Students
mentioned that working out problems at the blackboard was useful for
peinting out errors in their thinking, and for invelving the whole class
in an activity. Max thought this activity bensfited both the individual
and the whole class by pointing out common errors and misconceptions.
Ed said those who were called to the front had “an incentive to want to
know” to avoid the embarrassment of being unable to do the werk. Irene
W&dhm“ﬂldphntbhlﬁ.ﬂhdw
M l&-lbﬂth-ih:t:ﬁ. Uﬁlﬁhﬁ reun
g“ﬁnu lmﬁlimnﬁﬁﬁm
mhmm!&u;ﬂlmnﬂﬂhiﬁ. T-:

mnﬂnl&-ﬁ-cﬁlﬂl



Class discussion was valued for the opportunity to hear others'
ideas, for the ease of contribution, and the opportunity "to get our
viewpoints in." For Delma, such discussion at times gave her cause to
re-examine her thinking on a topic; at other times it bolstered her

confidence in her thinking.
Role playing was mentioned only four times, but with conviction of

its usefulness in learning concepts, understanding literature, and
experiential learning.

(iii) Lacture with provided notas. Only three people mentioned
lecture as a useful instructional technique, provided lecture notes were
written on the blackboard. Two of the three found the technique
"useful,” but preferred the more active techniques described above. For
Delma, however, tholoctuu-with—uommhorpufm.tbom
gave her material for later review.

(iv) Computer-managad instruction. Only students in the senior
level had any experience with CML, which was used in mathematics

and as English grammar review. Responses reflected both sides of the
computer-based learning argument. Joe disliked the computer for the
lack of explanation and instruction when wrong answers were entered:
“it just tells you that you are wrong and not what you did wrong, so you
have t5 g back over everything." Lioyd liked the novelty and self-peced
natwre of the computer courses: "If you wanted to finish within two
weeks, you could have done 50 rather than take four months." Those
who obtmred ready instructionel assistance found the CML approach
“very straight-forward and sasy to understand.”

Halofial instructor charactaristics. Some participants’ responses
to Question Thres may be categovised as instructor charecteristics
rether than then instructional techniques. Rather than describe a type
of activity used to learn information, students described instruciers’
attitudes toward learners or curriculum content which they found
helpfal. These instructional characteristics are summarised in Table
14, and described below.
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Treats Learners as éon-va -a)

'.Mﬂtﬂdnﬁmhn-ﬁlﬁm
m&—uw Their comments reflect experience with
other instructors this group flt were providing appropriate instruction.
These "other” instructors, Luke mentioned, "treat us like adults,”
where the one instructer "treats us like high scheel kids." Kari it the
ﬁmmbmmpﬂmﬁm&m
“just dosen't really care,” according to Luke. Karel
Wﬁﬁﬁﬁﬁblmm&m Yﬁhﬁhiﬁu
hﬂuh lt lﬁﬁhﬁ:hﬁﬂ-ﬁibﬂhnﬁ&
The o , for Karelann, is that “you foel mere combirtable and
udu*mvﬂnh—“w:h*




Being treated with respect was mentioned agesn 2= » ontress in
instructors’ attitudes to learners. Kari said, "It's wmesis. - hewe
someone argue with you when you're right, and wen -ulien
you're right, he admits he's wrong (but] actaas =~ - - wig dual.”

Th.mmupwnminmhstmtﬁﬁ_ﬁﬁrl
personal interest in students’ learning and sessses was immportant. Ed
said, "If the instructor seems genuine about waltsmg yeu ®» get through
help you need to do that.” Karclann mentioned thet pssaonal interest
We had three teachers that used basically the same technique,
and two have positive results, and one doesn't get anywhere. It
dcpmdillﬁtuwnthiw-moﬁw.thumthq'nthn.

i) Pray nceass. Luke provided a negative
mnphafthhchmeuﬂ:ﬂc. As previously discussed, participants
found the rapid pace of their courses rather hectic, with little time to
hhnmdmm

The first fow times it was very frustrating because we would think
that we were giving her what she wanted, and for about the first




us and didn't mark us as hard if we didn't [initially) do it the way he
expected it. It was a gradual thing, which was nice.”

level group indiut:d t.ha ulua o!‘ hlving notawoﬂhy infom:ﬁm pointed
out. For example, Sandy said, "If it's something we have to remember,
our instructor puts it in such a way that you pick up real fast we should
remember. [ find that's really helpful for me.” Irene added that her
us notes to copy down.” Harvey indicated that students in many cases
instructor to highlight important information.

wE ' ’
Wiﬁ-iﬂdMﬂ‘lurdthﬁby
Asen '*,ammmammmummm
struct : " Direct mention of in s’ deliberate
mmmmmmmmmumunm
three participants in the senior group, however. Sharene brought up
the contrast she found between a class which fostered student
soquaintance and another, cutsids the college, where no such attempt
m-nh:

learn.
Joan also mentioned the value of a get-acquainted activity in an English
clase, "00 that pesple were comfortable. anmmq*hhh.m
h--l-t!ln, Hﬁhﬂﬁnﬂﬂﬂghﬂmhm-ﬁ_

h—ﬂﬁﬂﬁﬁkh...ﬁl"dﬁnhﬁ
beoause of that [get-« *
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learners in tbe 50-lml group stnhd tlnt tlny \mdnritnod bgttar when
the instructor presented a concept, as Bernice explained, "step by ltlp.
almost like a Grade One would need.” Sandy's needs were similar: "1
have to be shown step by step, andlhnvetopttbaﬂmluphfoﬂlmn
go on to the next step.”

already stated their discoveries about themaselves as learners as “high
points” in Question One. Comments provided in March are first
summarised in Table 15, and then discussed as a single topic rather
than subdividing them into sub-topics. The question was asked again in
May, however, to discover participants’ observations in this regard.

50 lovel - m-(n-o)
78 level -0; (n = 10

peinted out that as a Jearner, “you have to got aleng with the instrester,
you have to be his or her student. It dessn't matter if [the instructer)



teaches me good or bad, I can study or get help from other people.
Sometimes you haven't any choice--you can't change your instructor.”
The group agreed that the onus is on the learner to adapt to the
instructor, rather than the instructor adapting to the learners.

Five participants commented on the value of personal interaction
with instructors. Jeremy noted that in spite of Rosh's point, the
instructor must also get along with the students and should "have a
sense of humor, relate to how they think, stuff like that." For Joan, the
ability to be personable is important enough that instructors should
make concerted attempts to learn this skill, and Delma found "the
instructors easier to talk to, on an adult basis.”

For Bernice, one of the older participants, application of leaming
was useful for her:

I don't see any reason for all the memory work we have to do. In

sciencs, we have to remember the formula. If I need it, I can

carry the formula around on a cue card for the rest of my life. The
same in English--the definitions of prepositional phrases. When

I'm out of school, I won't have to go around telling people what a

prepositional phragse is, but if I can apply it and use it, I will

sutomatically apply it and improve my writing without
consciously knowing I'm doing it.
Max stated that although he was unsure of what to expect, he had feund
that what worked for him were active learning techniques such as small
group werk, and work on the board.

The ebeence of analysis regarding changes in expectations may be
due to students’ precccupation with simply staying abreast of course
werk, as indicated by Max's comment: "] didn't know whet te expect in
instructional methods. I was more afraid of, ‘Was I going te be able to
leara? Keep up with the pace? 1 dea't think I really thought much
about the methed as such.” Ansther reasen for this brevity is implied by
Seady: “It has been 00 leng since 1 was in ssheel, I weuldn't know whet
is @ geed instructer or a bad instructer. *

In this round students did net nots many changes in sxpestations
regarding instructien. This question ressived mere attention in May.



Third Round Interviews

The last round of interviews was conducted in May,
approximately one month after winter term classes had ended. Without
a common timetable, fewer people were available to meet in large groups
as had been done earlier, 80 most interviews were conducted with either
small groups or individuals. The same format used in earlier rounds,
of allocating a fixed time per question for group discussions, was
followed here for this round. Individual interviews, conducted in person
and via telephone, were not under the same time constraints, but
followed the same question sequences.

Questions in this round repeated thoss asked in January, as a
means of comparing any changes in attitudes or perceptions. In the
discussion below all themes identified in May are described, but only
corresponding themes from January are presented. The full list of
January themes have besn presented earlier. As before, responses are

in declining ovder of frequency.

Earticipant Charactaristics
Most students were now quite confident and relaxed in the college,

as if they had found a niche in the institution and were confident of their
sucoess in their studies. The number of participants at the senier level
remained unchanged from the firet round in January, as did the
fomales in the intermediate level, but the number of males in the
intermediate group had dropped from 6 10 3. In the basic lovel, the
number of males had drepped frem 7 to 3; fomale participants were
reduced by 1, from 4 to 3. Students were sway working en summer jobs
either sutside the provines, or on werk schedules which did net permit
interviews either in persen er by telephens. The number of participants
is presented in Table 1 on page 30.

Intecviaw Data
1. End of Torm Percaptions Abeut Raturning ta Scheal

As may be exposted, peresptions in May diffhred frem these of
Jenuary, when students were first exporiencing the confusion of
adjusting te a new envirenment and now expestations. Beth the sense of
optimiom and stress expressed in the first interviow were muted at this



87

time. Responses have again been grouped into categories, tabulated in

Table 16: Puﬂpdm ﬂm&l\m Students

unsertainty expressed in the firet round was generally replased by &
ﬁ‘““ﬂ“mhm‘ﬁﬁ-
ﬁhﬂ-. ' ’ﬂﬁﬁlﬂﬂ*l.ﬁ“




his class, for as he said, "At the start, the younger ones thought they
were smart, now they're not there." He found that he gained confidence
as he got older, that he was able to make "connections” with course
content on his own, and if he did not understand, he flt confident
enough after the first week to ask questions. Both Bernice and Albert falt
t.hlnhmtnmmuldhm dnmthquuwwhnm

ﬁohmgh‘mpdnmﬁdaiﬂrdmcf
increased confidence after the term. Karolann initially found the retum
to school "very frightening” for “you doubt everything from your ability to
got along with people to learning to getting lest in the hallways.” 8he
was now certain that returning was "the right thing to de,” and said
that her initial doubt and fright had been replaced by confidencs. Her
mdlﬂtmmudﬂhnhﬂmwdﬂn
mproved relationship with them. Arthur and Maxine ales found it as
lm“ "sasier,” partly, as Maxine mentioned, becsuse they new
had some background knowledge and knew what to expeet.

The senier group expressed the same fhelings of incressed
confidence, adding to the comments of the ethers that familierity with
building layeut, with cellege pelicies and precedurvs, and improved test-
hiﬁﬁﬂhmﬂ-ﬁ-hhr-ﬁ- Jean added that the

itien to schoel was “hen us” bosause of the shifR fram business
h-uﬂﬁe-vh_ﬂ-i“-m Iﬁh
summed up by Bernice'’s statement: “When [ firet came, it was ssary. |
didn't know where to go, what to ds, or how to act or losk-] dida't know
anything. Thet's scary in itsslf Net knowing how to study anymere or
take notes, stostera. Thet will come casior next torm.”

ﬂkﬂﬂhbﬁ(dhﬂﬂ“lﬁﬂhm




pride in myself. It changed me 80 & person in a lot of ways, helped me
o small part of it. It was a lot of gaining self-respect in my abilities to be
o funstioning part of seclety, & sense of pride you're doing semething
estoom in being treated as an adult:
I didn't know [ esuld make it through scheol. I thought it would
younger and not wanting to do it. But the teachers den't treat you
ko kids, o0 it helpe. There's a lot more responeibility, which
means you want to take en s lot more.
1 hope to got my B. Ed. and werk with children, and it weuld be
omotionslly rowarding.”

(4) Mers somfarishls. In addition to feelings of increased
confidence and self-estosm dorived from sussssaful completion of the
torm, participants now fiit mere comfvrtable in the esllege, partly
m&wm'ﬂ&ﬁiﬂMG&.ﬂ“
and haviag made friends with dlasemeates.

Irens, whe was ready to return o classes, seid her “Sllow
ctudents were great, toachers and other students were willing o help
you,” and thet she “enjoyed the entire atmesphere of (the eslloge).”
combwtahis bossuse “overybedy's ot the same lovel you ave,” trying to got
an edusstion, wanting %o be in ssheel. I» the same vein, Lugy
mentisnsd thet seturning students now have & diffsrent attituds:

Wo are willing ¢ lsarn aow, whereas we weren't bofbve. Heve if

you want help, you gat it. Bverywhare you go there is help, and it

just mahes me want %0 be heve. ¥ you don't vaderstand
comething, (the instruster] wen't lough ot you besause you den't
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Although mentioned directly by only two students, the ability to draw
upon life experiences to enhance learning is part of the "differeas
attitude” mentioned by several other participants and is one of the
distinguishing characteristics of adult learners. Using life experiences
to school. John, who had been away 38 years, found that he had learned
through the "process of lifs.” He said he was "able to put the
experiences of life into reality and practice” and felt the "capacity to
learn grows” as one ages. He therefore was now not intimidated by
younger students or his instructors.

picked up background knowledge that I didn't realise was there and
how it's being brought out through diffarent subjects.”

derived from familiarity with the academic cyde, but Jos added that
being a student is now easier with the discovery of "options that helped
taks notes, how to take exams.”

goneral sense of optimism and confidence as participants adjusted to the
cellege envirenment and the demands of their studies. hql-n:ry the
interviews revealed a general optimism over improved emple
mw-.mdwm hﬂm
did come out of comments in twe greupes.

As mentioned ecarlier, Ed was encited about being in & prefossion
rather than a trade, and wes lesking forward to & “stable envirenment."
Kari was meve direct in hor statement: “Bventually you're geing to be
able to losk at your paycheque and say, That's what it's all abeut.’ Net
having to werry shout where your next meal is coming frem.” Nikki
dessribed hereelf as “almest brain dead” and as & consoguense filt she
was ready to come back ¢ “learn and bessme something.” &lﬁ
csntrasted werk with the eptimiom of belag in schesl: “You got anether
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job and you think ‘What am I doing in this job?” You don't feel good
about it. You go to school and you start thinking, 'Tm doing this for
myself. I'm going to make a better life for mysaelf."”

been grouped under one general category.

the term stressful, for different reasons. Bernice said, "I was on an
slept for months. I'm kind of dresding coming back again. 1 want te,
but I found it very stressful.” Sandy said she felt like Bernios: “I found
three courses absolutely overwhelming for me, 80 by January I decided
to drop two courses. Imﬁmwhwhﬂybm

Like Sendy, Geri said the term was "a lot tougher than I thought
it would be. Seems like such a rat race. When you're in the workforce
you leave your work at work, but when you're in school you still go to
midnight at times.”" Albert found being in classes "hard on friendships”
in what he termed “life B,” that it was "hard to regulate yourself with
homework and review.”

Three participants found the experience of the first term to be
disappointing. Sandy and Bernice, both older famale participants,
expressed dissatisfaction with the requirement to take a general
education program. Bernice said, “T'm an clder person now, so I don't
particuler] treining and (lot ma] get out of here and get on with my life.”
Boernice's career plan was to be a Dental Assistant; she wanted to
Sendy agreed:

1 foel & Jot like Bornies doss, [that] iifs experiense and job
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and direction, test us to see where we fit in and say, ‘Here is what
things you have to do, what you need,’ and not let us go through
things we may not have to use.” After forty, I don't want to spend
two years just getting Grade 12 and then [still have) another two
years to go.

Pierre was a little disappointed in his slow progress in developing

fluency in English, particularly since he keenly folt the loss of time: "I

know I have lost at least six months, and six months at my age has

much more valus than for a teenager.”

application to a technical institute had been placed on a waiting list:
I'm in a bind here. I'm not getting any younger, and it's cost me
a considerable amount of dollars to be out of the work force. I got a
better education out of it, but will I be able to apply it in the future?
Or should I go back to what I was doing before? Should | have
been working, getting in time with the company?
Mwﬁdmmwhmmhﬁﬁd‘hm

whmmmwmmqim
and self-paced instruction as a means of reducing the time spent

muummnm 17, hﬂnﬁl
MMM,MQ‘.'!&M:MM

helpful.” Mwﬂ.mMM&uﬂ'-ﬂiﬂb
more, that it was up to the student to learn how to make life easler.
However, somes comments pointed te pessible changes in cellege
ssrvices. Highest mention was mads of the nesd for an improved
erientation program which weuld identify the services aveilable to new
students, such as the Learning Assistanse Centre, with its tutering and
thet the Registrar's Office send out an "sduit returning to sshesl”
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package to inform new students about financial assistance, registrati
procedures, book purchasing, mmmtummh
first days of classes. Another suggestion was to have former students
tell incoming students what to expect upon their return, particularly
about the rapid pace of the courses.

Students also felt the college could help more with the registration
procedure, either by providing a "guided tour” for first time students, by
posting a "step by step guide to registration,” or by having experienced
students help newcomers through registration. This suggestion relates
process in January.

Shorter, direct employment preparation courses were suggested
by S8andy and Bernice, who falt clder learners could apply previcusly
acquired life experience and therefbre need learn only employment-
specific skills. Similarly, Geri would like to see sponworing agencies
remove requiremaents to take courses not directly related to career plans,
don't need.”
acourate in placing students in appropriate levels, for some students
placed in Mathematics 130 were unable to add fractions.

ﬁhddhniﬂmgﬁd&ﬂh“
M!.-q;dnhl-u.'luhqm--ddhuninah
take on the responsibility curselves. They are not teaching children. We
are suppesed to be able te think for curselves.”
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Table 17: Pompﬂm&cdlq.&mhrm
Comparison of Janus ay Responses

Orientation 501evel - 1 More 60level - 3; (ne@)
Information 75lovel -8 G@mpﬁhnn:iw 76level-1; (n=d)
130)level-4 | Orientation -7 (n=10
Information re |50level -0

Department 75 lovel - 7
Registration 50 level - 0 Help with the
Procedure 75 lovel -6 registration
Information 130 level -4 | process

3. Halpful Instructional Tachniguas.

In many ways, student responses to this question did not vary a
great deal from those given in January, nlthou.hthhunﬂhdr
mmmmamm-w As well, many
comments described instructor charact f’r-th-n.hﬂ
instructional techniques. The discussion of instruet . v
Mbuhmu.hmwmuﬂmﬁmdm
instructor characteristics.
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Table 18: HleM Inltrueﬁond T@niqnu

------

50 level - 3; (n=6)
76 lovel - 4; (n=D)
| 130 Jovel - §; (n=10)
50 lovel - 0
78level - 8
|1%0level -4
MH 1

(1) Small greup sctivitias. As in January, students felt that small
group activities were the best way to help adults learn. Bernice
maintained that discussion with fellow students helped: "The
instructor might tall me and tell me, and 1 still don't get it. But if I ask a
student who says, Do it like this,’ it clicks." Bernice's elaboration

repeated the idea expressed in January that instructors may use too
but a Sesame Strest way. Kesp it simple. ] don't have to know
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Arthur noted the greater ease of communication among students: "You
are going to relate more to a student because you will not be shy to ask a
student his point of view. Whereas, if just starting here, you might shy
away from asking your instructor. You'd feel like a dummy.”

The 130-level participants generally reiterated the comments
made by those in the other two groups, that group work was “lots of
fun,” "nicer md more mmforubh for ndulh’ and t.hqt. thonfm

-ndthatlhpfounditudirwlpnkupnnﬂohmup
In class I wouldn't speak up because the class was 80 big and in
case ] was wrong, even if ] knew the answer. And you get
sarrassed]. But if there were four or five of us working in a
gmpl'dlpnkmymindmdt.hmnywhnll.hmgm.

change my opinion if it is wrong or hard nosed.” Joe preferred a
combination of brief lectures and working in groups:

Ihﬂmzmhuhmhgumwmm
you're having problems until you're at home. And then [ have ne ene to
help (me).”
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(iii) Baola plavs. As in January, role play was listed as a helpful
instructional technique, this time by all three levels. Sandy said that
role plays add variety, more fun, and help learners "remember better.”
In fact, Lucy said she could not understand a concept in social studies
until a role play helped "pretend it is really happening. I caught on so
much faster. I put myself in that position.” Karolann noted that role

(iv) Brisf. purnosefi tures. Although most students preferred
-eﬁv-la-mh‘ mmhthninhmﬂnhﬂnﬂ&mm
lectures to be an efficient means to provide information. Joan stated,
Mmmvmhlﬂdhhﬂghtmﬂt.[mshn]whﬁ(m
instructor is) introducing a new topic. You have to have informs
assimilate it." Rita and Joan found that lectures "worked well” nﬂﬁu

mmﬂmmﬂmm annm

\ﬂnﬂmﬁﬂnhﬂu
tb m:miWMiﬁ. B-ni--idibhirudhtﬁr
Techniques which demonstrate practical application were cited by
Werking at the blackboard was mentioned as being a useful
technique to help learners retain infrmation, for it “forces you to
ﬂni. mum mnmhndm
Using & variety of techaiques was mentionsd geonerally as &
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Holp!hl tnnructar chanmﬁsﬂﬂ (m Table 19) did not change
significantly from those listed in January, but the May list is somewhat
shorter. The first item in the list is attributable in part to the
dissatisfaction that the intermediate group felt with one particu
ilmmcm Othumummw-ﬂy&:mmtﬂmm-

75!-!11 Gi (nﬂ)
130 level - 0; (n=10)
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for example, stated, "It is easier to go from A ¢to Z instead of jumping all
over. It was hard to prepare for and know where you've been.”

definite flow of information. You could understand it and keep up with
it. In [Course B) the way information was presented, it was very hard to
inap.mﬁlgmdhnm:mmmwm' Nikki

nﬁﬁmmﬂﬁm-h'ounmm I(niino
agreed, but for different reasons: "I need organisation. I do everything
doing in class--know what to read, so I can talk about it, go home and do
what I've got to do and I am fine."

(i) Adh o suit ] 2 neads Earlier in the term,
WNMG&-“MWE:&‘&M“
keep up with course content. In this round, students’ comments
mnm-mﬁﬁyhmq. The rapid pace should
be madiated by instructor erganisation, as Ed pointed out, "Geing
mmmumgﬂ-pmm-ﬂ@mm

mn&-mmmm&-mdm
hmhﬂmwﬁmmdvmh but
on material which wes net disenssed in slass besause of the pressure to




umdﬂtﬂﬁumﬂnmlﬂﬂdﬂmmmm
to different students, but their presence snhances student motivation
for getting acquainted with other students was "really helpful” and
mdn:hli,,,,,j:f:"lﬂﬁhnﬂt pdllth-dmhnﬂaﬁu:m.‘

ldultllndindivlduah K;rohnnmmﬂduhdbylninMwhﬁ
was "very encouraging and didn't make [her) feel belittied." She then
away feeling insulted as a person.”

Giv) Il , Although m
mmmmmmﬁuﬁmdmm
downhth-:_: "__'_'_ hvd. ﬁqht&ﬂmﬁﬂm ﬁq
Q%Mwbjwhihuwuhtuhﬁhbbﬁ.

(v)

“ﬂyhmmm-ﬁ“*ﬁb
in May when Kari and Ed reforred to the value of consuliation with a
mathemetics instructer outside of class time.
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Although the question referred to appropriate techniques,
students generally compared their initial expectations to the reality they
encountered in the classroom. As such, their answers indicate the
sttitude of incoming adult learners regarding instructional techniques
rether than their evaluation of what constitutes effective instruction.
Feurtesn respondents mentioned a change in their perceptions of
instructional techniques. The second part of the question was not
addreseed in depth; instead, students gave their opinions of what they

had experienced.

Instructienal sxpactations ware changed The mejerity of
participants changed their perceptions of instructional techniques ever
the term (see Table 30). Most expected either a stevestypical diassresm

or & versien of their high scheel experience. In many instaness the
initial impression was ene of foar and uncertainty.

Jehn, for example, expected a mevie version of cellege, which he
it would be “bering and kind of scary” with “expectations a mile high.*
He said the reality was "totally difforent. The instructer was quite
friendly and outgeing; he teld you what was expested, and the rest was
up to you. You were treated as an adult-you did net have ¢o ask ¢ lsave
the reem or anything like that." Albert expested upgrading to be kke
high esheel, but did net expect a get-acgueainted astivity or “posple
helping poople.”

Irens's presenceptions, which she later found to be beseless, were
mere unnerving. She had been teld the instruciers were “real nasty,
you had better do as you are t0ld." She expecied “sergeants with a whip--
a nightmere.”" Furthermere, she said, "I was teld there were tweo-houwr
dassss, and the tenshers stand there and lesture. They lesture for
fificon minutes and then leave, and you de the rest of the class yoursell
I hod a venl foar." Similerly, Berniss had boon informed that
enpostations would be high: "I was teld 1 would have thres ¢ Hur hours
hemowerk for overy dlass. ] was potrified when | came heve. I was
committed, ssared, wendering i I was capable of deing whet had to be
deme.”
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Kari described intimidating preconceptions as well: "I theught it
would be like school was before: 'I'm the big persen, you're the little
person.” However, she found it "a pleasant surprise to be treated as an
adult, because it makes you want to learn. If you're both en the same
level, it makes it a lot easier to get your point acroes and for them to get
partly because she had been “a little bit frightened” by a friend. She

I came here with the preconceived idea it was geing te be

straightforward and I would net form such a relationchip with

mm 1 hadn't anticipated thet at all. | theught it

st—-come here, read the besks, and bang, bang, bang. |
didn't want to have fun; | didn't think it was geing te be fun. Put
that was semething--hew invelved the instructers astuslly are in
your learning. The instructers are likable pesple. They ave very

“dﬁ&—dﬁﬂﬁqmmuh__

Students ia the 130 greupe held similer expests
stereotypical instructers. Heary, thil.!t.lﬂ.ihﬁi“ﬂ
expected “mestly lectures,” but alee found the reality ume
plossent. Jim did net expost learning to be enjoyable: "ljh'thn
what e expect, 00 ° sthing changed because | didn't know whet ¢
expost. (It was difforent) in mere one-to-ene with instrusiers. It was o
pertisulesly the "willingness of instrusters ¢o help and thelr stressing
tosk the stress away, and helped you to understand informadion meve.
You know if you had preblems you csuld gt an anower for it.° Carelad
respense may be representative:

] didn't have & ations as for o0 tochnigue went, enoept foar of
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schesiroom atmosphere of tsacher, Mr. So-and-So, and I as
student. Instead, as an adult student, we address each other by
first names, [there is a) relaxed adult level--nice, but not
anticipated. It meant teachers recognised me on an adult level
which nurtures my own self-esteem, 80 [I) become more confident

in learning.

S0level -4; (n= @)
MBlevel-¢4; (n=9)

Insteuctionsl Expactations Wers lnchangad Three participants’
expostations of instructional techniques were met. Although Bernice'’s
expostation of extensive homework assignments was net met, she fhit
returning o the esllege was “like (being) a kid actually. Parents centrel,
and (theat experience) hasn't changed. You are still very controlled and
if you don't mest our standards, you're out.” Bernice’s attitude was
shaped in part by the experience of an scqueintance who had net been
ousssesful:

the standards. New, her self-esteem is back down probably

hereelf as 2 real faflure. If thet happened to me, I would be

dovastated.
Delma found the instrustional techniques “pretty much what 1
enposted,” and Geri filt the same way, "encept the pace was very rapid.”

Adult students carvied with them expectations of college based en
thelr sometimes negative experiences in the public scheel, or en
pertrayals of acadomie in populer media. This attitude created stress st
the beginning of the term; however, students were surpriced end
pleased ot being trested as adults and at enjeying the learning
enpovienss.
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Alanlmnry thimwmhwlquuﬁmwpmﬂllyi
dﬂmb“ﬂc Thoﬂmﬂuafmpmmﬁmmm imtﬂu

declining fﬁqucncy beginning with "No" responses (see Table 21).

Table 21: Reasons for Not Selecting Course Content
_January and May Responses

i

B0level -2 ”
75level -8, (ned)

hmmmmm udmd

‘ﬂmh:h“ﬂﬂdﬁhhﬂhﬁhﬂ. -!
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is to instruct, the rest is up to me.”

Those in the intermediate group also falt that instructors were
better qualified to select course content. Lucy peointed out: “T've never
taken grade ten before, 80 I don't know what you learn in grade ten.”
Arthur asked, "If we knew what we were supposed to be leaming, why
would we be here? Lucy agreed, adding, "Maybe they have found a fow
things over the ysars to be more interesting to students as a whole rather
than just one or two students.” Ed advocated the professional
responsibility of instructors: "The teachers are the professionals; they
know what they're doing, and I'm here to take it all in."

Thoee in the senior level also doubted their ability to select
appropriate course content. Henry thought, "I didn't really know
enough about it at the beginning of the term, and so I don't think my
input would have been all that good.” Joan said, "I wouldn't have
known until the end what content is required for a student to go on to the
of school for a number of years, and if they knew what was to be

“MWWWﬂmwﬁmwhm
Students were conce ’T,ﬁqwﬂﬁhnﬂchﬁrnmﬁ:“i
the courss, which would lead either to disruption or a requis  for
mere instructers. Jﬁl";;i’f,“bﬁiﬂumm
would create "too much argument” was countered by Jim's suggestion
Mhnﬂudnmuﬂhwhm
content, such as & compesition emphaesis versus s literature emphasis.
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into different areas. Unless you're one hundred percent sure what
are a lot of students who still have no idea where they're going.”
[The instructors) know what they're supposed to be teaching; they
don't just decide, "This guy is going to have to know that." There
is a level they know you have to know and that's where they draw
it. They probably know what you need to know to maks it in
education would offer a broad preparation: “In CPP you can at least
have a high school diploma and have something to show for it. Plus at
this level, you are still leaming the basics that you need everywhere.”
Maxine added that a narrow, discipline-specific preparation may leave a
student with a leas adaptable education: "They say adults make thres
major career cholces in their lifetime. You need a broader [education) if

involved i X - Students definitely
ﬂmmhﬁmmmmﬁnmﬂﬁhﬁhﬁlwh
instructional methods. Max said, “1 never theught sbeut having san
impact sbeut course content. I would have an epinien in a technique
'ﬁmhﬁﬂ.miﬂ:-ﬂ-hﬁm J—ﬂ.




Mby uboutth.tﬂrdcrﬁuﬂhnnl &-dnlmd;, true
mummm-m hnhndmhlﬁ.lﬂd[ﬁn
Jim revealed a sense of threat to adults’ security and pride when he said
oconfidence:

Bdumﬂdﬂuh&mwhﬁumﬂlm m

Mmmhmﬂuﬂuhhm
discussed below, summarised in Table 23.

tought oo many things we're never geing to wse. There'’s ne way of
gotting arvund that, but I guess you have to prove you can think fin the)
how that was geing to be needed in the werkfives & year or twe down the
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line.” Joan felt that such information could be removed: “I think if

there are things that are negligible in future occupations, I would

dlﬁluutbon Thoymliuhofﬂuo. Woudtbnhdmhdc
[information). It's a waste of time and money. Give me
something I am going to use. I don't think I needed to know what
a prepositional phrase was. If they said they were going to teach
u-hevtowﬂuhﬁm Plﬁlﬁphl-ﬂllfmldbm
I think by now [over age forty] we know our strengths and
weaknesses. I know the things I don't want to do, and what I'm
not good at. But I aleo know some of the things I'm very goed at,
00 lot me work on those things. Give us a program at this college
thtm'ﬁimmhmkﬁ{hm ﬁmmhm

n-ul-d. Yn'nhnhihcfpuphmh&.

Bernice summarised her ides of teaching enly directly relevant content:
mmmummdmm-hndmm
and makes up an educs al program for sach one of the

dqﬁud‘vhuhﬁhhw (Then] just give (students)
the basic principles of what they are geing te use en the jeb instead

ﬂﬁhuﬁm“h*ﬁﬁﬁﬁ-ﬁi
huuhﬁ‘-n;;’ *:jni&.‘ Jmud!hn_-d
-—um..mu—mmh-.n-
hm'ﬁmaﬁun‘pﬂg.f pourement
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CHAPTER FIVE:
CONCLUBIONS AND RECOMMENDATIONS

This study attempted to learn the perceptions, as outlined below,
of Canadian college preparatory students by surveying a large number
of freshman students and by conducting focus group interviews with
learners during their first term in a formal learning environment. Of
the total number of new CPP students (n=131), 96 were surveyed by
these 65, 33 were interviewed in focus groups. One group of volunteers
mmdﬁﬁmon&d&mdiﬁmtmhnhbnhﬂnl
cross-section of learners in the College Preparatory Program. All
urﬁdm'mmwtbommdnutmmma
the college. Each group consisted of 10 to 12 participants, with a balance
of males and fomales in sach group. One interview session was held
after the first week of classes, another just after midterm grades had

PFollowing the method outlined in Chapter Thres, prepared
into the themes and topics presented in Chapter Four.

The information was gathered to answer the research preblem
mmmmammmm
Mbymumthmm

1. What are student percsptions about themselves as learners as

the term pregresses?

4. mmmhmmﬂh
over the term?



120

5. To what extent do student perceptions reflect dependent or
independent attitudes toward their studies?
Stdent responses in general will be discussed first to point out common
themes among the three groups. Individual group traits and
differences will then be compared, beginning with the basic level group,
in a cross-case analysis format.

optimistic and enthusiastic at the beginning of term. They viewed
Mumwmmm-ﬁﬁ

WMJMM
Students did not want to select or design course content tepics.

nymmmmmmm
mm«mwmm;aﬁmwm
and were generally plessed and surprised at being treated as adults by
their instructers. They were deing better than expected, and mest found
under its pressure.

In May, ummiﬁmhgmm—u

Mﬁwmih“ g-- |
recegnised the repid instrustional pase required reguler attondanss,
ofbetive study habits, and hours of hemowurk, an experiense mush
difforent from the werkplace. Students new hit thay sheuld take
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mthmmﬂmmyrt'Mthﬂan
Hcmﬁﬂhauidﬂfm

ticipants still falt they would not want to be involved in
mmmmghtmmmaﬁnhaﬂwm
although they would like to have some influsnce on the instructional
techniques used in the classroom.

In general, over the term, students’ perceptions of themaselives
W&uwhmﬁndﬁthuﬁm-ﬂmh
students with a more realistic view of their abilities, greater confidence
to "1 know 1 otill have it!"

The preceding discussion treats the student group in general;
however, seme individual differences among groups should be noted.
Mﬂmmmwﬁ—bln
lovel mentioned the greatest number and the highest frequency of
Mm The intermediate and senior level groups were

nistic ever having made a positive step in their lives in

m;mdﬂhh-_hﬂ-_-ﬂ:m

bwﬂ.“-ﬂ-&ﬂmwﬂhﬁpw
m“ﬂdhﬁﬂhhhﬁhﬂmﬂﬁh

be invelved in designing an everall emp m pregram of

nﬂ-wﬂi'ﬂimﬁﬁm-iﬂﬁthﬁ-‘ﬂ

ng mhqﬂniﬁtgnm

““mﬁtlﬁ“h“ﬂgcﬁh
csntent which a quick review anabled them to recall frem carlier

mii pel 71

The stress of starting dlasses is reficsted in an initial peresption of
the ssliage as providing insufiicient assistance and infermation.
Students would have liked & mere detailed erientation to the esllege



environment, more information and assistance during registration, and
more information about college policies. By May, however, cnly the

senior-level participants stressed the need for orientation information
for new students.

Also, students in January felt the college should provide extensive
career information, but by May, career information was not mentioned.
Over the term these students’ need for information had been satisfied,
but new students will probably feel the same initial anxiety and still
want career counselling.

At the beginning of term, participants frequently mentioned the
need for more tutorial assistance, given the rapid pace of courses.
Students mentioned repeatedly that they wished they had known about
tutorial help at the beginning of the term. More individual attention and
individualised pacing to help students develop study skills, recall
previous knowledge, and keep up with current studies were alse
mentioned in January. Individual pacing would also permit students te
complete preparatory courses meore quickly to meve on to higher
eodusation. By May, perticipants had moved from being anxious abeut
their leamning skills to feeling that students had to assume respensibility
for their own success. Students’ perceptions of the college had changed
to feeling that institutional pelicies and facilities were "comprehensive,
accessible, and helpful”; that the college need not do more. Participants
now fit thet it was the student's respensibility to learn how teo use the
svailable services. The college could help students learn to use these
services threugh a better erientation pregram, they said, which sheuld
include 2 “guided tour” of college services. The registration precess,
theugh, was still viewed as a concern; participants folt new students
should be assisted threugh registratien.

As with student self-perceptions, perceptions of the eellage shifted
frem initial requests for a wide range of serviess and individual
attentien to a fhsling thet the ssllage provided adeguate learning suppert
and services, and thet it was the student’s respensibility to learn sheut
and uee these servicss. This shift may be interpreted as a2 meve frem
loarner dopendenes to indepondense.

Ouns astable distinction in group responses was in relation to
awarenses of time. The intermediete group wanted & registration peliey
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which would allow students to change courses and course levels later in
the term than currently permitted by college policy; they felt being in a

wrong course or wrong level of a course was a waste of time. As well, in
both March and May, students in the basic and senior groups indicated
a keen awarenes of time pressure. Older students in the basic level filt
the colleq: sbould offer short, direct-employment preparation for those

not wanting a general education. mmmmuwm
to return to the workforce as quickly as possible. They flt their life

Tachunicues
Students expected a version of college much like the stereotypioal

portrayals seen on television. The image of boring lectures, uncering
instructers with high expectations, and being treated as an adelessent
uWMMMMM m&-—:

Md%d“mtwﬂd-m

Students ales disoussed their preforences in instructienal
techaiques and instructer characteristics. In Jamuary, students in all
net tie loarners to an instructer-est pase. Little amphasis was plased en
prasticnl application of Jearning.
instrustional teshnigue, Hillowed by whele-class astivities, sudch as
losture-with-nstes was sited as helpful, and to & Jesser extent, CML
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or wrong, with no correction of incorrect thinking.

Eylhy studentas still felt small-group activities and active
articipation were the best way o help adults learn, with small group
ndﬂﬁnmﬁmdmmely However, brief lectures were alse
seen as useful, particularly when combined with class discussion er
group work. Alwdl three individuals mentioned the value of practical
epplication of learning, agiﬁﬁtncnlymh.l‘m

Regarding instructor characteristics, in January students felt

st ',L,jﬂcﬂdmhhnﬁmmmﬂ.hm

important ideas, review sarlier topics, and use techniques that appeal to
mthmm-ﬁn In March, student psrosption of helpful
instructer pristics had expanded. In addition to the traits
nﬁﬁndhlmlry participants falt instructers sheuld treat
learners as adults, show a personal interest in student learning, previde
ﬁﬂﬁmwmm‘ﬂhﬁ

Bylay mmdmmm
had shifted somewhat. Clear, effoctive erganisation, respect for
Mﬂimblﬂuﬁ&mmhw

t nts’ initis _’__f:'_”hgnﬁnmunh.m
-m-dhpmm-uwm&nﬂ
However, some changes in student perceptions did ecour. Lestures
were seen: a8 net helphl initially, H“ﬁ“*w
their value o intreduce a concept, or when weed in combi n with
“Mﬂﬁﬁ- — ﬁ . Miﬂ.hﬁdihﬁ

“huﬂrmd’“__
-ﬁﬂmmvhiﬂﬂmcﬂ.dﬁ
facilitated group astivity. In addidien to thase, the let of helphal teaits




students added an instructor's ability to clearly organise course content
for student comprehension, along with a willingness to adjust the
instructional pace to mest learners’ needs.

These changes indicate the development of a critical evaluation of
instructional skill. Students began the term concentrating on the
immediate task of learning course material, indicated by the importance
they placed on instructors’ emphasis, repetition, and revision. As the
term progressed, initial anxiety about meeting course expectations was
reduced; they now wanted to be treated as autonomous persons
(recognined as adults). They then developed & more objective evaluation
of an instructor's sbility to organise and present material in a scope,
ssquence, and pace appropriate for learners. Such a shift indicates a
progression from self-centredness to objectivity.

To What Extent Do Student Percaptions Reflact Depandent ex
Independent Attitndes Toward Theix Sindies?

An independent attitude toward learning may be characterised by
the elements of self-directed loarning as described by Knowles (1970).
The self-directed learner is ene whe is inveived in plenning hie
education through the stages of disgnesing learning needs, identifying
ressuress for learning, carrying eut learning activities, and evaluating
learning. The instructer’s rele is thet of “precedural guide” or “"esmtent
resoures.” Knowies states that adults nesd te be treated with respest,
thet they resist learning which takes place under conditions thet do net
resognise the adult as an autensmoeus individual. Many adult learnere,
as Knowies peints out, enter formal learning situations in & depondent
thet attitude. Although meny aduits are sutencmoeus in their daily
lives, they bring a dependent sttitude to formal learning which
ensourages the instruster to treat students as dependent (p. 30 - 44).

The findings of this study indisate that csllege preparetery
ctudents are net indopondent loarners, as deseribed in the Msrature, fr
they do net mest all the charasteristies of sslf-divestodness. However,
for this study, depondent or indopendent attitudes are related to
participants’ age, edusational bashground, or edusationsl chjostives. In
cach group, some clements of a pesitive attitude to independonss eon be
SHhund. Bach group is dissussed ssparately below.



80:laval gronup. The 80-level group reflected the findings of Beud
(1987), mentioned in Chapter Two, that adults who have been away frem
formal learning for a lengthy period may want to prove they are capable
of studying again, a need which surpasees acquiring content
knowledge. Participants in this group had been away from formal
learning from 9 to 38 years. In January, these students reperted a high
level of stress, much of which was related to uncertainty of learning
ability. Adjusting to an academic environment, which includes
renewing study skills, adjusting to the pace of instruction, and concern
about performance, was the most frequently mentioned stresscr. In
addition, the most highly rated helpful instructional techniques
included small group activity, class discussieon, and appealing te mere
than one sense, all means by which learners may increase their
likelihood of success. These learners stressed the impertanse of talking
with ethers to help them understand and retain information.
Demonstrating an ability to study is indeed impertant for these students
at the beginning of the term.

In March, concern about heeping up with the instructer’'s pase
was still indicated in students’ comments regarding the rapid
instructional pace and focling sverwhelmed. These comments were
now csuntered by an emerging sense of achiovement and competeonse
ovidenced by better-than-anticipated performance and inereased self-
awerensss. Respondents still rated active learner reles as mest offostive
for their learning, sleng with instructers whe indicate significant
content and whe provide straighthrward “peint-by-peint” explanations
of comespts.

By May, when the greup had shrunk frem 11 ¢o 6, mest students
were mere confident and comfirtable in the college, and seme neted
insreased self-estosm, compared to January. If ene assumes that pesple
tend to dissuss mest readily issuss which are uppermest in their minds,
as cssurred in the twe preceding reunds, participants in this greup, by
lack of mention of stressers, ne longer filt the stress whish
charasterised the beginning of the term.

The partisipants in May were ovealy split inte & group wnder 30
yoars of age and a greup over 40. The younger greup were secking
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eartification for sither a Grade 12 diploma or entrance to college
pregrams. These younger students were willing to complete a general
education pregram, and were not concerned about immediate
application of their learning. As Debbie said, “Whether the information
is used later dossn't matter. I have to know all courses to get where I
want t0 go.” These students' responses would support Pratt's (1988) and
Mesrriam and Caffurella’s (1901) assertion that basic education students
or students attempting to meet external criteria may be unprepared or
unwilling to be self-directing in their education.

On the other hand, at least half the group found the return to
college “tough, stressful, and disappointing.” Participants over 40 fait
pressured by time and desired to return to work as soon as possible.
‘These three resented the time away from their families required to kesp
up with ssursswerk. They alec resented the requirement to complete
in designing their pregram of studies. These participants weuld
suppert Knowies' assumptions thet adult learners meve sway from
contred learning to perfhrmence-centred learning, and from
dependenes o self-direction. Sandy, for enample, said, "Give me
comething I'm guing to use, net something I'm not geing to wee and
then study grammer, and hit,

¥ you toll me I have to Jearn this to got this course, and in & year's

time I'm guing to got & job, yes, I'm geing to de it, because I know

that is why I'm learning. But [ den't know why I'm deing sslense

end other (general] courses.
*h“*h“mud&ﬁ_
weuld rather be inveived in eresting a “caresr total edusational plen”
thet sesagnissd their strengths and "Slied in the gape” in their
haowledge in preparetion fir an cssupation. In this regard, these
etudsnts eupress & proheense Hir sslf-divestion; however, the
pedagngisal strustuse of the Cellage Preperatery Program is net
cugpertive of sush an appreash.
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mﬂyhﬂuﬁh&dhhﬂehﬁlmmhmm
points. In January, these participants were notably concerned about
being treated with respect by the Registrar's and instructional staff.
Thumddmumﬂnmtwhhmdm
truction, a procses which would offer the possibility for a
MWHMWWH& They felt they did
mmmumﬁ-hmmu !nt-uﬂdlihnhv-
hﬁﬁﬁ:mmﬁnﬂ“ﬁﬂmﬂymm
learners as adults and showing a personal interest in learners were
traits of a helpful instructor. These two traits are also part of Knowles'
andragogical approach to learning described above.

In May, the intermediate group almost unsnimously declined to
design course content, partly because they fhit they did not know encugh
to do 0 and would be unable to agres on course content. However,
students were not 00 much averse to designing their own learning

120-level greup. Students in this group were mest articulats in
expressing their feclings of strees in January, and did ee with the
highest frequency. Of the thres groupe, thess participants were mest
ocsncerned about being successful in their studies, were mest eptimistic
Mﬂrmh-ﬂuﬂ.—im-ﬁtmiﬁ-ﬁ
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By March, students were still concserned about success, indicated
in their preference for active learner roles. A sense of emerging
independence and confidence, however, was indicated in their desire to
be treated as adults.

Concern about success was continued in May. Participants
showed a nearly unanimous preference for small group activity, which
they found facilitated their learning. As well, students approved of
instructors who adjusted the instructional pace to suit learners' needs,
another factor enhancing learner success.

This group still preferred not to design course content, partly
because students did not know enough, and partly because students
would be unable to agres on content. As with the intermediate group,
participants felt a general education designed by instructors offered a
better preparation for future education. However, this preference did
not indicate a passive attitude; students would still like some influence
over instructional methods to affect how they are taught.

Students in this group usually have caly one or two terms of
upgrading to gain prerequisite courses for university and college
programs, and therefore seem more concerned with pessing their
courses and having made the right career/education choice. Their
willingness te permit instructors to design courses supports Pratt's and
Caffarella's situational dependency view of adult learners. On the ether
hend, students’ preforence for active learning roles and to be treated as
adults indicates clements of self-directedness.

Ralevance to Theery
This study supperts the view of adult learners whe are mestly

dependent in their learning. According te the literature on this tepic,
dependency is a predust of the interplay of characteristics relating to the
adult lsarner, the learning context, and the instructer (Pratt, 1008, p.

.
This view is consistent with Knowles’ revised discussion of

andragegy and pedagegy. Knowies (1964) ne lenger arguss the
dishetemy betwesn pedagegy and andragngy as sppesing philessphics,
but new sees andragagy as & medel which includes pedagngieal
assumptions shout the learner. Pedagagy, however, still endludes
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andragogical assumptions about the learner (p. 162). In fact, Knowles
acknowledges that at times adults may benefit from a pedagogical
approach to learning, an agreement with the situational dependency
position of Brookfield (1993), Pratt (1988), Merriam and Caffarella (1891),
and others.

The situations Knowles (1984) describes under which dependency
may be more beneficial for the learner apply to the participants in this
study:

When learners . . . have in fact had no previous experience
with a content area, when they do need to accumulate a
given body of subject matter in order to accomplish a
required performancs, . . . then they need to be taught by the
pedagogical model. (p. 63)
Participants in this study would include themeselves ameng these whe
have little previous knowledge of a diecipline. Students maintsined
throughout the study that they lacked knowledge of the academic
discipline necessary to design their own leamning.

They also stated a preforence for a set program of studies to
ensure an acoceptable standard of education as preparation for higher
educstion, a situstional verisble Pratt (1968) cites in suppert of learner
dependency. The majerity of students surveyed indicated their reasens
for taking CPP courses were for sither entrance to employment or
further education (ses Chart 3, p. 42), and therefore they may willingly
accept an established curriculum as the mest officient means to mest
such entrance requirements. Participants alee face time censtreinta te
complete their educetion ss quickly as possible and must mest
externally set standards of performance, two additional situstional
facters which indicats dependency as a preforred appreash ¢o learning.
Furthermere, students folt subsrdinate in the learning pressss, and
thus lacked the sense of centrel over that precess which leads to the
learner's willingness to acoept respensibility for learning (Garrisen,
1008, p. M3).

The third faster which enssurages learner deopendency is a
podagngical instructional milieu. In this study, partisipants’ previeus
odusation was primarily pedagngical in orientation, and mest
fnstruction they encountered in CPP alse followed that erientation;
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consequently, little training or experience in self-directed learning was
provided. Instructional methods in CPP, as pointed out in the Program
Review (1990), are largely based on & pedagogical philosophy. Students
must adapt to the instructional methods used in CPP, and generally do
so willingly to gain the appropriate educational accreditation as a basis
for further studies. This envircnment does not encourage self-
directedness; in fact, the program'’s emphasis on pre-planned,
instructor-paced courses is based on learner dependence.

The study did find some indications, however, that learners may
have some disposition toward developing learner independence. For
example, students’ preference for an active learner role, for being
treated as adults, and for input regarding jastructional methods, all
part of an andragogical methodology, may imply a dispositien for self-
directedness, given sppropriate training and s supportive snvironment.

Students’ chjective of gaining an appropriate education as a besis
for further study rationalises the learner’s willingness to surrender
self-directedness when sesking formal certification, but such a chelce
dess not necessarily imply inability for self-directedness. Although
these participants do not wish to be invelved in planning thelr own
learning, their preference to be treated in ways concurrent with
andragegieal practice indicates their dependence may be attributed te
persenal cheics as well as the pedagungical methed used in the Cellege
Preparetory Pregram. That nearly ene-third of the participants favered
seme form of individuslised instruction at the beginning of the study
(sse Table 9) indicates seme prefovence for independence. By the end of
their first term, howover, mest students in the study had suscessfully
adjusted %o the instrustional techniques weed in the Cellege Preparatery
Pregram, and made little mention of any form of individualised
instrustion or sslf-dirested learning.

As Knowles (1980) has peinted out, aduits usually are nst
propared fir sslf-dirested learning, and must be trained to use
independent learning metheds. Adults sfien enter ormal loarning in &
dependont attituds, doveloped in carlier sducation, and this attituds
enssurages instrusters (o continue treating adult lsarners as depondent
(. §6). Participants in this study are musch Nbe adult lsarners deseribed
in the Nierature, and they experience the same annicties as ether
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aware of the influence of learner and institutional attributes on the
Recommendations

These recommendations are relevant to the College Preparatory
Program, to adult education in general, and to further ressarch.

mdpneﬂeuclndultdugﬂen mmmm
determined that most instruction in CPP conforms to the
wmﬂ ‘Hi-ihdyw-
ﬂmnmwum EPMHM
education.”

provide considerable direction regarding importance of content
pﬁtmnimmllhmmm
Independence may be fostered via mere epen-ended activities such
nuﬁnmmmlﬁdqﬂ—h

3. In light of the number of comments at the beginning of the term in
hdmhdw&*mu_

hmf,’




133

4. This study implies that many adults may be ready for self-directed
learning, but that the college environment and/or lack of training
in self-directed loarning methods may inhibit such learning.
Educators who wish to foster an independent approach to
learning should develop a training program which would prepare
learners to conduct an independent learning praoject.

6. Students in the study report the value of peer tutoring, a technigue
recommended in numerous study skills textbooks. Returning
adult studeuts may be unaware of the benefits of peer tutoring, or
hesitant to create a peer tutoring group. CPP should implement
the creation of such peer groups as part of course design. Buch
implementaion may be only the initial formation of groups and
ﬁamm”%rw“ﬂbmm

Students may enter upgrading pregrams with a particular caresr
mnmmmmumum
mmam-ﬂ.mn&m
or information packages to present, in & mere direct faghion,
infirmation regarding college learning suppert servicss, ssurces
of financial suppert, and in particular, ccoupetion descriptions
snd education requirements. As well, new students’ desire for
infrmation at the beginning of a course may serve as the basis fir
initial assignments or werksheps.
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8. CPP should reevaluate the student orientation sessions to
determine their effectiveness in mesting student needs. A survey
would like to lsarn from the orientation, the extent to which the
present orientation meets those needs, and revise the activity

campaign to portray its faculty and programs as they actually are
as a means to counter negative preconceptions of the college, such
nmmndbyprﬁdmm;hﬁdy Although students do
mﬂhﬂhd&mwm&nm“

htliiﬂoji

10. The college should evaluate the efficiency and vdliness of its
mhnhlrﬂ-ﬁmvﬂhﬂ:ﬂpmﬂ:lm'bmﬁ
dated by the college environment. !‘ornq:h.dulﬂh
tﬁlﬂymmm&- mplexity and length of
w mmpmhmn--ﬂdh
dﬂdﬁﬂm ﬁdhmm

11. Ressarchers who undertake a qualitative research preject must
hﬂ-ﬂ--ﬂ-ﬁ;ﬁhh—“hﬂm
hthdhum ﬁrdbﬂhdhﬂ
mb*hﬂnhﬂmﬂﬁmﬂ
was repiased by a focus group sppreach. Such adaptation may
have to be carried eut very quickly.
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several possible follow-up studies. One study could use a focus
group technique to identify students' perceptions of helpful
mmmmmmmmmmum
beginning of term. These techniques and charac )
Mhmﬂdhhanﬂqn@onﬂnﬁdﬂuﬁhm
near the beginning and end of term, using a five-point Likert soale
wmmmumwmmm
Another variation would be to summ :
gbhrwﬂibhﬁcn:ﬁmthﬂdnﬂh
responses at subsequent interviews for reaction. Such an
approach would offer an opportunity to directly monitor changes
in student attitudes.

;mnwmnmm-bmmmm
at the beginning and a second approximataly two weeks from the
ﬁddtﬂl m“mmlnﬂﬁnhﬂq

Mm_hﬁ:hiud&hlﬂc

of participants were werking shiftwerk or in lecations which

provanted even telephone interviews. The number of individual

and telephene interviews required te ssntact perticipants ia May
3. This study esuld be replioated with individual interviews of

students ¢ compere the neture and qguantity of information
gathered by group versus individual interviow metheds.
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4. A project which trains college preparatory level students to
become involved in identifying learning needs, identifying
resources for learning, carrying out learning activities, and
evaluating learning should be carried out in a formal learning
environment. Such a project would identify if the environment or
the learners were the inhibiting factor in promoting self-
directedness.

8. A study could examine the correlation between student
students’ final grades to discover any relationship between
perceptions and performance.

6. The Learning Log record used as a supplement in this study could
serve as the basis of a study on its own. With some medification te
the questions, and by making the log a requirement of the study,
student perceptions of themselves as learners over the academic
term ocould be gathered and analysed. Such a study weuld be
about adult learning in a formal setting.



137

Apps, J. W, (1981). Tha adult learnar on campus. Chicago: Follett.

Beder, H., & Carrea, N. (1988). The effects of andragogical teacher
training on adult students' attendance and evalustion of their

teachers. Adult Education Quarteriy, 38, 76-87.

Bers, T. H., & Smith, K. (1988). Focus groups and community college
ressarch: Lessons from a study of nontraditional studenta.

Community Collags Reviaw, 15(4), 53-68.

Boud, D. (1967). A facilitator’s view of adult education. In D. Boud & V.

Griffin (Eds.), Appraciating adulta learning: From the lagrners’
pacapactive. (pp. 223-239). London: Kogan Page.

Breckfield, 8. D. (1988). A critical definition of adult education. Adult
Education Quarteriy, 38, 144-49.

Breeckfield, 8. D. (1860). The skillfil taacher: On tachnione. trust. and
cespensivensss in the clsssres. San Frenciecs: Jesssy-Bass.

Broekfield, 8. D. (1902). Why can't 1 get this right? Myths and realities
in facilitating adult learning. Adult Learning, X6), 13-18.

Brundage, D. H., & Mackeracher, D. (1900). Adult learning srinsinies

and_their spplication te pragram planning. Terents: Ministry of
Education, Ontarie.

Caffarella R. 8., & O'Dennell, J. M. (1987). Seif-dirested adult learning:
A eritical peredigm revisited. Adult Edusstion Quarterly, 27, 190-
211

Conti, G. J. (1985). The relationship between teashing style and adult
student loarning. Adult Edusation Quarteriy, 25, 230-858.



138

Contl, Q. J. (1080). Anuduhnlﬂncuyhlnmﬁndumm
In E. Hayes (Ed.), Effact ) ias. New Directions for
Continuing Eduaﬁm.m 43. B:n?ﬂﬂdu Jossey-Bass.

Davie, L.(lﬂ‘?) Evolving perspectives of learning, research and
lnlulﬂm lnD Boud&v Gﬁﬂn(!lh)-

(ﬁlﬁ-iﬂl). Lnndnn. Enj:nP:p o

Delbecg, A. L., Van de Ven, A. H., & Gustafson, D. H. (1978). Group

6.

ﬁms,. Hilﬁ.J P (iﬂ?). Focus groups to the rescue. Training
Journal, 41(10), 74-76.

Md‘mdn. 0 ,,_'_nilth-—du-hrﬁ
18.1-18.

Forsyth, D. R. (1983). An introduction to grou
CA: Brooka/Cole.

Garrisen, D. R. (1903). Critical thinking &
Iﬂ“ﬁ.hﬂbﬂldﬁm-ﬂmhﬂ.
udy. 42, 198-148.

Guba, B. G., & Linssln, Y. 8. (1968). Efhative ssnfination. Sen
Francisce: Jessay-Bess.



139

Hdm.l.&ﬂm.ﬂ.(lm)i 7 dividualisir

Jovita, M. R., & Pena, M. (1968). Cﬁﬁdmmﬁmn
mwnmm-dultedlq.lmdnnm AL

Leedy, P. D. (19009).

&ﬁ:.!.l.(lﬂn mmﬁqﬂﬁ.ﬂhﬂhAm

Moerriam, 8. B. (1988). h i
aspraash. Sen Frenciccs: Jessey-Bass.

peviam, 8. B., & Caffarelis, R. 8. (1901). Lessning in aduithesd. 4
ssmgrahensive guide. Sen Pramcisess: Jessay-Bass.




140

um.s B., lﬁmpm E L. (1989). A guids 1o ressarch for
(updated od.). Malabar: Kreiger.

Miles, M. B., & Huberman, A. M. (1964). Drawing valid meaning frem
qualitative data: Toward a shared craft. Educational Ressarcher.
13(6), 20-30.

min.la-(lm)- FOCUA ETONDE BS SAAL

Pratt, D. D. (1988). Andragogy as a relational constru
Education Quartarly, 38, 160-181.

Quigley, B. A. (1903). The disappearing student: The attritien preblem
in adult basic education. Adult Learning 4(1), 35,96, 31.

Rogers, C. (1963).

Rosenblum, 8., & Darkenwald, G. G. (1983). Effects of adult learner
participation in achisvement and satisfaction. Adult Edusation
Quartacly. 33, 147-163.

attempt to clarify the issue. Educatienal Ressarcher. 15(3), 6-13.

Stewart, D.W., & Shamdasani, P. N. (1990). }

Stervik, D., Paredis, G., Weir, J., Jeshe, A., & Gwia, T. (1900). Callage




141

m(pp lll-ﬂ!) Snn!‘mndm Jolny-Bm

m G. (1989). The complete adult educator: A
fﬁcﬂf-mmlm Canadian
ads ucation. XV(1), 1-12.

Tough. A. (1988, Autumn). HMMEH--HE
educational institution. Parspactis ¢ aducation. 1




142

Appendix A
Permission to Conduct Research

e 3—11'7,7 - = - - .= -
‘--‘“ [‘-’“ f . q——---—l - dngﬂ“ :!'b . F « " —; eor =

Deceamber 11, 1991

Nr. Tom Gwin
taent 3
8 - Rbth Avenne

Bédoonten, Alderte
T¢C 109

Deaz Nr. Owim:

In respense te your letter of December 10 and request te cemduct a
resesrsh nnly at Red Deer Collage in the Cellege Preparatery Pregran
m:m Janwacry, 1992, I heredy apy your requast vith the

tanding that the relesse of cenfide 1tisl informatien concerning
the students iavelved ia the ‘fecws * vill be undertaken by the
Fasulty vithia that m. _ of this request 1is aleeo
ecentingent wpen the ¢ wal by the Desn, Nr. Gerry Parsdis, and by
the Chairpereen, Nrs. Stecvik.

1 an pleased te hear that you have cempleted your course requiremsats
ond te bagin data cellectien feor yeur thesis.
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w from the study at any fime.

will be discussed at the first meeting.

form, and retum & 10 Mme in pers
in Room 2810. You will be contacted once a

ime has been finalized.

tho o Chraperson it Foc

mosre

| look forward 10 hearing your conwibutions. Thank you.
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Appendix C
- CPP RESEARCH STUDY
Participant Agreement Form
This study is being undertaken by Tom Gwin as part of his M.Ed.
program at the University of Aberta. The study is supported by Red Deer
mem Thmdﬂwﬂdyl:bmmm
mw mmmwm mmﬂdm
information will be gathered from a group of students who are full-time
freshmen coliege preparatory students registered in the Winter 1992 term.
Names of participants will not be reported. Participetion is voluntary,
and participants may withdraw at any time. if you are wiling 10 parnticipate in

Pisase retum 10: Tom Gwin, C/O CPP Chairperson, Room 2510, Red
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This questionnaire is part of a study is being undertaken by Tom
Gwin as part of his M.Ed. program at the University of Alberta. This
questionnaire is designed to gather information about adult students
mhﬂn“ The information you provide is valuable in
standing adult learners, and I appreciate your cooperation
u-plmm-nﬂu

The purpose of the larger study is to learn about three things: how
dgmﬁm-mm&qmﬁmu
mwwheﬁnmw Mhmﬁﬂ
instructer in the College Prepe ,

mmhmm, ,;;,;;,lhinh“
preparatery students registered in the Winter 1908 term at Red Deer
Onl'. '!hhlﬂ-wﬂlh“-lhn-hc-hh

remain ancaymous. The form is net ceded in any

in

e is veluntary, but the infrmation

mﬁﬂbﬂhﬁhm-ﬁﬂoiﬁmﬁhﬁ-ﬂdh
the Cellege Pre sry Program ia the Winter 1908 term. Thenk you

ﬁrmiﬁhﬁ"ﬁ-ﬁm




ADULT EDUCATION SURVEY
NEW STUDENT QUESTIONNAIRE

DO NOT WRITE YOUR NAME ON THIS PAPER

Please answer by cireling the number beside yeur chelce or writing
in the spase previded.

1. Where did yeu yeu live before coming to Red Desr Cellege?

Within Red Deer city/ eounty..........ccrvvverecervenerserenerecsanrense 1
Outside Red Deer city! sounty, but within Alberta........... 3
Outside Alberta but within Canada...........c.cccvneuevennnneiranaenes 3
Outside Canada...............c.ouuenriineiiieieiieiicrerneieinerenees ¢
3 Areysua:
Pull-time student.........cccccvvveviininnieinciiinecnrsnrecivecssnensanes |
Part-time student............c.coceveinirnnniinecenninrencnsicesecassnes 3
3. Are you:
T [ T |
fomale........ccceeeennene Ceeseasteratrstanten senteesecratenteretasaenren |
4. What is your age greup?
BRAOP 18ttt stinetirerecesetesatesscenisanans |
T IR L J O  §
B8 - 30.....cciiiiiiiitininiiiercteciectrtnetniiitssteesscstcsssessrsasasrases 3
31 - 40.....ccccrnirvinnennene eeeesenstniteresttaesrstcanseserertarrasae 4
41 - B0......... sssesessessses seceeres secesse cosnsrensernase esesersssesaseasee [ ]
over B80.........cccceaceviannnneeen eeeersssanreccseracnsstansenssseraasnnsse ¢
8. Ave you:
single/diverced/ssparated, ne depondents...................cccenuee. |
married, ne ehildrea..........ccoveiirencrecnnnnenens cerensnesses ceevees 8
marvied with echildrea................. eesessassessessosassense corccssees @
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6. What is the highest level of schooling you have taken?
(Circle ONE only)

lons than grade B..............ccociiiiviiiiiiicinininiiininenienn 1
Qrade B8 -10.........coociviiiiiceniiiininnisrinietiisnesissnesrsareresenene s
(e 7T T § N 3
Grade  18...oooneeiiniiiiiniiiieniirtettitorerentetisnsnsnsensnenssnne 4
some postescondary ¢dueation.............c.corveiiinriieinneiirnnenenne 8
7. What eertificates/diplomas have you received?
(Pleass civele ol that apply)
High osehoel diplema..............cccvirurninncninnicnnnncnnoieneacessens ) |
Trades/journeyman ecertifieate ............ccccccrcnnrienncninncaronees 1
Other technical or vecational cortificate ............cccvvevnccnneeee 1
College diploma........cocoviiiiiiiirinnnnisnsnsnccestesnsesosscncansacase 1
University doegree..........c.c..cccvvvrerieninrennieisiiesiicssniascoscas 1
8. Which of the fellswing have you tahen? (Cirele all that apply)
Buglish s a Seeend Language (ESL) |
Adult Baesic Edueation (ABE) ....... sresrevsrssnestossrssssnansrsssssans 1
Lifoskills Tralming ......ccccccviiminnnnniniincnniecsecsonsenss cosuen 1
Asadomic Upgrading beyend QOr. 8..................ccccccvunneee O |
9. Why ere yeu (sking Cellege Preparatery Pregram courses?
(Please civele all that apply)
Persenal intervest.............. cerseserrosenseaseseresane cosesesessressanes 1
b“thm [T R |
To gualify for ancther cdusational pregram . |
To complete high scheol for smpleyment ressems............ccccenee. 1
Roguired t0 do o0 by on ageney................ . i |
To wpdstefrefresh odueation................................ R |

Other (spesify): evssesnssns
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10. How do you plan te support yeur education? (Cirele all that apply)

Porosonal 8aVINES....cccoooviiiiiiiiiiiiriiiireeirersensresseneennas | |

0 | s

Canada ManPower...........ccceeeiniiriiecriiierniireenresiesnencosses | ]

Btudent J0AN.........ccciiimiiiiniiiiiniiiitniiiii s sens s sasaanes 1 ]

Working part-time........cccciuviinriiinciiiinnnsrcececasernisecscenns 1 8

Full-time employment.......ccc.ocoevvviiainirnrinnrsnrvecrrscscscecanns | b

Becial Bervices (Welfare)..........cccoiiciiiimnirinciiniccennicnennns | t ]

Pamily SUPPOPL.......occoonnmnieiiiniciircetiiirceraaenreeeersiaannie | a

Other (speeify): s saresesanns 1 ]
10. If you are planning te werk in paid employment, how meny

hours por wook will you work? _______  heurs por week. 8.
11. if you have dependents, how many hours per week do you

spond en the eare and maintenanee of your family?

— Y L3 30

18. As a student new to the ssllege, whet de you think will be

major adjustments for you? (Please sirele all thet apply)

Making new frieads............ Cerrersesnesnsentrasnsnssssatssntansarrans 1 |

Getting to know the Instrusters.............cccccceccccerecossensenconses 1 8

Adjusting t¢ deing hemewerk ot nights and

R WOSKRends.....ccoiirurriiiniraitarnissenseaens eeseveesesssssnsassnss | t

Bessming invelved in collage astivities

sush o8 clubs, sperts, secial functions. 1 ®

Heviag my fomily adjust to the new

demands on my time............. corecsesnessrssaseonsanns cesesssossanes .3 a

Being able to ack instrusiers for help. | a

Heviag comesne oveluste my lesrning 1 e

Other (apoeity): eovossereressesse B L

Thank you fir your help with this vessarch. Floase leave the guesticnnaive with the
instruster, or soturn i to the CPP dhairperesn in Roam 5530
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1. Think baock to when you decided to come 10 this program. How
did you feel about returning 10 school as an adult?

The following guestion may elioh reaponses relaind 10 #3.

2. What do you think the oollege couid do, by way of services and
facilities, to support you as a learner? \midhcb_-dygub
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Questions

Please refer to your learning journals
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2, continued: Did anything Mma'lmdvrunm

? What was it the experience made & a low point?
Weeok 10 & 11 ___
Week 12 & 13
Week 14 ___ -

: .g.;ggmmwm o gh pointy” oot
Wook 30 4
Wesk 6660 —
Wesk 780
Wosk 0 & 0
Wesk 0 & 19 ___ —
Wesk 12 & 19___ — -

Wesk 4

[

4. Plaase ¢sesrie the characiernislios and bohaviors of teachers which
found mest holph In your isaming? Plsase vy o give specific

Wesk 18 &_ —
Wesk 30 & —

Wk 040 S —
Wakveo____ R
Wesk 0 & ¥
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4, continued: Please describe the characteristics and behaviors of teachers
which you found most heipiul in your leaming? Please try 10 give specific

Wook 12 8 13 — .
Week 14 =~

— —— —— S ————

8 Please desoribe the characteristics and behaviors of \eachers which you
found gc mmmdmm Again, please try 10 give specific

Week 1 & 2 — e
Week 3 & 4 _
S S —— —— - m _
Woeok 6§ & 6 _ — L —

Weesk 788 ____

Wesk 9 & 10 ___
Wesk O& 1
ﬁiti




