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- ABSTRACT

The purpose of this study was to examine affect and socid- " .

psychologieal climates in adult education &assrooms. One huhdrefl ’

' . ¥ - {
and forty four students and their teachers at an adult day program f

were given four questionnaires: the Adult Classroom Chmate Scale

(ADUCCS) (Ideal), "jﬂl\e"Adult'Classrdbm Climate Scale (Actual), th
‘Affect Questionhaire (AFF), and the Adjective Rating S'cale (ARS).
Correlations were done between the ADUCCS dimensions (Actual dnd

Ideal) and the AFF and ARS scales, and marks. An ANOVA was 5

computed for differences between student/teacher discrepancy scores T
on ADUCCS dimensions by AFF and ARS scales and marks.

| Students peirce,ived their ¢lassrooms as having moderate amounts
' ‘ . a .

‘ ; S ‘\
of +11 eight of the sociopsychological climate dimensions, In their

ratings of ideal classrooms, students indicated that they want more of

)
K

seven of the dimensions. Personal Development, Affect, and Relation-

-

~ ship are the three dimensions rated the highest by students. These
‘same dimensions show the "most significant and positive correlations
with the different measures of student affect.

-

Results are discussed with respect to soc‘iopsychological climate

preferences, 1mp11cat1ons of the correlatlonal analysls, and student/ -

teacher discrepancy scores op 'ADUCCS dimensions.

iv
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CHAPTER I

[

INTRODUCTION"

B

~

Across the continent, adults are going back :}\wchool m}ﬁtrea-
>§“ 27,

sing numbers. Historians of the twentieth _cent\{x'ty Wiﬁ record that the
adult education movement became a driving force in promoting societal

change during the later decades of the century, ‘This movement

brought about an-increased’ awareneésis of a.dult learning, and fore-
| shadowed a change in thmkmg about growth in the adult years, wh1ch
had been regarded as a-''plateau' between adolescence and senescence.
Psychology hajs tended to hold that developmenf occurs only in
the first ﬁvo'decades of life, The yeers between .a.ge 20 and age 60
'have been, in effect, a "holding perlod"or a "mamtenance time'" before
the arrival of. senescence with its hypothesized decline, |
More recent» however, peychologmts have started to question
“this age-old perspectzve. Perhaps chdnge and development do occur
through these decades; possibly there are transitionel periods and
b‘sis points. Carl Jung, considered by some to be the £ather of the

modern study of adult development, used the term "individuation" to

refer to developmental processes that begin around the age of 40, ~

1
s

Implicit in Maslow's (1970) theory of human ;not;ivation is the message

that adults have the potential for growth throughout life, evidenced in

Maslowian "self-actualization, " which "might be pixra,sed as the desire

-to become more and more what one idiosyncratically is, to become

o

’ﬁ\ e e
~.~)~‘{‘{‘

o



‘ Adulthood 17 to 45; M1dd1e Adulthood, 40 to 65, and Late Adulthood

everything that one is capable of b.,{oming” (p. 46).
" Erik Erikson (1963), in chartmg his final three epigenetic stages,

looked at the possibility of adult growth hzs stage of "mtxmacy versus

[ =5 ;

isolation'" bei.ng the« central developmentel 1ssue of early adulthood,

generatxvzty versus stagnation' equatmg with middle age, and "ego

' integrity versus despazr" being the key issue of old age, HaVighurst,

R}
a pioneer researcher of the adult -years, mamtamed that people "do not

launch themselves mto adulthood w1th the momentum of their childhood
and youth and simply coast along to old ,age.‘*: o Adulthood has its
transition points and its crisee. It is a developmental period in almost
as complete a sense as childhood and adolescence are developm"ehtal
periods" (cited in Kidd, 1973, p, 17), . 7
Gaxl Sheeh}r (1976) pos1ted that there are stages of human growth
each connected to the next by a "passage or tensmn f111ed growth
struggle. And Levmson, Darrow, Klem, Levinson and McKee (1,978)

presented adulthood as a series of eras Jomed by transitions: Early

60 on. - . . -
, .

If such adult development exists, can we find much ev1dence of

adult learning? Johnstone and Rivera (1965) in their massive study,

Volunteers for Learnin reported that approxi.mately 25 million
—=2keers lor L.earning,

 American adults were active "in one or another form of learning, during

the twelve -month period prior to J'une, 1962" (p. 1), A projection

from the weighted sample to the total adult American survey population
. . v . - . “~

/
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of Carp, Peterson and Roelfs (1974) estimated that rouS{dy 50 million
! . s “ o - .

American adults "'reported receiving instruction in some subject or -
L A ,

skill" (p. 15) in the year preceding summer, 1572. T}u}meansﬂth;t -
Johnstone and Rivera found roughly one m five adu.lts‘engaged in some

kind of learning,- apart from full-txme schooling, while the Carp survey
showed close to one’in three adults (31%) involved in part-t1me learnmg

activities. Carp et al, who studied "Would-Be-Learners' as well,

/

fomrd that three-quarters of all Amerigan adults expressed interest in
~ some kind of continued learning. | .‘
Statistics Canada reported that during 1977-78 (the last year for
which figures are a.va:.lable), the approx1mate total of Canadian students
taknig part-t1me credit and non-credit courses was 1, 920 000 (Statlstlcs‘

Canada Catalogue 81-253: "Continumg Education Partlcxpatmn in

i

Pregrams of Educ‘ational Ipstitdtiops 1977-78"). It is important to note
too that Statistics Canada uses an institutional rather thgn a Beha\n{oral .
approach in defining edicatidhal activity; that is, ‘idts data were gairled
‘ through questionneires sent out to gnetitutio'lis of formal learxfing. Its

-figures d&lot include, therefore, all those adu.lt students who engaged

V ‘ .
in non-formal learmng actw1t1es;

M

- If all these adults are engaged in learning, then we as educators
need to know more about them to help them learn. Who are they?
What are their needs? Why are they returmng to school? What

specxﬁcally can we, as_educators, do to help them learn and contmue

- .
& " to be involved in educatmxl? ¢ . \\

i

| ° 4

{
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Cyril Houle (1961) used in-depth interviews of a small sample of
Y e ) }
adults to digscover why they engage in continuing education. He found

n -
T

that thedeé adults could be fitted into three categories: 1) goal-oriented

‘learners, those accomplishing fairly clear-cut objectives; 2) activity-

_oriented, 'Who seek social contact and human relationships, and

-,}I);"Iearnih_g'-oriented’, who seek knowledge for its own sake (pp. 15-16).

i
LE,;-

Malcolm Knpwles (1970), who coined the term andragogy for the

art and science of helping adults learn, presented four crucial

assu.fnptions. about"rthe characteristics of adult learners. Knowles
‘/\‘ l.. . . o
maintamed that as a pérson matures, his self-concept moves toward

N \1 \|
NSRS o

one of bemg a \éelf d1rectmg human being W1th a growing reservoir of

‘9\ .

gxpenence, his readiness to learn being more and more tied in with
S “

his deve,lopi'n,ental tasks, and his time pers;;ective changing to one of

T \.' W
1rmnedlhcy of knowledge apphcatxon which meant problem-centered

Yo ‘
learmng (p. 39). These aSSumptions are crucial in thét they make the

fac111tat10n of agulﬁ learnmg a different process from that of pedagogy.

John_sf'bné'»anleivera (1965) concluded that the reasons for adult

& B &
v‘v.’.‘ o . j?ﬁ . wis ) .
educatign course enzollments were "more often vocational than re-

g

t,r.:\‘r.eati.'é'na.l, ' ;fipp. 144-145) with the most typical use of vBcational
O = T

&

2

H

education bélrx}'grepara_t_ié'ﬁ"’for'new employment. They found that
K kY ;_ﬁ A -
3 & .\ .
there were ve-'i'y,)disfinct ways in which the uses of adult education "

. -~ :
courses diffefed across social classes.
- acro < v

In thej.r-enééavours‘to get such vocational andgprofessional

education, many adults are becormng part of structured or formal

,",._ B

B

#\
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L
learning situations--classrooms. What arc teachers' and adult students!
>

perceptions of their classroomé?) Which ones seem to be the most facili-

tating of adult lcarning?

-

-

Classrooms, for studentd of all ages, have frequently placed
grecater emphasis on the cognitive rather than the affcctive side of
learning. And yet it has always been understood that emotions play an
importefnt part in any lcarning situation., Contrary to the' common
notion that the adult has fewer fcclin’g“s, an adult has, as Gardner
Murphy has poihtc_d out, "more cmotiqnal associations with factual
material than do children although we usually assume that he has less,
.because the dc\fice's,\of control are morc\\elaborate and better covered
in the adult" (cifed in Kidd, 1973, p. 95).

Knowles' (1970) assumptions of andragogy also point up the need
for an awareness of and a sensiti\}ity to the {cclings of\adults. "The
psychological climate :;hould be onc which causes adults to feel
accepted, r.cspccted émd smuppo:tcd; in which there exists a spirit of
muéuality between teachers and s_tmk"nts as joint inquirers' (p. 41).

If we accdpt the view that develqprncnt does occur during adult-
hood, and if we bear in mind thé'prcvalence of adult legrning in recent
years, it would seem that we, ‘as educators, need to study what adults

3

want in their education.

¢

This study will therefore look at what adults want with respect to
their classroom learning environments or, as termed here, their

sociopsycholo"gical climates, Teacher and student perceptions of both

“



actual and ideal classroom sociopsychological climate will be studied,

and these pe rceptions will be considered in relation to student affect

rafings and student learnihg.



CHAPTER II
N REVIEW OF THE LITER.ATURE

The 1960's and 1970's have produced a yealth of material To;l the
nature of thé adﬂt learneirfs needs and aims, and reasons for parti-
cipating in learning situations. A review of the literature shows
myriad attempts to categorize and explain adult learne‘bx:s ‘(Boshiexl-,
1971; Carp et al, 1974; Houle, 1961; Johrlyg‘tone and Rivera, 1965;
Knowles, 1970 and 1973; Morstain and Sniart, 1974 and 1977; Tough,
1968; Waniewicz, 1976). The:re is general agreement that educatiénal
participation by adults lis '"a complicated type of behavior affected by a
great many factors" (Marcus, 1978, bp.‘ 316).

'fhis chapte/r/co'ﬁfai{s an overview of some oflthe current ideas
regarding the adult learner and the who, why, and what of the life-
long learning picture. Affect in adult learning is discussed. The final
section deals with adult classroom sociopsychological climates.

A series of studies have attempted to respond to the who, why
/

» /
and what of adult learning by identifying reasons underlying adults' -

choice to continue their education. These reasons Begin to delineafé
both the who and the why Qf adult leafning. )

Cyfil Houle (1961)\identiﬁed three gr‘.oups. of adult learners:
goal-oriented, activity-oriented and learning-oriented. Johnstone and
Rivera's (1965) crdss-sectional study found ihat adults take courses

for job-centgred reasons, general knowledge, leisure- centered goals,

7



N
Y

vocational aims, home and family life interests,. expanding of socxal
horizons and getting away from daily routine (p. 11), The 1972 Carp
et al survey found the most frequently given rea.son for learning to be
"knowledge for its own sake, '' with personal fulfillment and JOb related
reasons second- in 1mportance.

Allen Tpugh (1968) concluded that the most important reason for
adult learning is the de sire "to use or apply the knowledge and skill"
for futu‘re learning (for its own sake), in an examination or test, for
passing on to anether person, or for taking action "for producing
something, planning or de'ciding something, or performing some
responsibility' (p, 18). Learners in :the Ontario Educational Com-
munications Authority 1974-75 sufvey .ga\;e their;reasons for learning
as: personal growth, development or fulfillinent (35%); employment

\

requirements, job advancement, etc. (33%), rece1vmg a credit, degree,
diploma, etc. (10%), desire to know more for the sake of know1ng (9%),
as a means of escapmg boredom (6%), fulfilling a. need relatmg to famﬂy
life (3%), and ach1ev1ng social and religious goals (1%) (Wan1ew1cz, 1976)

Boshxer (1971) dehneated fourteen mot1vat10na1 orientations such
as Soc1a1 Contact, Edecatlonal Preparedness, Intellectual Recreatmn,
.and Inner- Dz.rectedA Profess1enal Advancement Morstain and Smarf."
(1977) selected five groups of learners for further analysis: Non-
Directed, Social Learnex;e;\‘Stimulation Seéki;ag, Career-Qriented, and
- Life Chanage Learners. _

Tinnon (1978) discovered that the goal expectations chosen by the
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' larg'esat. r;L;mber of University of Southern

~

’

Mississippi non-credit course

-

students wasg "'éf de;fi‘re to know'" (35, 3%) with "a desire for leisure-

time enjoyment' net (34. 8%).  of nearly

a College Board study, "Americans in Tr

transition in theijr lives that caused them

2000 adults who responded in
ansition, " 839 néfned'so-me

to start learning: changes in

jobs and careers, shifts in farmly life, moving to a new place, etc.

;v(Gross, 1980).

A

4

Ca&egories of Reasons for Adult Learning

It is posited here that these many reasons for adult lea;'ning' can

9

be regrouped into five main categories: Specific Ob‘jecti:y_‘es (S0),-

Social Activity (SA), Learning Itself (LI),
Fulfillment and General Purposes (PF).
cular reason for aduilt learning will seem

categories, ,However, one category is ch

Escape (Esc), and Personal
In many 1nstances, a parti-
N

to f1t into two or three

osen according to the Primary

reason for the act1v1t . For example, a erson's rimar reason for
Y p P P b4

joining a square dance class may be for ¢

However this activity may also result in

ontact with other people.

escape, learning and personal

fulfillment. Since the des1re\for social activity is the prlmary reason,

~the part1c1pat1on is placed in tl}e SA categ

LR

.,,

637'

' defmed as follows,

Specific Objectives Category (SO)

Participation is for specific, clearl
. , N

ory. The categories are

Yy understood and usually

short-term objectives: learning Spanish for a tfip to Mexico; studying
: )

mathematics for an apprenticeship exam;

taking automotives classe s
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for better understanding of one's car. There is a clear expectation of
a definite reward or end product.

Social Activity Category (SA)

Participation is primérily directed at relationships or social

\

contact. There is not the clearly spelled-out end product as with the
/ :
SO category. . ‘

Learning Itselg Category (LI)

Pa’.rticipatiqn is for the k‘learning itself--the ""desire to know, " -
There are many by-i)roducts anbd/or,end products, but the main ’rew\ard
and the Primary reason for the involvement lies in the 'satisfaction of
the continuing activity of the learning itself,
Escage Category (Esc)

The 'prirnary reason here is to gét away or to escape from a
boring home routé!ne, a frustrating relationship, etc. The invoiv.ement

arises from a negative rather than a positive situation and there is no

clear projection of specific rewards.

Personal Fti];fillmenf and General Purpgse.;; Category (PF)

This is learning involvement for general purposes and usually
long-term‘objectives designed fo bring personal fulfillment, vprofes-’
sional advancément,l‘and so oh. This kind of adult education partici-
pation is much broader than those of the preceding categories and
requ.ix‘gs greatf;ar persisténce and frust‘i‘n thg execution.

Ta‘ble.I outlines the major categofies of reasons why adults

return to school. The table indicates a broad .sp'ecti‘-‘mn‘of, learning

K
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activities, from brief, supeeficial involvements to long-term com- s
mitted pursuits; from undertakings where.the total desire is for skill
acquisition to. ventures which have almost nothing to do with the
"learning involved; f'rqr'n’ short job-related courses to leng‘t{}; profevs-_
sional advancement. Researchers agree that the reasons for adult
education partieipation are multi-faceted and complex.
Table I will be used as an outline to present a more in-depth
description of each of the groups. The focus will be on identifying the

needs of the learners.

Specific Objectives Category >

-

o~y

Learners in this 'categ.ory respond to I;eeds arisi{;g from their A
everyday routines. The re\is'_a: pract'ie.al base, .af_ld invelvemenfs are
usué.lly short, spasrnbdic and \c_lear-cut‘. Specific Objectives learnir'lgv
is more frequent aﬁ.d uﬁders;andable than fs adult learning ol_f the other
categories delineated .h'e re,

The best example of the Spec1f1c Obﬁectn’es learner is Houle's
(1961) goal oriented learner who uses educatmn "as a means of accom-
plishing fairly clear-cut objecti’ves‘”, (p. 15). The continuing education
of goal-oriented learners is episodic with no even, continuous flow to
the iea_rning; they do not restrict their activities to any one institutionv
or method of learning, and eaeh. episode starts with the identification
of the interest er a realization of a need.

Johnstone and Rivera's (1965) (Specific Objectives) learners .

~were younger adults more likely to take courses for job-centered



for Jobs, hxgher social position people taking courses to advance on
jobs, and'women enrolling in response to home and family life and
leisure-time pursuits,

One of the most significant of Tough's (1968) findings which
related to the Specific Objectives category is that much of adult o

learning arises from the personal-practical needs of everyday life,

"The .single most common and most 1mportant reason for adult learning

is the desire to use or apply the knowledge and skill" (p, 52), with a

commitment to an action goal (doing something, producing something)

coming first, followed by a decision to learn, and the execution of that

g

decision,
Similarly, more then 5b% of the reasons given by resupondents
to the Waniewicz (1976) study referred to ‘Practical needs such as those
in e'mployment, economic opportunities, job and social oromotioo, etc,
The Specific Objectiveé category also includes hisv respondents who
indicateda desire to achieve formal educational goals by rece1V1ng a
credit, degree, diploma, certificate, etc,

)

Among the fourteen motivational orientations which Roger Boshier

‘(1971) labelled in testing Houle's typology were two factors whicH £1t

o

into the Spec1f1c ObJect1ves category, Other-Directed Professional

Adva.nc‘ement and Educational Supplementation, Persons who belong to

e

the former group were cornplymg with someone else's sugge/stm(
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while those in the lat;er category were working toward degrees, diplo-
mas, etc. in their spare time. Morstain and Sm#rt (1977) developed"
another motivational typology of adult learners which found five groups'
including a S.pAecific Objectives r'o‘n_e, Carée;-ériénted peArsons, who
were most interested in learning things related to current occupational
and career interests.

Learners in the Specific Objectives category thus have clear,
practical goals centerix;g on vocational ends, job-related reasons,
career advancement and leisu?e-time pursuits, Their studies are

usually prompted by needs arising from their day-to-day activities,

Social Activity Category

Learners in this category have o.ne overriding need, the sociali-
zation which the activity provides. Altho'yh there are often otfte‘r
beneficial results, the primary focus is the involvement with other
human beings. |

Houle's (1961) acti?ity-oriented learners fit into the Social Acti-
vity category. They s'ought a social contact '"and their selection of any
activity was essentially based on the' amount and kind of human relation-
ship it would yield" (p. 24). Their reasons fér learning were ﬁnrelated
to the purpose or content of the learning and includeci such different
motivating factors as a negd to escape from a basic personal problem?
a desire to Ii.nd a\ﬁartner, and loneliness. Houle thus included in his )

activity-oriented group some learners who, in this study, are placed

in the Escap.e category.
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Johnstone and Rivera (1965) identified S;cial Activity learners
in fhe women more likely t‘o take courses to expand their social hori-
zons by meeting '""new-and interesting people (p.. 12), while Waniewicz
(1976) arrived at a*category called ""Desire to Socialize, " where the
learning activity was considered "a suitable mode of inte_facting
socially with other people" (p._ 82).

Ambng Boshier's (1971) motivational orientations are three
whiéh appear to belong fo the Social ;ﬁ.ctivity category: i) Social
Contact, where learners were involved in group activities.m'aking new
friends; ii) Social Sharing - sharing a common interest with a. sipouse
or friend; and iii) Inte rpersonai l;'acilitat:ic')h, to impro.ve social rela-
tionships.

The Social Actiﬁty category then involvés those learning pursuits
that firs;: and foremost establish contact with other. people. Any learn-
ing is incidental. The.'base-]:ine- of the underfaking is the social
involvemgnt.ﬂ |

Learhing Itself Category

This category embrace.s those human beings for whom learning
- is a lifelong pursuit, - Théy are &edicgated simplsr for ‘;:he sake of the
learning itself, Theirs is a c'ontinuing inquiry through life. In the
knowing comes a sustained satisfar;tion and c'bmmitmen%.

The Learning Itself category is Houle's (1961) learnin‘g-orient‘ecvi,
- whose fundamental purpose was simply the desire to know. ''What

they do has a continuify, a flow and a spread which establish the basic



16

nature of their participation in continuing education' (p. 24).

37% of the Learners in the Johnstone-Rivera (1965) study and 55%
of the Carp et al (1974) Learners ‘mentioned aS\then' reason for learmné
to become better informed, which piaces them in the Learning Itself

category. 'For Learners, as for WOQ}fi-Be-Learners, the most

important reasons center around knowle&g’e for its own sake (in Cross,

S ‘
Valley and Associates, 1974, p. 43), ‘

Tough (1968) found that the second most c\él‘mmon xfeasen for

Ty s

beginning a learning project was puzzlement, curiosity or a question,

which belongs within the Learning ItS.ﬁlf.categor);'. '""Sometimes a

‘.

“(learner is ‘x;loti'vatﬁed to find out something because he is puzzled or
curibus, His pleasure .or satisfa\ction.will cox.ﬁe immediately from
discoveriag the _knewlec’ige-or infermatien, quite aparf frdm whether he
rei’nember's it" (p. f27). Waniewicz (1?76) included among his "new’
taxonomy' the "Desire to know,." that contaihed the s’ubv-category,

Learning as a goal in itseif, "indicating the respondent's continuous

need for learning’f (p. 81). \ '. .

Boshier's (1971) motivational or1en’cat1 ive Interest,

/—’:—
/Pﬂites.waﬂrthmtself category since its learners seek know- |

ledge for 1ts oWn sake. Ina sxm11ar vem, T1monTI?77) Found-that the -

goal expectatxon chosen by the largest number of non-credit course
part1c1pants was ”a desire to know. " f 7
|

The Learmng Itself category thus includes a11 those persons who

learn because of their irrepressible and never-e@lding desire to ‘know. N

-

/
/



Escape Category

The primary need of learners in this category is to escapé.
They ne‘e"f‘r‘m daily routine, personal problems, boredom and wha.t
they perceive as life's emptiness, An undesirable situation prompts
their search for substitutes, so that the learning activity becomes
‘reactive rather than proactive,

Houle's (19615 activity-oriented learners who are esc.a,ping from
a basic person;—f\p;'}{)lem are classified here as part of the Escape

category. So.are the women respondents in Johnstone and Rivera's

(1965) study who took courses "to get away from the dqiiy routine"

(.,-.

(p. 11). Carp et al (1974) included two x;easons .é.s Escape Goals:
a) to get away fron(i;. routine,\ and b) to ‘get away from personal pro\;-

blems. Waniewicz (1976) also identified a "DéSire to escape' cate-

| either the qd#ﬁies_‘ox; perceived e s of e\{eryd‘ay hfe'/' gp. _8‘2)‘.

Wer's motivational orientations inclﬁdeid éséape

" motives: His Intellectual Recrga"tion orientation irivo_lv‘e'd oxgrggrm’.ng
fr'ustration and pi-oviding reli’e”f from boredom; T\f Abhorrenéije was a
me}x/s of escaping TV Soc1a{/1mprovement and Escape aided the
earner in gettn{g awa,y from an unhappy relationship. 'Mofstain and

Smart's (1 9/) Stimulat:.on Seekin learnerﬁat—tached the reatest im-
) \d g g

/ e

po:tance to escape from routine -and boredom.

“The }Sb,arning of Escape Category people thus comW. ,

= , \ : . o

-
/ .

““dentally as a result of their fleeing undevsiz‘afﬁé situations such as daily -
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hd N

. C . . " . .
routine, basic personal problems,- boredom, frustration and emptiness.

The base-line here is the‘Beéigﬂgg (objectionable) situation rather

than an end product.

N
©

Peréone'll Fulfillment and Genera'll Purposes Category

%

This is complex, protracted and developmental learning activity
. ‘I

directed toward general, personal growth, ‘career advancement, etc,

.

It is not the regular, consuming involvement like that of the Learning

i)

Itself y'ategory, nor does it have the clearly delineated, short -term

goals of the Specific ObJectwes category. Personal Fulf1llment learn-

g

.ing is motivated by inward, self-centered needs and involves a positive
comm1tment unlike learmng of the Escape c‘ategory. It might be said
to contain occasmnal SO categ;)ry 1earn1ng activities but the overall
.gly-ust is more ehcompassing and length};. |
Johnsténe and Rivera's (1965) finding that older adults were more

likely to take courses for general knowledge is an example of Personal
Fu1f111ment category learning. Similarly, one of Carp et al's (1974)
maqor categories of reasons for learmng was Personal Fulfillment. It
subsumed '"Be better ‘parer;t, spouse' and "Become happier person"

(i). 42) and was di;covered to be second in importance. Waniewicz's"
(1976) analysis established a ;ategory entitled "ﬁe“sire to achieve

o

personal goals' which contained all learning "directed toward pers"‘ona:lr

growth, development or fulfillment"‘(p. 81),

<

Five of Boshier's motivational orientations ‘éan be placed in the

Personal Fulfillrperg; category, among them Social Welfare, where the

” [
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learner tries to become a more effective citizen and improve his
agility to se€rve mankind, and Educational Preparedness, through which
the learner clarifies what he/she wants to be doing in five years.
Morstain and Smart (1977) labelled one gi-oup the Life Change Char.a’c-
terization, where learne;s felt a need to improve several aspects of
life, and directed their efforts to changing social and persona‘l inter-
actions, y

Personal Fulfillm;ant category learning is thus a more personal,
innef-dirécted type of learning aimed at impro?ement angl broadening
of the learner's awar:eness and appreciation of life. _ |

To sum up, five categories of reasons for adult learning ha‘;re
been delineated: 1) Specific Objectives‘, wl;uf.re the learning is clear-
cut, practical anr:l short-te rm;AZ) Social Actiﬁty, where the sociali-
zation is the primary focus; 3) Learning Itself, where the inqﬁiry is a
ufelong process; 4) Escape, whf;re thé learner gets away frém an
unbearable situation, and 5) Personal Fulfillment and General‘ Purposes,
where the involvement is more personv‘al‘ and inner-directed although at

the same time broad and encompassing,

Implications of Categorization Scheme

While these separate categories tend to exist, and adult learhers
can in fact be classified into them as distinct groupings, it must be
emphasized that there is a great deal of ‘oimbrication. People fre-

quently have many different reasons for underta;king learning efforts,

Most researchers acknowledge this complexity. Writing about adult
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learning undertakings,' Tough (1968) said the motivation "'is usually
quite complex. A mixture or variety of reasons is almost always
present" (p; 8). W‘:niewicz (1976) admittea that "In a sbense, it is
almost impossible to identify reasons for 1earning|" (p. 8‘3). ~And
Houle (1961), talking about his sample me;mbers fitting into three
groups, concededthat ''none is completely contained thereby. A few

people stand so near the boundary between groups that there might be

difference of opinion as to where they should properly be classified"

(p. 29).

The social contact moti;re, for example, is frequently presen:c in
many people's responses, although they may say t-hey're learning again
for a particular reason. Eleinents of ‘on.e groupiﬁg may well be con-
ta“ine'd in the other divisions, so that it's n'ot; fully posAsijble’to totally -
segmeﬁt i’)eople into each of the .i.ndividual categories.

The c.xtbeg'orizatién _scherhe preéented here is therefore a heur-
istic typology not meant to dis;:ri:minate totally between people but to
present a means of more easily looking at adult-lea'rners. Perhaps a
more realistic way of viewing the categorization system is not aé'

different groups of people but different groups of needs existing within.;

all people to greater or lesser extents.

Affect in Adult Learning
Given the foregoing needs of adult learners, what can we as
‘educators do?

Because traditional learning theories have concentrated on.



cognition, we have an intellectual heritage that for generations has
separated affect from intel.lect'. "Perhaps the heavie st. burden fhat we
need to relinquish is the one that dichotomizes afi’ect and intellect"
(Eisner in Rubin, 1973, p. 199).. Bruner and‘his associates .have
stated for some time that "if only we use the feelings which people have
in the learning situation, then we can pro&uce a better and deeper
learﬁing" (cited in More, 1974, p. 13). rCarl Rogers (196,9), in.delin~
eating his view‘on the goals of education, saia that ''the facilitation of
significant learning rests upon certain attitudinal qualities which exist
in the personal relationship betwéen the facilitator and the learner"
(p. 106).  Woodruff and Walsh (1‘975) made the point that pc;or per-
formance .of adults may be the result 6.f nOncognifive fa'.ctors such"as
lack of confidence and poor conditions of learnihg. Tobias .za.;ld Knight

\

(1978), in recognizing mathematics avoidance and anxiety, pointed to

/7

attitudinal not cognitive barriers. Crutchfield (1978) s.t1°essed. the need
. . / 4

for a sensitive and empathic approach in all teachers of adults.,

.

Further explication of the adult learner is provided by Knowles

(119;70). His crucial assumptions about the adult learner provided a

’ ba;se for‘z} distinctive %heory-n-andragogy—-that-Kno-wles defined as ''the.
art .and science of helping adults learn" kp. 38). These assumptions
re;rolve é.round the learner'rs self-concept, ,egcperiencée, readiness to
learn and pr:;oblem-centered orientation. The assumptioﬁs are that,

"as a person matures, 1) his self-concept moves from one of being a

- dependent personé.lity toward one of being‘ a self-directing human being;



22

-

2) he ac;:umulates a growiﬂg reservoir of experience that becomes an
increasing resource for learﬁing; 3) hi_s readiness to lAearn, becomes
orieﬂted increasipgly to the develobmentai taeks of his social roles;
and 4) his time perspective changes from one of posféoned appiicafion
of knonledge to immediacy of application, a"ﬁ;l accerdingly his orien-
tation tour_ax;d learning shi;ts from one of subject-jcenteredness to one
of problem-centeredness" (p. 39). Knowles' theory points to the need
for adult educators to'emphasize practical application by drawing on
life epreriences of learners in presenting new concepts e.nd generali~
zations, Andragogy suggests tﬁat the adult educatqr be ettuned to the
learner's developmental level, tigping the curriculum seéuence such
that it.keeps in step with the 'adul,t's ae.velopmentel tasks. Finally,
Knowlesie.n theory implies.-that adult educators require an ‘or"ijen.taFiOn

- focused on the existential concerns of the adult s'tudenit:,.,«;
Summing up, the'impoftance of'affect‘in -llearning is ~Wellj

documented but inadequately recognized, There is a need;f;,itherefore,

1

: 5 '
for concern with affect in any future studies of adults involved in

learning enterprises.

Learning Ability of Adults

Given the large humbers of adult learners. and the theories
generated about them, ’wlllat can b.e said a.bout their learning ability?
Although the traditional perspectlve has been ‘that. learmng ab1l1ty
declines w1th age, the current view is that age-related declme is

" ingignificant. Baltes and Schaie (1974) reason that general intellectual '
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A

decline in "old age' is largely a myth, the difference between scores

on cross-sectional studies being due mainly to generational not chrono-

[\

logical differences.

Accepting that '"Adults can, and do, learn well-all through life" - -

(Kidd, 1973, p. 93), how can we do something‘abou't the learning

situations in which they become involved? How much is generally
known about what goes on inside adult classrooms? What do adults

want with 'réspecf to. their classroom learning? Do they have prefer-

s\‘amor_lg warm, supportive, controlled and lformal classrooms?
How d6 adults resp.onél to cohesivenéss, démocracy or friction in adult
classroomg? .

The foregoing categories of leérhers underécore,t‘h,e great varigy
of needs and goals of éLdult student's. How can schools be mdx;e fespon-
sive to the/‘ u.lti-éxcted personalitiers of adult learners? How can we .
better meet the needs of these t;rpes of adult students? One wéﬁ‘y is to
focus on the kinds of learning envi:gonments of individvuals coming back
to schools, to look specifiﬁally ;t cla;ssroomsociopsycholo’éical

climates. This is especially relevant when the concentration is on the

affective as well as the cognitive side of a person's cdxitinuing jdevel-“

opment,

/

The effect of sociopsychologiéal climates on learning has been .

‘investigated for a number of years, ‘starting as early as the 1930's -

¢ ) o : '
with Kurt Lewin, who described environmental influences in terms of
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the formula, B = {(P, E), behavior is a function of the interaction of the

person with the psychological environment. Lewin was one of the early

 theorists to conceptualize the situation as a necessary component in

according to the different needs of students.

understanding individual behavior. -Murray (1938) used the term Press

for the environmental influences affecting a person's needs, Alpha

v
|

Press consisting of the di.fectlyLobservable aspects of the environment,
Beta Press being the subjective or self-perceived environment, Rotter
(1954), like Murray, believed Beta Press to be the important part of

the situation in predictiné behavior. Stern, Stein and Bloom (1956)

emphasized the need to cléarly define the setting in which the behavior

occurred, while Pace and Stern (1958) applied the notion of ""perceived

‘climgféi;; to the study of "atmosl.)here""at universifies‘ and colleges.
Mo;e recently, the foll;awfng people have be/gun to look af class-
room climétes"(Anderson; 19.68; Insel & Moés, 1§:74; Mo'_os,. 1973;
Moos & Insel, '-"1974; Schultz, 19.'74, 1975’@‘ 1979; W'alberg\,‘ ‘1:968, 1968a;
Walbert & ‘Ahlgren, 1970.; Walberg -& Anderson, 1§68),.’ ;.nd have found’
that there are many c/orr‘espondfencies' between specific cli'vrnate. dimen-
-sions and‘ cognitive and affectng behaviors in tl‘leflasbsrfoom. Alﬁhough
the result;s, are ébfnewhat ambiguous with respect’ to cognitiv_eAbeha‘vior, ‘
in terrhs oﬁ affep»tive behavior, some conclusions have begh reacﬁed
which suégest that différgnt learnix'lg gnvironmeﬂts are d‘esira}blev

However, these recent

§

~

studies were done on college and high school students.

It was the purpose of fhﬁ.study,_jhér fore, to examine adult o T
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elassroom climates in order to discover the kinds of actual and ideal
sociopsychological climates adults want, and to learn their feelings
about their classroom atmospheres,

Hypotheses

A

Bearing in mind the five groupings of aduit ét:\;den’cs presented in
this study, the writer hypothesized that different c.aliA:egories of adult
students would prefer dlfferent types of soc1opsycholog1ca1 chmates.
It was further hypothes1zed )‘.hat student affect would be. related to
dimensions of their classr_oom climates, and that there would be a
positive correlation betwe'en“ student affect ratings and marks. Addi-
tionally, it was hyp‘othesized that poeifive student affect would be
- associated with a lack of diserepancy getwéen how teachers viewed

. their sociopsychological climate and how sfu‘dents viewed the climate.



CHAPTER III

METHOD

Sax.'ngle

Subjects for this studyv were students> and teachers in a contin-
uing education adult day program. Two hundred and fifteen students
responded‘to questioﬁnajre s, with 156 completing all four. This drop |
occurred mostly because of absenteeism on days When later ques-
tionnaires were administeréd. More than 50% of the students in each
of the ten morning classes c;)mpleted all of the questionnaireé, as did
thei-r fen teachers, Since most. of the morning students also took the
afternoon class and they were not a.ské.d t;) d§ the.questionnaires twice,
only t§ve1ve afternoon students completed the four questionnaires. ‘The
full sample then consisted of 144 morning students, ten morning
teachers, tweive af.térrioon sf':illdcnts and two afternoon t:.achers, 1/68
respondénts in all. The main statistical analysis was done on the
responses of tl'.xe 144 mqbrning studen{g\s, the balance of the questionnaire
data being used primarily for descriptiv‘e purposes,

Reééonses of five students in two classes were.excludedifrom' the
regular si.:ati'sti..c.al analysis sincé the vlevel of English proficiency of

these recently-arrived landed immigrants Wa‘s deemed too low.

Instruments : o

The Adult Classroom Climate Scale (ADUCCS) (Questionnaires A

and D) contains a series of statements which refer to various.aspects

26

©
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| of classes and how they are set up and conducted. Two forms of the
ADUCCS were used to measure the ideal and the Aactualﬂ_c»lassxqun}
climate. A; Questionnaire A, the ADUCCS assessed the classroom
climate as the respondents would ideally like it to be if they could set
it up any way they wished. As Questionnaire D, it assessed the
classroom climate as it act;ially existed.

Developed primarily from the Learning Environment Inventory
(LEI; Anderson, 1973) and the Classroom Envzronment Scale (CES'
Moos & Trxcket’c 1974), the ADUCCS cons1sts of 76 itéems which pro-
duce eight dimensions., Re spondents expressed the extént of their
agréement or disagx:een;lent with each item on a f_ive-p&int scale. The
class‘.room climate 1s described along .eiglllt dimensions.

-

The Traditional Teaching Dimension assesses classrooms in

ferms of t}ie‘number of lectures. given, the part played bjr stuéent;f.wi- )

responses té teacher q{zestions, and the lack of spontaneous class dis-
cussions. This dimension looks at how reéularly teachers check ul; oﬁ g
. students‘and whether teachers see their main roles as presenterg of

information.

The Open Teaching Dimenvsion 'avsse"sses classrooms wifh respect
to the different téaching processes used, the open-ended 'discussions‘ .
among class‘members and the teaich.er"r'equests for students' ideas ;'.-lvnd
opinions. It looks a.t whether teachers are eager to help students

learn,

The Planning-Teaching Dimension assesses classrooms in v
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ADULT CLASSROOM CLIMATE SCALE (ADUCCS)

DIMENSIONS |

SAMPLE ITEMS

(The first statement for each scale is from
the ADUCCS Ideal. The bracketed staté-~
ment is from the ADUCCS Actual, ) , »

.

R

7.

8.

Traditional Teaching

Open Teaching

Pianning Teaching

. Personal Development

Affect

Relationship

Cognitive Emphasis

Structural Factors

™

-

<

‘Many lectures would be given in the class.

(Many lectures have been given in the class,)

Teachers would go out of their way to help
'students,

(The teacher has gone out of h1s/her way
to help students. )

Small group discussions would be well
planned and organized.

(Small group discussions have been well

planned and organized.)

This class would help me learn and
develop.
(This class has helped me learn and
*  develop. )

This class would help me feel better ‘about
myself,

(This class has helped me feel better about
myself. ) :

People would be very friendly in this class.
(People have been very friendly in this
_—<¢lass. )

Class members would be challenged to
express themselves on issues ralsed
in class.

'(Clas‘s members have been challenged to

express themselves on issues raised in
class.)

Clear goals would be estabhshed for the
class,
(Clear goals were established for the class.)
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relation to how well class lessons and group discussions are organized

and planned. The focus is on the proces‘ses of how students learn, on

~ the planned and organized structure of the classroom, and the lack of

- spontaneous intrusions.
,

The Personal Development Dimension assesses the helpfulness

oo o

and practicality of cla,ssrooms. It focuses on whether classe&ﬁ?e seen -

o - —~

as helping stﬂents“learn and develop, as being personally valuable,

e

/
‘and-de sxgned to satisfy inquisitive rgiﬁr_lds., This dimension looks at the

practical value of class aetivities and whether students feel they are
SN '
gaining something from the classes.

The Affect Dimension assesses classrooms with respect to the

assistance given students to gain self-cornfidence.and a sense of ¢

PR .

excitement about themselves. This dimension considers whether class

/

part1c1pat1on helps the students to become more involved in life in

BN
~

general and to feel better about themselves and more positive about

othe rs.

The Relationship Dimension evaluates the friehdliness'_, sharing ‘

e
BN

and support of classfooms. The concentration is on the sharing among -

’

the class and the personal interest teachers and students take in each o

other. This dimension sees if there is an "Espiit de Corps, ' and if

everyone knows each other by name. ¢
. , . \

The Cognitive Emphasis Dimension asses~es classrooms in re-

“lation to their challenge and vigour. ' The spotlight is on memorization

of facts, research, class assignments, vigorous and intense cla/saf
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discussions, and students being challenged to express themselves on
. issues raisecd in class, =

~ The Structural Factors Dimension c¢xamincs classrooms with

.respect to the cmphases on order-and organization, clear goals, com-
petition among students. It sees if students are expected to take an
active part in the planning, organizetion and running of the classe s,
and whether class members are _assiéned presentations to make to the
group.,

In answering the ADUCCS (Ideal)‘,'i‘stt‘ldents and teachers were
asked to think about the set up of their id'eal class., "If y:oﬁ could ha.ve"
a class set up and operated Just the way you personally wanted"l’c what
would it be like? "Respond to the questions with respect to this IDEAL

class, "

W1th the ADUCCS (Actual), respondents were told, '""This ques-

'.-—t1onna1re is about the class you are in r1ght now, your ACTUAL class.

Re spond to the quest1ons'W1th respect to. only this class, "

The Affect Questionnaire (AFF) (Questionnaire B) consists of 27

statements expressing various feelings. There are nine scales (three

items each) which are divided into four main groups: AFF 1 (Scales 1

and 2); AFF 2 (Scales 3 and 4) AFF 3 (Scales 5.and 6); and AFF 4

S T

(Scales 7 to 9). , o LR

The AFF 1 Scale includes the scales of Anxiety (feeling uneasy;\

fearful, am;ibus) and Depression (being sad, lonely, blue).

The AFF-2 Scale contains thé scales of Vigour (feeling energetic,

s .



AFFECT QUEISTIONNAiRE

)

SCALE

In th1s class I help decide what to da,

SAMPLE ITEMS
1, Anxiety ‘AIn this class I feel féa.rful. ' 1
2. Depression In this class I am lonely, Q
3. Vigour In this class I feel energetic, .
- 4. Pleasantness In this class I am pleased. h
5. Perceived Worth Thls class‘ makes me feel worthth.le.v
6. Perceived | This class helps me gain selfhconf1de‘1';;:e.
. Therapeutic Benefit :
1. Affiliation In this class I am ijncluded. e .
8. Participation In this class I work hard. - | ‘
9. Leadership A "




lively, active) and Pleasantness (feeling pleased, elated, lighthearted).

The AFF 3 Scale has in .: the scales of Perceived Worth (the

class being 1rnportant to the student and making h1m/her feel worth-
— whlle) and Perce1ved Therapeut:.c Benef1t (helping the student to gain
self-confidence, to learn and develop, and to feel better).

The AFF 4 Scale includes three sc.:ales:’ Affiliation, Participation

and Leadership. .Affiliatiorl refers to the feelings created when the
people are friendly to eech othelr,‘ when they work closely With each
other, where everyone feels included. Participad‘.ion has to do with
trle feelings aroused whe»n the"st'll,ldents are active, work hard and,-talk
freely and openly. Leadersi}ip reietes to those feeblings e‘ngendered
when the students play important roles. end help decide what to do.

In an‘swering the Affect Questionnaire statemepts, resp'onderﬂ:s
were asked how the feelings expressed by the 27 items corresponded
to the1r feelmgs about the classes they were presently in. They

1nd1cated the extent of their agreement or disagreement on a five-
3 (X4 -

point scale.

The Adjective Rating .Zale (ARS) (Questionnaire C) consists of

24 items which ,deel with student and teacher attitudes about their
o_verall academic programs, Developed by the Centre for Irxstruc;cional
Developroent at Syracuse, the :‘\RS, ‘by means of factor analysi.s', Ppro-
duced five scales: Interest"Value,' Practical Appeal, Difficulty/
Challenge, 'Revs;arding/vDifferent, and U‘nnecessary.

With the Adjective .Rafing Scale, respondents showed their
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"~ADJECTIVE RATING SCALE

FACTOR SCALE

-ADJECTIVES LOADING

’

1. Interest Value

2. Practical Appeal

3. Difficulty/Challenge

/'-‘{ i

5. Unnecessary

I have found my academic program to be:

enjoyable rewarding
exciting ‘ ~ good
stimulating ' informative
enlightening worthwhile
interesting

I have found my academic i)rogram to be:

irrelevant

dull practical
boring to . wvaluable
useless : worthwhile
‘a waste relevant

I have found my academic program to be:

defnand_ing
difficult
challenging

PO
e

1 have.fouﬁd“my aéaderr{ic program to be:

‘'rewarding
different = -

- I have found my academic program to be: .

pProvocative , ,
a waste to necessary

PP I S
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agreement or disagreement, as wit‘}r the other questionnaires, by
marking one answer for each item on a five-point scale, . | \
Procedure f

During the vv;eek of May 20-22, the first questionnaire, the Adult

Classroom Climate Scale (Ideal) was'administered in each of the ten

morning classes. Approximately one-half hour of regular classroom

time was taken. Students who attended only afternoon classes were

invited to come to a separate room to do the questionnaire on May 22.
From May 26-29, the second and third questionnaires, the Affect
Questionnaif-e and the Adjective Rating Scale, were completed by

morning class students in their re spective classrooms and by after-

*

+ noon students.in a separate sitting. These two questionnaires took

approximate/l)fl'ﬁ' minutes of class time.

Bet'We\en June 16 and 19 the fourth questionnaire, the Adu.lt

~

Classroom Climate Scale (Actual) was given, Attempts were made

during the days of June” 19 to 26, the final week of the term, to have

A

some of the. ”1ncomp1e7t*e:f' students flmsh all instruxnents.

RS

Design ' ' ' .

Respondents answered four questionnaires: ‘th‘e -Adult Classroom -
Climate Scale (ADUCCS), Actua14 and Ideai, the Affect Questionnaire,
and the Adjective Rating Scale (ARS)..‘ | |

The'analysis was done in-_the.follo'wing manner. First, scores on
the eight dimensions of the ADUCCS;(Actual), the eight tlimensione of

: s
the ADUCCS (Ideal) and the four grouped scales of the Affect Question-
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‘naxre were examined to find the means, standard deviations and average
itemn ratings, These scores were then used to describe the relation-
ship between th_e students' ratings on their actual and ideal clas‘s'rootn’
climates. |

Second, correlatmns between the student scores on the ADUCCS
dimensions, Actual and Ideal, andithe Affect Questionnaire scales were
computed. |

Third, the ARS was factor analyze_d and the factor scores were -+
used to find correlations between .the APLS scales and theé Actual and
Ideal ADUCCS dimensions. | |

Fourth, discrepanctes between the students!’ ratings of their
actual (ideal) sociopsychological cliroalte and theit classt-oom teachers’-v
actual (ideal) ratings were formed by‘subtracti‘ng- the teacher's score
on a given d1tnensmn from the students' ‘scores on the sarﬁe d1men31on.
These discrepancy scores were -then used to d1v1de the students into
three groups on eech soc1opsycholog1ce:1 climate dimension: Group 1,
students whose scores were lower than their teachers' scores; Group
2, students and teachers whose somopsycholog\ical cllmate d1mens1on
ratings were approx1mate1y equal; and Group 3, students whoee ratings -
were higher than their teaeilervs’ _ratingsl.

These d1screpancy groups were then used in Analyses of Var1ances
among the three groups scores on the Affect Questionnaire and the

Adjective Rating Scale, These ANOVAs determined _i.f.direction and-

amount of discrepancy between the teacﬁers and students on a given

/



sociops&chological climate dimension were related to the st_udents"
scores on the two affect-type questionnai;'es.

"As aﬁ ’ancillafy variable, student ;Tlai'ks were also included to
see whether they invfact related to any.olf the student s-cores on class-

room climaté dimension ratings, affect or attitude.



CHAPTER IV
RESULTS

The 144 morning students, on whose data the main‘statisticalb
;analytsis was done, ranged in"a‘ge‘fr:om 17 to 58 with roughly two-thirds
(112) aged bethen 17 and 30. Approximately 60% (86) were female and
40% (58) male. One hunidr.ed a;nd ‘sixteen' students (80%) indisated that
~ their reason for a‘ttendirtg ths adult day p\vrogram was to complste ‘
admi‘ssisn i'equirsments for p.o‘st-secondary tra.ining (university,
technical or community collsge), whii_e eleven students stated as théir-
.main purpose, ''to finish the high scl")_ool diploma.' About 57% (83)
said they ilaa twelye year,s‘or' more of ‘.schooiixng; 28% (40) had eleven
years; the remainder had ten years or less. |

Clearly, most of the students in thls study fell pr1mar11y 1nto the
Specific Ob_]gcn:vss category 127 or 88. 19% stated that they had X
definite gosls, .namely the 'completxon of adn_ns'smn.reqmrements for
post-secondary trainirtg or‘“alcco‘mpli'shr;qen‘t of the hig'h schosl dipioma.
| Althopgh, 1n line with the diséussisﬁ of 'diffe‘rertt‘ty;l)ss of adults gomé :
Back to classes, the sfudents in this stﬁdy obviously had a'vatiet}; of
other needs, .theif primary neeé,‘ according torth'e qu'e'stionnaire, wa's
" for so.me specific goal, _The ré‘sult's a;..nd.discu’ssion’will thsrefore be

limited to this sub ~-grouping of the ‘adult population,

37
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Adult Classroom Climate Scale - Means, Standarg
Dev1at1ons and Average Item Ratings h

. -Table 2, presenting the data for "the'l'44" mlorning' sttident:s; shows

- the means, standard desiations and average item ratings for each
ADUCCS dimension for the actual and ideal soc...psychol gical - V*-ates.
Because the_mfmber of items ner dimension varied, it becam:

. necessary to consider the a\;erage item‘ratings in order to make
accurate comparisons. F1gure 1 ShOWS the lJ.ne graphs for student

perceptmns of actual and 1deal classroom climates.
" Student re‘sponses, for both actual and ideal classroom climate
dirnensions, fell in the medium’ to positive range, 'Among the eignt_
dimensi‘ons,. students attached greater 1mt>ortance to the three
dimensions which have to do w1th the affective part of learnmg situ-
~ations. Actually and 1deally, students rated the Personal Development
classroom d1mens1on the highest; Relatlonshlp, Cogn1t1ve Emphasm
. and Affect were next hlghest in the actual classroom, Affect, Relat1on-
“ :
ship and Open Teaching followed close behmd Personal Development in
the 1dea1 classroom. Students placed the greatest emphas1s on those '
asnects- of adult classrooms which helped them learn and develop, gave
‘ them_self—confidence and provided a sense o‘f: sharing and support
~among class members. |
) | With the exce.ption‘of Traditional Tea_ching,' the actual climate

mean scores and average item ratings were lower than those for the

B

ideal climate: -students perceived their actual classrooms as having
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" FIGURE 1

Student Perceptions of Kctua]..'and Ideal

Classroom Cli_mate s
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less Open Teaching, Planning Teaching, Persohal Development, Affect,
Relationship, Cognitive Emphasis and Structural Factors than they

desired in their ideal classrooms. However, they saw their actual

classrooms as having more Traditional Teaching than they ideally

wanted. . N
Standard deviations for the actual climate ‘dimensions ranged

from 2.97 to 7.36 and were generally larger than thosé for the ideal

climate dimensions, which extended from 3.22 to 6,13, There was

"more agreement among students, theérefore, about their ideal learning -

gnvironments than about their aétuai. The greatest variation in student
rgsponsés, for both actual and ideai climates, occurred with-the
dimensions of Open Teaching and Affec.t; theileast' variation in responses
was ‘shown for the classrodm dimensi;)n of Planning Teaching. Tﬁat is,
there was less agreement amongistude.nts, actually and ideally, v;hep it
came to their perceptions of the 'dimen_-sions of Open Teaching and
Affect; the greatest student algreerh.ent occurred with the Pianning .

Teaching dimension.,

Affect Questionnaire - Means, Standard Deviations
and Average Item Ratings -

Means and standard deviafions for the Affect Questionnaire sca s
are shown in Table 3, and for t}’1e4 grouped scales in Table 4. Student
responses to the grouped g‘qales, AFF 2, AFF 3 and AFF 4, are

positive, showing their agreement with feelings of Vigour, Pleasant-

‘ness, Perceived Worth, Perceived'Therapeutic Benefit, 'Afﬁl.i'ation,



TABLE 3

Mean.s, Standard Deviations and Average Item Ratings

“for Each Affect Questionnaire Scale

42

Leadership

8. 33

.. (N - 144)
- Average

Affect Item
Scale M SD Rating
Anxiety 6. 55 2.26 2.18
Depression \ 5.33 2.18 1.78
' Vigbur. 't 40 2.43 3,47
Pleasantness 10, 5. | 2,19 3.44
: Pgrceived Worth 12, 93 1. 97 4.01
Perceived Therapeutic Benefit 11,15 2,01 3.72
Affiliation 11,19 1.91 3.73
Participation 11.17 2.16 3,72

2.36 2.78

T



TABLE 4

Means, Standard Deviatio.ns and Ave fage Item Ratings

for Each of the Grouped Scales of the Affect Questionnaire

43

Pleasantness; AFF 3 =

Therapeutic Benefit; AFF 4 = Affiliation, Participation

and Leadership. ,

Perceived Worth and Perceived

(N = 144)

Affect Average
Grouped . Item
Scale . M. Sh Rating
AFF 1 11, 87 3.90° 1.98
AFF 2 20,73 41 3.46
AFF 3 23.19 3,55 3. 87
AFF 4 - 30. 69 4.95 3.41

A. .~

| N>ote:> AFF 1 = Anxiety and De.pression; AFf‘ 2 = Vigour and
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Participation and Leadership; student responses to the AFF 1 grouped
scale are below the midpoint, mdlcatmg disagreement‘with feelings of.
Anxiety and Depression in their‘ classrooms. Students l-ated the AFF 3
grouped scale highest; thi‘s .%cale also showed the least variation in

student answers,

‘ Correlatlons = Adult Classroom Climate Dimensions
and Affect Questionnaire Scales, and Marks

Table 5 displays the correlations between the classroom climate
measures and the Affect Questionnaire grouped scales, and marks.
The climate /dimension which has the greateat connection witlx student
feelings, according to student perceptions of both the actual and the
ideal classroom, is Relationship, wh1c.h showed significant corre-
lations (p < 01) to all of the Affect scales. Next to Relationship,
students perceived the classroom climate dimensions of Affect and
Open Teaching, 1deally and actually, as having the most effect »o‘n their
Ieelmgs. ‘ |

Twenty-nine of the 32 cotrelations between the Actual Classroom
Climate measures and the Affect Questionnaire grouped scales were
significant, and 21 of the_se were moderate (. 30 to .57). All of the /
climate d1mensmns except Trad1t1ona1 Teaching showed significant
correlatmns (p < 01) to AFF 2, AFF 3 and AFF 4, those 1nvolvmg |
classroom Relat1onsh1p, Affect and Personal Development be.a.ng

moderate, However, only fourteen of the 32 correlat1ons between the .

Ideal Classroom Climate dimensions and the Affect Quest1onna1re

‘
v
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scales were significant, all but {re (Relationship and AFF 1) being

positive. Oniy one of these (Relationship and AFF 3) reached a mod-

“w '
' . : e
erate level. N . i

£

Within the Affect Que st1onna1re scales, AFF 2 (V1gour and
Plf}antness) showed the most positive correlations (. 30 to . 57) with
all of the actual classroom measures except Traditional Teaching.

N ‘

Next in importance was-AFF 3 (.28 to .50) and AFF 4 (. 22 to .46). In

the student view of the ideal classroom, AFF 3 was the more 1mportant

o

e Ty
thh five out of elght correlatxons s:.gmﬁca.nt at the . 01 level, LT ;‘?? N

. v
o

Contrasted results are fomi'd with the classroom measure of: X

. Traditional Teaching., In the actual classroom it correlated positively

with a.li of the AFF scales, although sighificantly with only AFF 3: the
mofe the Traditional Teeching, the more the perceived worth and |
perceived therapeutic benefit, 'However, in the ideal clgssroqm, T'I;
correlated negativeiy with AFF 2 and AFF- 3, and positively with AFF 1
apdlAFE 4, the only signﬁlcant correlation being that with AFF 1; thé
more the Traditional Teachmg, the ‘more the anxiety and depressmn.

Low correlations’ occurred between student marks and all the

classroom climate measures, both actual and ideal, There were more

‘negative correlations between marks and the ideal'climate dimensions,

f1ve out of eight, as opposed to three negat1ve with the actual chmate
measures. Only one of these correlanons 'was sxgmﬁ.cant ( 05 level),

that with the actual climate 'scale of Affect,

{ ! - .. ' ‘ . P - - " N
. . . E N
SR B e
- ‘. . v ,." - ‘ ’ ‘ T ,r."&
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Adjective Rating Scale Factor Analysis

Principal components analysis of the Adjective Ratmg Scale *
w

ylelded five factors: Interest Value, Practlcal Appeal, D1ff1culty/

Challenge, Reward1ng/D1fferent _and. Unnecessary.b The var1max
rotated loadings for these factors are shown in Table 6. Loadings
show the variables on each factor used tol compute the scales, Each
factor ha's‘ been given a tentative label felt to represent the underlgring

psychological construct tapped.

Correlatmns - Adult Classroom Climate Scale
and Ad1ect1ve Rating Scale -

Table 7 shows the corr‘elatlon-s between the.actual and the ideal
classroom climate measures and'the Adjective Rating Scale (ARS)
scales. ARS 1 (Interest Value) and ARS 2 (Practical Appeal) appear to be
- the most impgrtant, "ARS 1 correlated significantly with six of the
')actual classroom cl1mate measures and with five of th! 1dea1 chmate

d1mens1ons ARS 2 correlated significantly w1th six of the actual
c].g.mate dJ.mensmns and with all of the ideal climate measures. cAl-

‘ though a few of the correlations between ARS 3, 4 and 5 and the c11mate
d1mens1ons (actual and 1dea1) are s1gn1£1cant only one, - tha't between |

- ARS 4 and Affect (1dea1 chmate), reached a moderate level

Among the several significant correlatmns,' those that achieve a

moderate level are confmed with one exceptlon, to three classroom

sociopsychological chmate meagures, Personal Development Affect

and Relationship. These three dimensions in the actual clzmate showed

P

7z . - |
- ]
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"I have found my academic i)rogram to be

TABLE 6

Varimaix Factor Loadings Derived from Subjects' Adjective Rating

Scale Responses to the Statement -

(N = 144)

48

Interest Pr_acticai Difficulty/ Rewa rding/

% Tot. Var.

Variable Value . Appeal Challenge Different Unnecessary
Enjoyable . 689 -
Exciting . 606
Stimulating . 556
Enlightening . 605
Interesting . 747
Rewarding - . 630 .478
Good... « 749
Provocative .516
Informative . 472 A ,
Irrelevant -.733. :
Dull -. 725
Boring -. 693
Useless -, 663
A Waste -.478 «524
Necessary & " -. 606
Practical S . 716 -
Valuable ' «571.
 Worthwhile .481 . 446
Relevant . 549 : ,
Demanding i . 729 -
Difficult . 837
~Challenging . 440 .458
" General '
Different .771
% Com.gyar. 32. 27 30.07 14,23 12. 39 11,04
18. 14 16.91 8. 00 6.96 6.21
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moderate and signiﬁ.cant gorrel‘ations.(. 01 level) with ARS 1, while two
of them, PD and Re{, correlated moderately and significa’ntly (.01 level)
with ARS 2. In the ideal clir.ma;te,b PD, Aff :—;._nd Rei aguain showed
mit.)deratle and siénﬂiéant (.01 lével) correlations with ARS 2,

The ARS scales correlated.negativelly with 15 of‘the actual climate
measures but with only six of the ideal climate dimensions. The
classroom dimension, Traditional Te;ching, showed the most con-
trasted resuits. In the ;J.ctual climate, TT correlated positively with
all the ARS scales except ARS 5. In thé ide.a.l climat.e, it cofrelai:ed

-

positively with only ARS 4.

ANOVA Results
*.ble 8 shows the ANOVA results for analyses on the discrep-
ancy scores, differences between, students! and teachers' ratings of

climate dimensions. Discrepancy scores were obtained for each |
o , : \
student by taking his/her classroom dimension scores (eight actualland

-

eight ideal) and sﬁbtracting the tea,cher"s scores on the samae éi:xnen
sions. In other words, discrepancy scores for each English 30 student
were found by taking the diffefences_bétween 'his/her_ 16 scores and the
Eﬁglish‘ 30 téacher's 16 Sc;ores. ~ This result'éd in 16 discrepéncy scores
‘fovr each of the 144 students., VUsi'ng these discrepancy scofes, three
groups were then formed: Group 1, studenté with climate dvirir}'er-i‘sion
scores lower than their teachers' scores (S < T); Group 2, students

and teachers with approximately equal dimension ratings (S2£LT); Group'

3, students with higher fatings than their teachers'’ (S>>IT-). ANOVAs

-

R,

T e et el s Aol o B e

N PRI PY S S R
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-

on the Affect Questionnaire and ARS scores and marks were fhen com-
puted within each so'cibpsyc_ho“loéic'a.l climate ‘.c'lirnren's;ier‘l,mus-i..ng th-,e' |
three discrepancy groups es t}ée ineiependeﬁt lvariable and the scores
on the Affect Questionnaire and the Adjective Rating Scalle, and',mafk.s',
as the dependent variables. .

The most important classroom climate dimension, as seen

“through this ANOVA, is the Relationship dimension, where the scores ...
(actual and ideal) of the three discrepancy gro'uﬁs on all the AFF scales e

were significanfly different (, 01 or lower). Next in importance among "

the classroom dimensions were the Planning ‘Teaching and Affect dis-
crepancies. Least important was tile Iraditionel» Teaehing dimer;sion, '
which showed no significent differ:enc_e.s'betwe\enthe. three discrepancy
groups oh th_e dependent veriable scores. | |

Among the AFF scaleS, AFF 2 (V1gour and Pleasa.ntness) and
-AFF 4 (Aff1l1at1on Part1c1pat10n and Leadershlp) showed a shghtly
greater number of szgruf:.cant ANOVAs than AFF 1 (Anx1ety and
Depressmn) and AFF 3 (Percewed Worth and Percewed Therapeutm
Benef1t) ARS 2 (Practical Appeal) is the only one of the five ARS
scales of much importance;' it showed' significant diffe rences with five
of the eight claes;room climate d1mens1on cilscrepancy groups, Marks
were sb1gmf1cant only W1th dlscrepancy group scoree for Rela.t1onsh1p
and Structural Factors (Actual) and the Affect (Ideal) c‘limate dir‘nen-v
sions, o | : o o |

ANOVA differen'c/“es ef elassroem climate"dir'ne‘nsign discrepancy

: 7 P - v

.~

1)}'.,

.

»
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groups on the AFF 1 scale showed a eonf;astinég_ pat_tve_rn toith'at geeu ) -
with all the otlder dependent j\_rariables. Students with higher ratiugs o.‘f
climate dimeueiong)g::igher than their teachers') scored lower velues of
AFF 1 (Anxiety a/r;(d Depressiqn). -Conversely, on almost all the re-
maining dependent variables, lower student ratings (thap teacher
ratings, group 1) ef climate dimensioué go W:;lth lower. AFF and ARS'
s'epres‘, and lowe"’ru'mark.s. o ‘

The results generally then showed that the h1gher the students
.’ rated the1r classroom c11mate d1menmons (ae compared with their

'.teacher s rating) the lower they rated AFF 1 (Anx1ety and Depression)

and the higher they rated AFF 2 3 and 4, and ARS 1 to 5

Post-Hoc Analyses

| Although not part of fhe design, '_I‘aBle 9 presents the ‘resu_lts‘ of
a s.eries‘of' post-lrlolcv analyses inyestigating the pos_sible effects of
student differences on t.hev, depelndent variables. Considering all the
.analyse.s completed, a minimal number of effects were found.. Reason
fdr‘att.endin'gi age, iamount of ’s'choelf'.ng and sex did diffe;euti;te
students to a;vlin.'x’ited e;ctent.». | " o |

Slxty four A’NOVAS were \‘c.ompleted. 'Au examina'.tion_qf the 15 sig-

nifica‘nte ones showed no c.on-sistent pattern‘ acro.ss the Vafiables, and no
consisfent i_nterpretatipn ef .t};'e uieaning of these 'results. Therefore,
the differences may be spuz;ious -vres‘ultsl due to .the iarge number of

ANOVAs, they may be due to the dlfferent number o,t; subjects in the -

dszerent levels of each 1ndependent var:.able, or they may in fact be

’ . . ' . V A
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rez%l»eff_ects. Given the inconsistency of the pattern, not much can be
s;aid at this time, |

-Reas'on for attending may Be an important variable that shouid be
investigated further. bThe lif_erature clearly suggests this as b‘eing an
“important con.s.truct. Ti-Ioweve r, gi\fen that only eight c‘mt of the 144
students were in two of the four cafegories (attending school for bnly ‘
spécific su‘bjects:orlfor "other"".reaso’ns), it is hard to m#ke any defin-
itive statémen;sv.

1
!

Nevertheless, it appearg ihat students who returnedito school to
' obtain re‘qulirAements for post‘-secondary training or to coﬁplete the
high school diplbma rated _élﬁféS'room Practical Ap.peal h{ghgf', and
feelings of Vigour and Pleasanfné_ss lo;ver, than did stﬁdeﬁts Qho camé
back to schc;ol only for specific subjec:ts 6r fof "other! reasons.
With réspiect,to‘the‘ variable of_a.ge,v f:he sample size again va'rigd,
bwhichco‘uld be a éourcé of»erroxi in the \interpretatib.n.v The;é \N"ér’e 44
studentsinb their lajce teens, 68 in their ’cwenfiés, 24 in their thirties,
and.eight in thveir forties and fiftiés; The general pattefn i;s that‘
students in théir' teens and f:Wenﬁes' rated certain clllassroom dimensions
lower thé.n peblple‘ 30 é.nd over, Tra.difional Teaching ‘in the ideal |
classrvo‘on;x, an& Open Teachiné and Cognitive.-Emphasis in the a;ctua;l
‘ . \ .
élassroqm wer%:fpfced lower by students.in, their teens and twenties.
Howev_er., Studenté'il.nvtheir teens togetl;xé:-'with those,"%o and over rated
Relationship in the ideal clﬁssféom higher tvhan'vst};déhtrs in their
twentié% 'aflithirtiés.
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The amount of schooling variable showed two significant differ-

ences. However, the pattern was not consistent and so is not an

v

interpretable result. The que'stidn of the amount of schooling therefore

»

remains uncertain as to whether it is important or not.

~
- .

There was a tendency for female students to rate things h‘i/gher
and to be less depreséed, but clearly there needs to be more investi-
gation before much confidence can be placed in this kind of conclusion.

J

v



CHAPTER V

- DISCvUSSION

:

Of paramount importance;-' e 'seussion of the results is the

fact that the vast ma_]onty of 1! s in the sample fell quite

[

S?n(:e these students_

| clearly into the Spemﬁc Ob ' ¥ ry.‘
ranged in age from 17.>to .58'aﬁd; u‘l}t had &rymg needs, the
-‘strong expectat;o:was that all five fthe ca.tegones dehneated would
be represented. That this expectation'\;vas not realized made it im- .
'poss'ible to test the hypothesi\s that ditferent categories o£ adult students
would -p.refet different sociopsychologicall climates, .Also, the "one-

category'' sample helps to explain several of the main features of the

results,

» 'Soeiopsychological Climate Preferences
. "The most s"glient'feature is the -overriding .importance \'of"the
affectxve d1mens1ons of these adult classroom soc1opsy.cholog1ca1
c11mates. 'I‘he three climate dimensions of Personal Development
‘ Affect and Relationship showed the hxghest ratmgs and the most signi-
f1cant,-‘ and pos1t1vercorre1at1ons. These fde.ngs agyéed with recent.
svrltlngs which have stressed the importance of an affective or emos -
. tional base to adult learmng (Hibbert, 1978 Knowles, 1970 1973 :
More, 1974 J. Rogers, 1977 Rubm, 1973Jr9m & Torrance, 1973;

' 4 .

Tobxas & Knight, 1978 Woodru.ff & Walsh l§75)

The soc1opsycholog1ca1 classroom chmates in thxs study were

" 57
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closc to what students wanted. In their ideal classroom, students rated

4
the dimensions of Personal Development, Affect, Relations and Open

Teaching highest. In their actual classrooms they rated Personal

Dchlopmcnt, 'Rclationship\,. Cognitive Emphasis and Affect most highly.

A 4 \
They perceived their actual classrooms as being close to what they

wanted most in their ideal.

The dimensions which were furthest apart as rated actually and
1deally by stud(,nts, were Open Teaching and Affect, .That students
should want more of these two dimensions partipﬁlarl,y would seem to

underscore Know_les", (1970) emphasis on recognition of the self--

~directedness and experience of adult students, who ''tend to resist

learning under conditions that are incongruent with their’ self-eoncept
as autonomous irdividuals' (p. 40).

Correlational Analyses

Adult Classroom Climate Dimensiénsaﬁd Affect Questionnaire
- 7 =

v

Seale.s. The large number of signific'ant correlations between actual

climate’ d1mens1ons and the Affect Quest1onna1re scales is 1mpre551ve. o

Seven of the eight d1mens1ons correlated significantly with alL of the

~ adult. classes W1f:h all seven of these d1mens1ons. In partlcular, the

strength of the correlatmns of the affectlve d1rnens1ons clea.‘rly suggests

the wisdom of facilitating Personal Develoﬁx%len’c, Affect and Relafcion?-
- . - c ) 9

Sliip dimensions in all adult c-lasses. "This would requ1re the creatmn

'
T S

el »

of adult so;:mpsycholog:.cal c11mates which are pra.ct1ca1 helpful

o

.

_ Affect grouped scales. Such results attest to the des1rab111ty of creatmg "
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‘friendly, athAQha.fi'xx;‘g‘; Alab,. Ltheae raaults .C'Otlld bja ‘sAaid to" further
validate the ADUCCS as an instrument fovr asséésring adult socio-"
psychological climates. |

The niuhber of correlations between ideal climate &irhensions and
Affect scales, by contrast, was less than half those of the actual c11-‘
mate, (Relatmnsh1p and Open Teaching dimensions .were seen as most

.limportant 1dea11y’. ) The e‘xplan'ation may be that students" notions of

their ideal classes were vague and tznartlculated (as opRposed to the -

realness _of their actual aiassrooms) or, once again, students may

PN +
have env1saged a very general type of adult class, dx.fferent from thexr

0}

actual classes.

——
.

The total lack of correlatmns through the 1deal dxmens:.ons o(\_

Cogmtlve Empha51s and Plannmg ’I‘eachmg to A£fect scales would seem
to point to student percehtuﬁns of an 1dea1 class dxfferent from that of a
high sch0@1 credit course. Thxs is g1ven further support by the low

_ nuxnber of correlatmns through the 1dea1‘Structural Factors_ and

VPe_rsonal Developmentfdimensions to Affect scales,

Adult Classroom Climate D1mens1ons and Marks. In a su'nllar ‘

L. 7

_véih, the, almost total lack of cor relat1bn between chmate dunensmns
and marks warrants attentxqqﬁf%gcause students rated nearly all the
climate dJ.mensmns favorably, and mdxcated pos1t1ve feehngs in the

cla.SSroom, Why are there almost no correlat:.ons between socmps«y-

chologxcal cllmaté dimensions and marks? Sinée learning 'invpl\_res_hoth
. . . ) ‘ : i »' g 4 )

cognition and a.ffect, and we have evidence of positive affect emanating

-
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>

" from both cognitive and affective climate dimensions, why are there

-

not also correlations with'marks? o ¢
Two points must be emphasized, Firstly, the lack of corre-
lations between climate dirhensions and marks does not mean that the

bulk of these students did poorly academcally. Only three of the 144

1 students fa11ed their courses. Secondly, the marks by themselves,

-

although they are an immediate and useful gauge for specific course
N .
content learnmg, do not adequately indicate the full range of 1earn1ng

4

“of these aduls students. It can be argued that through their classroom

involvement t students not only learned the cburse cqptent but also
% y 9

gained greater understanding and awareness of themselves and others.

-

They may have developed in themselves new life skills such as disci-

pline and perseverance, and in so doing raised their confidence and

N R

8.5 23 L

; *g. %ttempt to use broader measums of-adult

»’

e

with clir;‘;_b.te dimensions.

."a‘b -

're?ﬂf@,‘rrgrks per se mey-b'e too narrow a gauge for cor-
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[}

high., Their valuing of practical appeal c#firms the findings of scveral
: i

adult education rescarchers (Carp et al, 1974; Johnstone & Rivera,

!

1965; Know\lcs, 1970; Tough, 1968). - - . .

e

It is noteworthy, also that among thg correlations of climate di-

.

R DY
- - mensions and ARS factors it is the affective classroom dimensions
[ 4

again which are strohge st. Cerfhin significant and rn_oderate corre-~
lations eueh as in.the actual clirﬁaj_c between Practical Appeal and the
Planning Teaching dimension, »_‘a.nd.in ihc ideal climate between

Practical Afppeai and thc Aiff.ect dimension, prob "‘)iy reflect the students!
somewhat different expectations of their actual credit course classe's”

¥ /J.." : . . -
dnd the general ideal class fhey envisaged.. ARS 1, Intcrest Value, il‘l’»-~
" e _‘.’ .
: . showing moderate, significant cédrrelations actually but nédt ideally
“reflects the same bifu\rcation. ‘.
’ o '.

. Teacher/Student Dlscrepancv Scox"&s

: oy
The general a’cterh eyident in the Table 8 redults is that those
general pattern evident in , .

' studentS' Who rated sociepsvychblogic\al climate diméhsipns higher thanv

r

.(.r'

thelr teac‘hers showed loweor scores on AFF 1 (Anxiety and Deprepsmn)
‘y ,__‘ _.-:'ll, './ ‘P' J'”
cores on the remalmng AFF scales and on the ARS scales.

P

"izgmﬁtant dlfferences d1sp1ayed in Table 8, 33 zi?t cases

s oup.B (sfudén‘cs ra\fmgs h1gher than teachers') Ls d1£ferent "
» . ’.'»I' ' ‘f" -y 1 . p
from GroUp 1 (st,udents ratmgs lower than teachcns') but not from

~, Lw s

Group 2 (studenfi and tcacher ratings approxunately equal); Of these ‘

-y

f , . ' P JRENS . . v
33 23 1nvoive ac‘i:ua.l c11ma’ce dlmensmns and ten involve 1dea1 dlmen-
L o e RS E : : ’
8 sions, There are approxxma’cely e1ght caseg where Group 3is dxfferent .\
5 " e . " : . : s . 'a" -

A . : T
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] v

from both Groups 1 and 2. Of these eight cases, three are ideal

chmate dimensions and five are actual. There are only three instances

T

.

‘b

'
-

, "where Group 2 is different from Groups 1 and 3.

. ,’/Thxs means that in; the maJonty of cases, those students who

1&{9& chmate dimensions ,i) kugherthap thelr teacher, Q’ld ii). approx1-

X‘“ ~
mately equal to thq.nfr teacher,ﬁehowed s1gn1£1cant1y hlgher scores on

. .-

'pos:.twe affect The‘(i-SQprancy in student/teacher ratings was thus

- L ‘49— s Y

L

. not detr1mental~¥n terms o.f student feelings in the classrooms. The

. o : -“;‘)u .
fag:t that teachgr‘s dg.d not always rate their climate.the same way as-

N e

,st;udents“appeﬁ’rs not to have depressed st;ﬁdent affect. Possib\ly'this is _

8o because almost all these students were Spec_ifit: Objectives category

)

. learnérs and had strong, definite goals, the strength of which overrode

any negative effects of diffi_ai'énces between student/teacher views of

B

9 -

LI

their socibp"sy,chologicalc.lirnatc. Adults in the Escape or Social

Activity category, for example, might well fail to show positive feelings

[d

with such..a'divs"crepanéy in student/teacher views of sociopsychologiéal

'chmate. Th1s too pom’cs to a need for future s‘:‘ud’xes which ub’e different
N :

b3
-

‘categones of adult learners. .
. . | |
It is ifnpoi-tant too to bqé in mind that most of these significant

)
dﬁferences 7 student/teacher ratings (29 as epposed’to 15) mvolved the

- actual classroom- chmate. It is understandable that those students who

rated actual! chmate d1mens1on§ higher than the1r teachers felt better .
4 . %

in thgge clg srooma.@ There a‘xe msufflcxent sxgmﬁcant d1fferpnces :
-

(

surroundmg student a.f.fect and’ {deal chmate dimension - d1screpancy



. learning over a hfetlme, »mxght rate, Cognitive Emphasis or Pla
, - : <

groups to draw conclusions in this area, '

The fact that the disc repancy groups which formed with respect
to the claﬁ room climate dimension ¢ - ‘ationship showed significant

differences through all the AFF écales attests to the high value placed

on this dimension by students. The friendliness, support a,h'dzsharing- |

of these adult classrooms clearly produced more pronounced student .
. / ) N

affect than did the Tradhi.tional Teaching dirnension which showed no
L4 .

significant differences among the d1screpancy groups in terms of

' student affect. The Affect climate dimension also revealed a strong

response in student feeling"Q This adds further credence to the place

/

of affective dimensions in adult learning as delineated by Knowles

(1970, 1973); J. Rogers (1977), Rubin‘(1973); Woodruff and Walsh (1975).

g;re D1rectlons
§

¥
I. . The most important follow-up research would ne%d to 1nvolve a

. " ‘
sample with members from all five categones of -adult students. Wide-

-

rangmg general mterest classes conducted through ¢ contmumg education

or extensmn d1v151ons would be more likely to have students from a11 r
categories.. A project involving them could prov1de meaningful results
bx giving more feedbai:k;.-about adult classrooms and what different

~ L

categories of adults want in the classroom climates. For example, :

people in the Soc1a1 Act1v:.1:y or Escape Category would be expected to

rate hJ.gher the Relat1onsh1p and Affect d1mens1ons of classroom

| .

climates. Those pepple m the Learnmg Itself’ Category, who go on
v >

- - .
g *

e 'l
T
DL

'S

’
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Teaching higher. Those students in the Specific Objectives Category
wOuld\likely rate the same dimensions high as did the students in this

sample.
1I, Another useful research project could involve, on the one hand a

group of regular h1gh school classrooms w1th studeﬂts 14 to 19 years

old andg, on the other hand a group of adult classrooms with studen,ts

J

v
™Y
PRI

. LJ
R TN
P

19 and over. Although some s1nﬁlar1ty in results would be expected,
: : . Ly

the most useful information would come from the possible contrasted (‘Lf

results, ) _ o ' ’

III.  Since the present research involved adult high school students,

it would be helpful to do similar prOJects at the post- secondary level,
o

on college, technical 1nst1tute and un1vers1ty students. If most%f
.these students fit into the Spec1f1c Objectives Category, as mlght E

expected, and their soc1opsycholog1cal chmate ratings are slmllar to (

»

those of this research, then such results would not only give further
support and meaning to the present findings, they would also s1gn1f1-
cantly broaden our understandmg of adult classrooms and students.

IV, An add1t1onal research des1gn could be one Juxtaposmg umvers1ty

L I
e

classes of senior citizens and unJ.versJ.ty classes of students in their

! é : A
]fte teens and twent1es. In view of the increased longev1ty of human '

~

bemgs, the greater amount of leisure t1m, and the sweeping techno-

»

log1ca1 advances, results of research 1nvolv1ng senior c1tlzens could be

' increasingly bene£1c1al

All of the above rpsearch poss1b1ht1es would be helpful ways to

sy .
4 " . . . ;o . g
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go from the present research design and would give us a more com-
;Slete picture of what adult.students want in their cl_a.'ssreom climates,

(x4

Implications

If more adult students say the same thing that the students in this

sample sa1d that they feel best in classrooms where there is a support
a sharing, a friendliness and a practica}i%@hg?f’ it would seem to

behoove teachers, counsellors, professors, co-ordinators and others

involved in adult education, to address themselves to how to create -

these kinds of classroom climates. This would mean a greater aware-
ness as to what these different climate dimensions mean., Teachers
would need to know how to establish particular climate s, in their class- .

rooms., 4 ya

+

“ A further implication involves the selection and the training of

future teachers. If the results of several research projects point to the
desirability of particﬁlar kinds of classroom climates for adult students,

‘then two ques'tions must be asked: 1) what kinds of teachers create
dlfferent klgds of chmates and how can we best match the teachers and

/

the studentss a..gd 2) what klnds of courses and training. programs are

A ‘{!‘ ' LS .
needed to hélp tﬁehers deFloép d1£ferent kinds of classroom chrnates"

The convmtmh of the wrzer is.that the human being who is best

;;4: ; i , ’ f"“ 'l' * l -
~able to create and work in the kmdﬁof«soc‘;.opsycholog:.cal chmate
.4 -
described in this étudy is. the persoif Fho'i 1s, first of all comfortable
L]

i

~ with h1msé1£/hersel£ aware of hls/her owx% affectwe xnhke-up, and

generally not threatened by the myriad demands,. difficulties and inter-

- ‘ .
e
nrt
Rl SN
$ow
[k B

O
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actions that can arise in any classroom. If further research supports .

'

this conviction, then the long-term implications could mean eventual

-

attempts to make selections from among applicants-‘to Faculties of

Education, teacher colleges, etc. Additionally, courses in teacher-~

tra‘ining‘prdgramsr would have to provide an understanding of socio-

psychological climate dimensions and their cfeatioh.
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 QUESTIONNAIRE "a"

» o : .
. . - \’.-# .

This questionta;ire is 'aboﬁt yout‘ IDEAL class, All of the questlons
refer to varmds aspects of classes and how they are set up and con-‘
ducted cPieaee thmk about the set-up of your IDEAL class. If you

" could ha. ia class set up and operated Julst the way you personally‘
lwanted it, what would it be.hk’ef?. Re spond to the questxons thh

respect to this iDEAL class. Do not thmk of theQ class you are in now
(or about other classes you’Ve attended) Think only -of ‘yohr IDEAL

clas_s.

Answer ea.ch 1tern in terms of how much you personally dgree or dxs- :

ggree w1th th18 1tem bemg representatwe of your IDEAL class.‘ Chbos'e ’

,.one of the five poss1b1e answe s, shown at the top o£ each page.

A - - T -
L. T v D . N . PSR
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A B c D . E
.", ‘rl,' . ":, : ‘. ‘r‘, ' o :
STRONGLY PARTIALLY NOT PARTIALLY STRONGLY
‘DISAGREE  DISAGREE SURE  AGREE: " AGREE
. S
0. ‘ . ‘~ . - N . .
F or each statement'in the questionnaire, choose one of' the;’ibove five
. . W ‘ oty
answers and black m the corresponding number on,the answgér sheet. e f
For example, if you "partially agree'" vn.th a statement black in the
"

@ beside that 1tem number on thé answer sheet.

o

. .
o e N
A

i ‘ , 2

1. Instructors would regularly check up on class members to make .
- sure ‘they are domg class asszgnments. - R

2, «The mjructor- would conduct a number of demonstrations in front
' ‘of the, dlass. . o E RN ) .
# . 3. - This class would help me l_earn'and_develop.
L T . o |

4, - . 'This class wouldhelp ‘me g'ain a sense of excitement about mySelf

5. . There would be a great deal of sharing a}.nonggthe class members. '
6. Class discussmns would'be vigorous andﬁnse. I L .

7. ) 'I‘opxcs raised ‘in one class Would often overlap w:.th other classes
and topics, in the same courses, -
8. ‘Spontaneous class actiyit'ies“woul'd often replace planned activities.

¢

- Many lectures would’ l\:é‘ given in',the class. . T R

dhe prOcesses of how ane learns WOuld be of maJor concern to the
; mstructor. Ce . o . .

LR v

P

S § PO Class,ﬁactiviti‘esg-'wohlcf ’alWays have‘a‘.fpra'ct,‘ical valie (ﬁtllity \;ifalue). N
o P - - ::_*‘ . o . o o N )

. . . L .- T T . ! I P I B N e



“L‘
-« v . o .
STRONGLY PARTIA‘LL/Y 5. NQT. . PARTIALLY STRONGLY e
Q,ISAGREE “ DISAGREE -~ . SURE  AGREE =  'AGREE o
o . “ " T, A : dp e
12‘:‘ Thls class would erﬁphasme the stimulating and ex_citing aspects of N
learning, ~ - ‘ :
. [
, . ‘ - }
13, " Newcomers would be actively included by others.
| 14, . This c¥ass's instructor would be ah é&pert in his/her field..
15, Analyzing d-i{fe‘rent'value' ‘systerns a:nd“edué:'afiblnal appruache: .«
o would be enéouraged. C S R . .
. ) ' ’ ‘ Y I . e
- 16, Class part1c1pants would frcquently feach e%ch other. ¥ ‘T‘f“"
B E -
oo 17, Small group d1scuss1ons would be well planned and orggmlzed. ! -
- & 9§ - . . R - .0 . ). 0".
L 18, When plah,mng classes the 1nstnuctq,r would focas more on the N
we ’ %tructu&re of the mater1al to be learned thanson t}fe processes yged
when learﬁmg. - e r;\ g5l NP ’”_' ’ :
o _ _ \ﬁ?w/’
19, Most classes would be seen as personilly Yaluable. |
o, W 5o Cs
20, Thls class wouLd help me . gam self confi‘tlence. e
‘ 21, Everyone in class wou1d~know dach othcr By name,, .
: . SR s . ‘
; 4 22,  Although d1ff;¢ult; ‘most course.work'could be accé’mplished by
~ 7 those willing to work hard. ’ o,
! . o b} N .. ’ A . X ‘
L -23, Order and orgamzatmn would be emphas1zed in thls elas s. p e
24. ;Instructors would\be a.nx1ous to help part1c1pants learn.
25, Open ended dlscussmns afnong all class members, mcludmg the

Lt

2 -
~v -.a M IS @
4 - o
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B I ;

a

. ‘~3D1ffe r:,ng pe rspectives on how to learn w?uld, be ‘accepte-d in this \

-classes and learmng. ,

mstructo;, would be the most frequent form of 1nstruct10n. o
. S | B

\ \

class. N R “-. D

\'L" ’ ~

'I‘hxs class would 1mprove (enhance) my géne ral attitude tow:rd S



. o
”

_'w

o j 43, 1 feel I would gam soyethmg frotn thzs class._;] f‘ RN

76

Y ¢ D E
.8 O 6
LY  NoT - PARTIALLY' STRONGLY
SURE AGREE AGREE
. . “AW A

O

28. I wouk* % down when this class ended
: ¥ oov o
29. There would be an "Esp rit de Ccu'ps" ampﬁgj.‘h,clals‘s, mem_b'erﬂs.

30. Factual knowledgc v#oxﬂd only ser\}e.s; 5
- staldmg of the materiaL (R
g‘ i E "\,_'_u;jgv..,.‘-_

31, - Clea:;' goals would be’ esta‘ﬁhshéd for the class./ '

A

3_‘2.".'_' Fleld expenences woubd be a, part ‘of tﬂ@classn . ’

-l ' . R ""
333 Instructors would use only a- selected set,éof well’estabhs&gd
) v materaa'ls and med:.a. - Y A

.-34 Spontapeous class dzscussn.ons would!

s o X : ‘
35 u’Many class meinbers wou.ld be takx 'S : ass for geasons su7h
i as&g% reqnirernents promotz.on, eteRps : _ T
Lo ‘i S ' ; S D
36. Y(%ass pa,rtxczpatlon ould help me to bec,on'ge smore invof}"gd in '
S e in general - ) ‘ o :

b : ‘ "-

37, .Com'hct among class members would rarely ta.ke place’.

38, Memonzatmn of fa.cts wou.ld be necessary. o
p ¥ ST

39. Class dec1s1ons would be democratlcally made. s s
1 3

- 40, | Students who want to leam at their own ra.te and in their own way
would be accommodated in tius class. : : '

-v/,; ’

41 When class d1f£1cu1t1es ar1ser—teq.chérs would be' hkely to leesp
- . with the same planned actxv:.ty rather th}n make“" hWiFspo
adJustrnents. g L , o .

é

,42" ~'Instructors would see the1r r,;ll.i.n role as. preientei‘s of ; {g:{natmn. N

.
0 . N
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STRONGLY . PARTIALLY for PARTIAL,LY ~ STRONGLY %,
DISAGREE = DISAGREE: SURE AGREE AGREE

s - :;1 s hd - 'a‘ -

44, - Th1s class would hel‘p..me feal be?ter abop mYself
45. There would be a recogx)zed group of lh{e.rs in. xe class, N ',‘
5 At

\ L
s class, '

46. No wntgen asslgnments would’be req.

: ' g RS TS : _
47, The mstructor would pla}wa dormnant role in th1s clasi; R
- R <A B -
- 48, S1mulat1ons aﬁf games wo\hd be a f&v o&the many different teachmg
Teo proces;p useﬁ m thls class. S % T ‘
g B T e Yo
4‘}‘ @1as§ part1c;1pants would be encouraged to work 1ndepeaydently. .
H %‘h . ‘ ".
50. Most c S Lessons \@oul& be well orgamzed and planned out 1n C '4’
advance. e _— - : g ‘

51 S& After takmg thls class 1 would not1ce an 1nc\;r<;%_sevi'n my perse-~ .  *

s IR e . K] ‘o .
verance. , . . DA C
5 \ Awt LT LT _ N D
o LN . N . . 't . - ‘ .

52. People would fﬁthere isfédmeone whom they could-count on in
P tlhs ClaSS. : W o %‘.: i _ N . -

. . . S ' . ) e LA

53. Class members and ms’ructors would take a personal inte@est in

each other. , S e o :

54. Doing research would be a part of classv assighments, S
T , ” — o

w55, Compet1t10n between class members would be emphas1zed

56. ‘ Instructors would frequently ask partxcipants for thexr ideas/
op1mons on top:.cs pertment to class.,,

S

57. Respondzng to teacher questwns would be a rnajor. pa t of class
actxv:.ty. , oo v : ‘

, 758._ - The lieed to keep up ‘with othe.rs"‘would be a fact’_o‘r in rny'takiné
. this class. L o O
7 59, _This class would help me feel more ‘positive about others; / .

e Lo - B : . . ) o

precos

@25 .
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STRONGLY PARTIALLY NOT ’PAR'I‘I_ALLY STRONGLY
DISAGREE  DISAGREE ~ SURE  AGREE  * AGREE

‘3

e

A ‘
60. The "i.nstructo;""would‘ be very supportive of class members,

LR

B ;“‘61. The seeking of knowledge for 1ts own sake would be 1mportant in

this class, - - : . .
."v . . : A

. planning, org@mzmg, and running of the cla}ss.

634 Teachers wou;}d concentrate on teli#ng thé cia&s&rtlmpants what
' .is 1mportant for them to know about the material being st'ud1ed.
5 Many class projects would be group act1v1t1es. Y
s

Thxs class woufd be g})allengingand rigorous.

66. I woulqﬂ ﬁ;y an 1mportaht role in this class. "

Y People -wouLd be very frxendlyan this c].ass. : R .
~ . - 4
68t Those who Wwish to evaluate and synthes:.ze knowledge would be
un‘happy in this olass,

\»

~

69. '-'Each class member would be ass1gned a presentation to make to
- the group.

v topic among themselves, w:.th the mstructor me\re y listening to.

i 70. Durmg ‘iass dfscqs'smns, k}tudents would at times diéquss the
the students talk

- -

- ,71. Instructors weuld go out. of the1r way to help studeBts. e

.

" 72, " This class would ke des1gned to sat:.sfy 1nqus1t1ve mmds.‘

73, 'I‘h:.s class would help relieve boredom. L O S

74, Many,_ peoplée Would tal.ce,tﬁis claSs for its social contacts,

. . > . f . .
e @ . . v h

T U

62. Class part1c1pants would be expectqd %o take an actwe part in the
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STRONGLY ."PAR'I‘IALLY' -NOT PARTLALLY STRONGLY
DISAGREE DISAGREE §URE AGREE AGREE

" .

75. Clasg memgers would be challenged to express themselves on
issues rai* in class, - :

76. Innovatlve class activities would rére\b be used.

%’ - .v N ) ’ S ' 4

*l
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, QUESTIONNAI.RE "R
Ingtructions: Followmg are 37 sentences expressmg various feelmgs.
é Please .respond 1o each question with respect to how much.you agree or
disagree with the feehng expressedin the sentence\. ‘Rate each sentence
on the following scale from "étrongly lhswagi‘ee to "Stron%ly Agree" on.

side 1 of the answer sheet o . & ) SRS '
- N ‘-;%
1 e 2 3 4 .
STRENGLY  DISAGREE . DON'T % AGREE . STRONGLY
DISAGREE A4 NS KNOW SRR AGREE ¢

: When re spondxng “td each of the 1tems thmk about the E'lass that you*are ;

in nght now and: ﬁpw these fe’elmgs expressed by the 1tems correspond -

? fw1th your fdelmgs about thé class that‘ ybu are presently m. S
s :

":feel energeta;q."" Lo 1‘6 Thlskclass helps me galn self—-
. I conf1denqs. N

lass I £ee1 uneasy. . ° L
.jv, ’17. In th:.s, class I help decxde what

- "
- PR

3 J:l‘thls class 1 feel hvgly. ' LA to do, -

< RN [

. 4. In this class I am pleased. " ';18. In dhis class I play an xmpor- :

T '-taﬁt}ro1e. , .
5: In thls class people are .. SRR e o
b frlendly to me. o 4 k9, This slaws helps me‘l%arn and
\ S i..mw o ;
develop ’i .

1

:6 In thigf class I ta]k freely and :
g openly, ) o 20, After this class Iam glad I
' R ' " wenttto it. :
7 nln this class 1 feel elated. T ‘
: . ' 21, In thls class I feel hghthearted.

8. In 'this ola'ss Iam active.v :
A o 22, Thls class makes me. feel _
: 9.. In th1s class I am sa-d. ' o , worthwhxle. o y

I’O.~ Ln thhs class I arp lone}.? co 23 )an th13 class I am needed.

11, Thx.s class J.s u‘nportant to me, . 24 'In thxs class I feel anxmus.
: 25 k This class makes me feel
N . better. S

x ‘-li3-,‘ In this class I am’ blue- ﬂ . ‘

.
e

h'-,_12._- In th1s class I feel act1ve.

. ) 26 In th1s class I work hard
14, In this class I feel fearful .

- c & SLem 27. In thJ.s class Iam. mcluded:
+ 15y In this.. class I work glosely - o o

5,w1th others. o T PR TE '.'

-
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1

agree with the completed statement by choosing one response from the
followifip scale: )

I ‘ \ 2. . .3 : 4 5
~STR'§NGLY* - DISAGREE - - “DON! X " AGREE =~ STRONGLY"
DISAGREE - KNOW AGREE

i m AT - B C D' 'E
vy s o ¢
' 'Wheri ré_qunding think about the program that you are in right now.
F“r -e}f:fample,_with 'adjective»v#l, the statement will read:” iR ¢
. "y hav:é- found my academic program to be Enjoyable _* .1
I L (Item 1)
Indicate your%/re siﬁonse to this statement on the answer ‘sileet.
1. Enjoyable 13,  Useless
S _ . . SR L
2. Exciting . 140 LA Waste ;
_ 3. Stimulating 15, ‘Nécessary n
4 4, Eﬁlightenin’g ' 16, ~Practical Lo~ y
5. ‘ _Ix'lte'resting 17. Valuable /\ -
. ’, . . ' \
6. Rewaxﬁding 18, Worthwhile :
7. Good .19, .Relevant . v
8, Provocative 20. . Demanding
9. Informative, ‘21, Difficult

oy | R . el
10.  Irrelevant 22. - Challenging . "~ %
11. Dull 23, General . j (

12. Bo;ing'_ 24, "Diffe ent’

Listed below are 24 adjectives; Please use &a
complete the following statement.

Then mark on side 2 of your answer sheet how much you agree or dis-

)

/

"I have found my academic program to be

-
-

0

QUESTIONNAIRE "'C"

LY

L

83

fc%lone, in turn, to

n Y
* -
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N g QUESTIONNAIRE "DV o

ACTUAL class. Respond to the quesnw vn.th“ respec "'-': %
By i w‘ﬂ" - “ e . ;b {‘,'

; class. 'Do not_ th.mk about other claszes you've attendqq & g-;;' ;

) of your ACTUAL class. SRS :
. . . . - R
‘ Q?‘_. B 1':‘: T ) .
Yy A o ey S
.'v.-; ' s < $ b Y '
R . > . s . '..
- " ' . - . . !
v s . . : ‘ |
. -, . ) o o \\
o S . , '
. ‘ ! : X " )

" % X EEEEN : . g C . ’ . IR .
NN . , Lo . - N .
: R L . » o . S . 3 . ,"\' :
: o . 3 N o . . . . v K - .
e 4;', . o L ~ X N B " 4 3 N . o
- ! 2V . z'\ .. . . f . . )
\ . v X . o : R - . N .
/ AR . .
AR o0 . S « o } I A
o - P . - . S R

‘ "_"J.."A_ ! . _,_)
AnsWer each item m terms o£ how much you personally

ag ree or
N : /

- - A -
S N S e e et

d1sagr,ge thh th:.s 1tem bemg r\epresentat;ve of your ACTUAL class. ‘,"

Choose one o£ tb‘e fwe poss1b1e gnswer:

\ A J
. . A :
o : . col .
. "‘ i\‘ - .. . . -
T - Lt oo ) !
. . .- , o
: - v B
N s N R ° R 3
o ,? . )
R i s R
N . . I S
e e S S . o
S el e b
+ . N .
LY [,




A ) B c D | E

0 O o0 .o o

 STRONGLY PARTIALLY NOT PARTIALLY STRONGLY /|
DISAGREE  .DISAGREE ° 'SURE  AGREE .  AGREE |

. - For each statement in the questionnaire, choose one ‘o.f‘ the 'abo\m five

;’.‘ . .M . o
‘answers and black-in the correspon'rding' number on the an's'werj.sh'e‘et.s ¢
! g - LA L & ,:_-, :’. [ ,‘.
For example, 1f you "partxally agree" w1th a statemeptMn the, -

’V ’ . v
. be51de that 1tem number on the answer sheetj“ oA P A
. . . e -, r%‘f?’ .',Il“'t...‘_:,:;' - ‘/
;‘. X {)“& X :v:~ - . o ) T w ‘ - N .‘M-/". o »,“.v.::v 3 iv v.“\.
’ S : ' co e A [ o

1, The teacher has regularly checked up on class members to- make Co
sure they are domg class assxgnments ‘ o

'2. The teaoher has conducted”a nnxnher o.t" 'diernons‘tratmns 1‘ front of |
} - the class, = o o ’ ._‘
o 3 '—fTh1s class has helped e Iearn and develop.b ‘_\ R i
- }4 Thxs class has helped n‘ke gaina. s,pnse of exc1tement about myselt'; -
o 5. There has been a great deal of usharmg, among ‘the, ‘cla;s men;bers. RN
. ~ ‘

R b . Class dlscussmns have been wgo;{ms and mtense..:" ' o
I Top1cs ra1sed in one class have often overlapped w1th other classés.ﬁy '
« and top1cs in the sa.me cqum R . B . T A

e DECEF . A, . R
w8, : ' S ’

~ jf]_"'. 8. Spontaneous class act1v1t’ies have often replaced planned act1v1t1es. o

~ T - co
ey R o - R
w94 Many lectures haveqb,ﬂn glven 1n the class. [
- 10.'. The processes of°how one learns have been of majozgconcerm to e T
Ch th teacher. o \ . CoE . -
1 "f',Cla;s\s .;a;c_,ti'vitie s have always had a practical value (utility value). - -
L . R ! . Tl w |8 . . R S S - S L R AET




.~ .:E.. )

@ @ | @ ‘ O
STRONGLY * PARTIALLY_ _NOT f' ’ PARTIALLY STRONGLY
DISAGREE + DISAGREE = - SURE ° AGREE’ s AGREE
. . ar A

-o12, 'I‘his class hasi:mphaslzed the stunulatmg and excltmg aspeets o
ﬂofl rmng., ‘ el _ . o
_ New'isorners have been, actu;gly :.ncluded by others. Sl e

-1

14 3 )&‘# °1as‘"§ 5 teacher 1s an expert in: hls/her fie].d- L A

-
’ '1‘5 Analyzmg dlfferent value systems and educational approacﬁes " e
"~ has’ been ncouraged. T L Lo
. 16, Class pa "-Pants have frequently tallght each other. o oo f
17 Small sroup 'dlﬁcusé’ions have b‘een "ﬁ planned and ox%ﬁn,zed,. e
' When plannmg classes, ‘the teae)ier‘\:aa Iocussed more on- tl;e
- structure of the material to be léarned than: on the processés w R
o *"used when learnmg. e _'- ! _ S , T
R N d" » - T , " - A : i , ‘\' !
nt classes‘have been seen as pe;j'sonally valuab137 Lo o
X h Lo T IR 3
elass has helped me.; saizi se’lt'-conhdence. : R
- <A {
. ";" s -, f »

RIS T
*Zl. Everyone m class knowe each other by name. '

t .;22'. Although dxfficult ,most céurse work cou.ld have een accom . » ‘|
e phshed by those wxlhng to work hard. R B 2 {. PRI

Koo g

- /-' .-h"'- v .

. -2'3_' order and orgam.zatxon h]ave b{‘,en emp;has:.zed \tiri_\class. J
’ 24, The teacher has been amuous to help (part1c1 'ants learn. " \’1/ f v

PR ‘< : '”‘ ')\"' ’ AR ‘
25, Opep ended dJ.scussmns among all clasa ’members, mqlud:m_é the o
teacher, ha.ve been the most freque-nt_{qrm o£ 1nstrucﬂon. ] R ,j};a“»-

w‘: .. .o . g v D N - \'-‘,\' o 'l" Pl - Dol

.26, D1ffer1ng Perspectwes on how to leazm have b’?é’-_"&Ccﬁ'P‘:‘?d'i’i lf, A

o : ) th).s class. ‘." 3 _y\,:". . {‘ o : :': o -

27. Thls cla{s has 1mprovei(enhanced) iny general atfxtudé toward -
T classes and_learmng. e S BID A SR




A - B . C D - o E "
STRONG LY PARTIALLY NOT PARTIALLY STRONGLY

DISAGREE DISAGREE SURE AGREE -~ AGREE

-

" 28,-- L will be let-down-when this class ends. -

29, There is an "Esgprit de ‘Corps” among class members.

30. Factual knO\gdgE has only servedas a base for deeper under-
.» standing of th® material. .

31. Clear goals were established for the class.
32. Field experiences have been a part of this class.

33. The téacher has used only a selected set of well established
materials and media.

34, Spontane$us class discussions have rarely taken place.

35. Many class members have taken the class for reasons such as
job requirements, promotion; etc.

36. Class participation has helped me to become moge involved in life
in general. ' .

37. Conflict among class me‘nbers has rarely taken place.
. - . s . ,

38, Memorization of facts has been necessary.
39. Class decisions have been democratically made.
. P~ ‘

) 46. Qtu_dents who wanted to learn at their own-rate and in their own
way have been accom.modated'in this class., ‘

”

¢ TN
'4l,  When class difficulties arose the teacher was likely to keep on
with the same plannéd activity rather than make ""on the spot"

adjustments.
N

42, -The teacher has seen his/her main role as a presenter of infor-
mation, ’ R

43, I feel 1 hive gained something from this class,
\ Ll



\
~
A B D E
O  ® 0 ©
o _ \ -
STRONGLY PARTIALLY NOT ~ PARTIALLY STRONGLY
DISAGREE DISAGREE,  SURE AGREE " AGREE
. 44.. _This class has helped me feel bet‘te_:»abcut%u,_, e
45, uThere has been a recognized’group\of leaders in the class.
46. No writteh assignments have been required in this class.
47, The te,acher has played a dominant role in this class. J
48, Sxmulatl.ons and games have been a few of the many different .
teachxng processes used in this class. '

¢

‘49, Class participan_ts have been encouraged to work independently,
/

50. Most class lessons have been well organized and plangféd out in
advance,
]

4
51. Afte_r taking this class I notice an increase in my perseverance,
. Py

~ 52, ¥eople have felt there ls\ someone whom they can count on in this
class, . | > -

53, Class members and the teacher have taken a personal interest in
each other.

54, Doing research has been a part of class assignments,
- 55, Competitio'n between class members has been emphasized

56. The teacher has frequently asked part1c1pants for their ideas/
opinions on topics pe rtment to class.

»

57. Respondmg to teacher questmns has been a maJor part of class
act1v1ty.

v

58. The need to keep up with others has been a factor in my taking
‘ th).s class. : : o

»9. This class has helped me feel more positive about others,
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90’
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D E

© ©® o ® o
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74.

S

STRONGLY PARTIALLY=~ NOT . PARTIALLY STRONGLY
DISAGREE DISAGREE SURE AGREE AGRLLI
= o e
"60.  The teacher has been very supportive of class membersi"
61. The seeking of knowledge for its own sake has been important
in this class.
B
62. Class partic1pants have been expected to take an active part in
. the planning, organizing, and running of the class,

- :

63. The teacher has concentrated on tellmg the class’ part1c1pants '
what is important for them to know about the materzal being -
studied.

4. Many class projects have been group activities.

65>.  This class has been challenging and rigorous., . s B

5 .

66. I have played an important role in this class, a

67. /‘Peopl\e ‘have been very friendly in this class. v

68. j‘ﬁ Those who wish to evaluate and synthes:.ze knowledge have been

: unhappy,m this class.

69. Each class member has been,asmgned a presentatmn to make to
the group.

70. During class discussions, students have at times discussed the

, topic among themselves, with the teacher merely listening to
the students talk. '

71. The teacher has gone out of his/her w f to help students.

72; The class has been designedlto,f;‘s—atisfy i fqt‘lisivfx.ji-!ve minds,

73.  This class has helped i‘el:ie_ve'vberedom. ‘ -
Many people have taken il’xis class for its social contac’ts:



A 'B . C. D . E
STRONGLY PARTIALLY. NOT PARTIALLY STRONGLY.

DISAGREE DISAGREE > SURE AG%EE . AGREE :

\
y

o e —

75; Claas members have been challenged to el}\?resa themselves on
issues raised in class. L .

76. lnnovative class activities have rarely beLn used.

. ' " \



APPENDIX E

—~—



[ u‘

INFORMATION SHEET

. .
- B X Y
- I

. What is your reason for attending  Continuing Education Centre clagsses?
e (Please tick.) . ; — T

-

completing admission requirements for post-secondary
studies (N, A,1. T., University, College)

finishing‘ the higltx school diploma

getting specific subjects for job entry {eg. ‘math for A.G. T.)

“other

1

Name of Class: » Name, of Teacher:

N

Please check your appropriate age category.

4

———— Sum———
v

- under 20 < 40-50

————

20-30 Y _ ovet 50

30-40

— \ , - -

©

Female . u Male

How many years of schoohng do you have?

(Examplex Ju,mor hxgh school (Alta.) = ¢

> ) .35 High school credits © = 10
° 68 High school qredz.ts = 11

' = 12

ngh school dxplorw



