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CHAPTER I 

IN'IRODOCTION 

A significant portion of the theory found in adult education liter­

ature supports the belief that adult learning does have unique 

characteristics, and certain principles are basic to adult education 

(Knowles, 1978; Kidd, 1973). This accumulated theory has been the 

basis for newer approaches for helping adults learn; however, this 

information has not been widely dispersed aIOOng the practitioners in 

the field (Jensen et al., 1964). To advance both professionalization 

of the field and assure more effective adult practitioners, it is 

important to identify the adult learning priniciples and determine to 

what degree practitioners irrplement the principles in programs serving 

adults. 

Within the United States, tre Cooperative Extension Service is the 

single largest program of adult education and learning. During 1978, 

it involved over 12 million adults in learning cpportunities. This 

represented a 60% margin over the next largest program of adult 

education. 

Writing in the Extension Service Review, Knowles (1963), 

identifies extension work as essentially adult education in character. 

The clientele is overwhelmingly adult and the primary channel of 

influence, even to youth, is through adult volunteers. He goes on to 

say that in adult education circles the Cooperative Extension Service 
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is cited as the largest and 100st successful national adult education 

agency in tie U. S. 

In this same article, Knowles (1963) also makes note of the fact 

that not all Extension ~rkers are primarily adult educators. In fact, 

most are trained primarily as horticulturists, hon:! econanists, or 

specialists in some other technology. H~ver, al.nnst all Extension 

workers make use of their technological specialty through adult 

education means. Their effectiveness is determined, not only by ha.v 

well. they knCM tieir subject natter, but also by hCM skillful they are 

in helping adults learn what they need to know about it. Because of 

this, in Knowles' opinion, adult educational canpetencies are a 

required canponent of tie Extension worker's role. 

In Oklahoma, the Cooperative Extension Service exists as a 
• 

component of Oklahana State University. Professional staff manbers are 

housed in each of the seventy-seven counties in the state and are 

responsible for planning and directing local programning. The county 

staft is supported by additional professional staff at the area, 

district and state level. Of the 414 professional staff employed by 

the Oklahoma Cooperative Extension Service as of January, 1980, one 

hundred and fifty-eight, or 38%, had a least one degree in an 

educational field. Only 50, or 12%, of tre total employees, had a 

degree in adult education. Of the 158 who had at least one degree in 

an educational field, the largest majority had either a degree in 

Agricultural Education or Hare Econanics Education. 
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Statement of the Problem 

One difficulty in dispersing the accumulated body of knowledge re­

garding adult learning lies in the fact that no one has canpiled a 

basic list of principles on hCM adults learn. Cross (1978) ffi3.intained 

that adult education research is too often used by individual providers 

of educational prog-rams with little attention to coordination. Ident­

ifying, synthesizing and verifying the adult learning principles should 

increase the potential usefulness of the principles in develcping and 

irrplerrenting adult education programs. 

In addition, no one has compared the underlying principles of 

adult learning with how adult education is actually practiced in the 

field, especially in relation to Cooperative Extension. The 

practitioner is the agent for implementing the adult learning 

principles and is a crucial variable in the teacher-learning 

. transaction. Knowles (1970) believed that the teacher's behavior is 

probably the most influential factor affecting the character of the 

learning climate. Many studies reported that teacher characteristics 

are related to student achieverrent. Thus, data gained by canparing 

the teaching of adults in Cocperative Extension with research on hoN 

the adult learns best will have implications for future staff 

development prcqrams, as well as for individual extension staff members 

who are sensitive to the unique needs of adults. 

Purpose 

The purposes of this sttrly were to: (1) identify the basic princi­

ples of adult learning that provide the foundation for adult education 



and C 2) determine the extent county level professional staff rrernbers 

involved in the Agricultural Programs of the Oklahoma Cooperative 

Extension Service perceive themselves as irrplementing these principles. 

The following questions were dealt with in this sttrly: 

1. What are the basic principles of adult learning that provide 

the fourrl.ation for adult education. 

2. To. what extent do county level professional staff rranbers in­

volved in the Agricultural Programs of the Oklahoma 

Cooperative Extension Service perceive themselves as 

implementing these principles? 

3. Does the extent to which these principles are perceived to be 

implemented vary with: 

a. Age 

b. Number of years of experience 

c. Academic preparation 

d. Preparation in adult education 

Assurrptions 

The assumptions used for this sttrly were: 

4 

1. There are "basic principles" which form the foundation of adult 

education. 

2. The validating jury's rating of the "basic priniciples" served 

as an accurate indication of their beliefs in regard to adult 

learning. 

3. Use of the Likert-type scale assuned that the rrore favorable 

the individual's attitude toward an item, the higher the 



expected score for the tine. 

4. County level professional staff :rcenbers responded accurately to 

the survey instrument. 

Definitions 

Adult--a per son who has care into that stage of life in which he 

has assumed respoosibility for himself and usually for others, and who 

has accepted a functionally prcx:luctive role in his carmunity (Verner, 

1964) 

Adult Education--the process by which nen arrl waren alone, in 

groups, or in institutional settings, seek to irrprove themselves or 

their society by increasing their· skill, their knowledge, or their 

sensitiveness. Any process by which individuals, groups, or 

ins ti tut ions try to help nen and ~ improve in these ways (Houle, 

1972). 

Adult Learning--will be used synooyrrously with adult education. 

Andragogy--a set of teaching practices creating a process for 

relping sttrlents to becare self-directed learners. 

Authoritative Sources--information resources for the generation 

of principles. These resources incltrle recognized leaders in the 

field, books, articles, research reports, and unpublished 

dissertations. 

Field of Adult Education--brings together into a definable 

social system all the individual institutions and associations 

concerned with the education of adults in tre following areas: 

a. irrproverrent of nethcx:ls and materials of adult education, 

b. extension of cpportunities for adult learning, and 

c. advancerrent of the general level of culture (Knowles, 1962). 
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Practice--the action or process of performing or doing 

sarething. 

Principles--accepted or professed rules of action or ccnduct. 

Organization and Scope of the Study 

Chapter I introduces the study, presenting the problem, 

objectives, assurrptions, and definition of terms. Chapter II includes 

a review of literature focusing on the areas of 1) Adult F.ducation and 

the Cooperative Extension Service, 2) the principles of adult learning, 

and 3 ) the design of the research instrurrent. Chapter III reports the 

procedures utilized in the study, including the developnent and 

validating of the survey instrurrent, the jury of expert procedures, and 

the data analysis. Chapter IV details the data iriterpretations and the 

findings of the study. Chapter V includes a surrroary of the study, 

calclusions and recarmendations for further research and practice. 

The research study reported here was part of a group research 

effort involving five other researchers who conducted similar studies 

involving four other pq;mlations. The review of literature related to 

the nine basic principles of adult learning, the identification and 

validation of the nine principles and the developnent of the research 

instrurrent was a group effort. The review of the literature related to 

adult education and the C~rative Extension Service and the actual 

survey and data analysis of perceived frequency of practice of the nine 

principles by county agricultural agents was done solely by this 

researcher. 



CHAP'IER II 

REVIEW OF LITERATURE 

The review of literature presented in this chapter is divided into 

three categories: 

1. .Adult Education and the Coq;>erative Extension Service, 

2. 'rhe principles of adult learning focusing on the cognitive, 

environmental, philosophical, psychological, physiological, 

social life cycle, and technical aspects; and 

3. Research design and instrurrents . 

.Adult Education and the Cooperative 

Extension Service 

Boone (1970) writing in the 1970 Handbook of Adult Education 

stated: 

The Cooperative Extension Service, often referred to as 
'Agricultural Extension' is the world's largest, publicly 
supported, informal adult education and development 
organization. With over a century of recognized achievement, 
it is America's first (and only) national system of adult 
education (p. 265). 

Houle praises the Coq;>erative Extension Service as the largest and rrost 

successful example of post-secondary adult education in the U.S. 

(Harrington, 19 77 >. Kidd (1962), a Canadian, also has high praise for 

the Cooperative Extension Service. He identified it as: " .•. the 

outstanding agency of continuing adult education in the United States. 
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Nothing else in the free world compares with it in size and budget or 

in the number of people served" (p. 124). 

The name "Cooperative Extension Service" was derived fran a 

tripartite arrangement of cost-sharing by federal, state, and local 

uni ts of government. The term "cocperati ve" is used to describe the 

special relati:onship between the Department of Agriculture and 

Land-Grant uniyersi ties that evolved fran the passage in 1914 of the 

Smith-I.ever Act. The term "Extension" denotes the process of extending 

the education resources of the U. S. Depatt:Irent of Agriculture and 

Land-Grant universities to all citizens of the United States. The term 

"Service" has caiE to connate an educational role (Boone, 1970). 

are: 

The distinquishing features of the Ccq>erative Extension Service 

Informal teaching that is designed to rrake knowledge relevant 
and help individuals, families, businesses, and comnunities 
to identify and solve their problems. 

The extensive use of lay advisory cannittees or councils to 
assist with planning, executing, and evaluating the 
educational program. 

The extens:ion of its reach and effectiveness by working with 
(and through) new and existing organizations. 

'Ihe training of lay leaders. 

The support of different levels of governrrent which as 
encouraged' responsiveness to national, state, and local 
problems. 

The reciprocal relationship between services and research, 
which provides channels for new knowledge to flow to the 
people and allow human needs and problems to be transmitted 
to the scientists (Sanders et al. , 1966, p. 33) . 

The Cooperative Extension Service consists of three levels of 

organization-federal, state and county. The federal level provides the 

national leadership for the organization and is located in the 
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Department of Agriculture. The state level provides leadership in 

developing and administering Extension Programs at the state level. The 

county level is the basic unit in the system and constitutes the level 

at which most programs are developed and delivered. 

The effecti venesss of the Cooperative Extension Service as an 

adult education organization has been noted by rrany adult educators. 

Verner and Booth (1964), in their book Adult F.ducation, stated: 

The effectiveness of the Extension Service in changing the 
character of rural life and agricultural proouctivity is 
nothing slx>rt of ph:nanenal, and provides an object lesson in 
the value of systematic education for adults. In addition to 
operating effective educational programs, the Cocperative 
Extension Service has contributed extensively through 
research to the development of the science of adult 
education. No other single facet of adult education 
enterprise can claim with equal justification to have 
educated so rrany adults so Tt.ell Cp. 16). 

Sheets (1953) also had a high opinion of the effectiveness of the 

Cooperative Extension Service and its irrpact on adult education. 

In its quiet way the Cocperative Extension Service is one of 
the outstanding developments in Adult F.ducation. It has 
demonstrated what can be done thorugh cocperative efforts in 
developing programs around the interests of families and 
drawing upon the resources of organized knowledge. It has 
demonstrated the pcwer of the volunteer and the role of the 
trained worker. It has canbined local, state, and federal 
contributions in an interesting illustration of a way of 
approaching the problem of balancing, centralizing and 
decentralizing forces .•. its evidence that social change 
toward established goals can be brought about by a program 
concentrated on the adult citizens of a ccmnunity Cp. 119). 

Principles of Adult learning 

In order to determine the extent to which county staff rranbers 

perceive themselves as inplementing adult learning principles, one must 

first identify the principles. Through a canprehensive review of the 

literature and a validation process utilizing current experts in the 
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field, the research team identified nine basic principles of adult 

learning. The following review of literature provides a surrraary of the 

:research support for each of the nine principles identified in this 

study. 

Principle #1: Adults Maintain the Ability to Learn 

For years there was a prevailing notion that education was for 

young· people and that once a person reached the age of twenty; he was 

no longer able to learn. This notion began its downfall with the work 

of Thorrrlike in the 1920's. His classic study, first reported in 1928 

and sometimes referred to as the foundation stone of adult education, 

revealed that the ability to learn does not end at age twenty. His 

research found that while the ability to learn does peak at about age 

20 it declines only gradually after that age rather than errling 

abruptly (Thorndike, 1928). Thorndike ccncluded that "adults can learn 

rather easily and rapidly and probably would learn much more than they 

do" (p. 107). Thorndike's findings were suworted by additional 

studies done by Jones and Conrad (1933) and Wechsler (1958) which also 

showed a peak in learning ability at about age 20 followed by a slow 

but gradual decline. 

Other studies which followed the sane adult over a period of tine, 

found that adults actually inproved on tests which rceasured conceptual 

thinking (Bagley and Odin, 1955: Terman and O:lin, 1947: Owens, 1963). 

Studies by Welford (1951) found that while the performance of older 

adults was slower and more deliberate than younger individuals the 

decrease in speed was more than offset by gains in quality and 

accuracy. 
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Studies by Lorge (1958), a student of Thorndike, using ti.Ired arrl 

untimed tests, revealed that on tests conducted with a tbre limit there 

was a steady decline with age. However, on tests where time was not a 

factor, there was no significant decline associated with age. His 

conclusion was that while the speed of learning did decline gradually 

with age, the ability to learn did not. 

More detailed and refined research on adult intelligerice was con­

ducted by Horn and Cattell (1966) ~ Out of this work, Harn arrl Cattell 

developed a theory of fluid and crystallized intelligence which 

provides a basis for better understanding the shifts that occur in the 

adult's ability to learn various types of tasks. 

Fluid intelligence includes the ability to form coocepts, perceive 

complex relationships, and engage in short-term rrernory and abstract 

reasoning. It depends on heredity and the accumulation of injury to 

neural structures and is relatively inde_Perrlent of experience and edu­

cation. It appears to determine how well individuals will perform in 

new situations in which they cannot react on the basis of previous 

experience in a highly similar situation. 

Crystallized intelligence is the learned ability to make 

judgements, find relationships, and use strategies to achieve solutions 

to problems. This dirrension is forrred by formal education and active 

information seeking in which fluid intelligence is mixed. with cultural 

knowledge <Horn and Cattell, 1966). 

During childhood and early adolescence both fluid intelligence and 

crystallized intelligence increase. During late adolescence fluid in­

telligence tends to peak and then decline gradually during adulthocd 

CTuddenham, Blumenkrantz, and Wilkin, 1968; Fozard arrl Nuttat, 1971). 
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In contrast, longitudinal studies shCM that crystallized intelligence 

continues to increase gradually throughout adulthood and declines only 

when the rate of envirornrental impact falls below that of neurological 

loss which rarely occurs (Owens, 1953; Deppelt and Wallace, 1955). 

In the areas of information recall and retention, studies have 

shown that these abilities are affected as age increases but not 

necessarily due to a decline in rrental ability. If information is 

meaningful, the ability to retain and recall it is stable CSchonfield, 

1969; Moenster, 1972; Clark and KnCMles, 1973;). There is, however, a 

marked decline in retention with age when rra.terial is not rreaningful 

(Wimer and Wigdon, 1958; Wi:rrer, 1960; Hulicka and Rust, 1964). Also, 

recall is greater when the conditions for retrieval are similar to 

those under which the original registration occurred. Older adults 

especially, experience a rremory deficit when they are trying to store 

new information at the same time they are trying to recall stored 

materials. 

Over the years, as adults acquire rrore information related to 
a topic, they can make rrore cross references and potential 
connections between new and stored information. As a result, 
older adults terrl to expand the sccpe of search when they are 
trying to recall information, which takes rrore tine and rra.y 
result in greater interference with the new rra.terial to be 
learned (Knox, 1977, p. 435). 

The growing body of adult education research studies, provided a 

positive picture of the learning potential of adults throughout their 

lifetime. .Major conclusions which can be reached by all these studies 

are as follows: 

1. Intellectual abilities are not necessarily lost after early 

childhood--some may improved, sane rra.y remain stable and 

others rra.y diminish. 
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2. For most persons the declines that occur in rrental ability are 

not evident until the 40's or 50's. 

3. Age patterns in intellectual ability may vary am::mg and within 

individuals. 

Principle #2: Adults are a Highly Diversified 

Group of Individuals with Widely Differing 

Preferences, Needs, Backgrounds, and Skills 

McClusky (1964) suggested that one of the IrOst fruitful and 

pervasive concepts that may be employed to interpret the adult 

condition is that of differentation. He stated that as a person rroves 

through the adult years, there is considerable diversification of 

abilities, skills, attitudes, and interests, within the individual. 

According to McClusky this concept has two inportant inplications for 

adult education. First, it simply means that one is working with 

highly diverse individuals when \<IOrking with adults~ and second, in 

order to provide for the m:>tivations, interests, skills and abilities 

of adults, programming must be largely a "tailor-made" affair. Th= 

example he gave is that one should not expect to discover. many elerrents 

of general interest for large groups over an extensive period of t.i.rre 

but rather should be prepared to organize learning experiences around 

smaller groups whose interest in learning is highly specific. 

McBride Cl977), agreeing with the diversity of adults, stated that 

there is no such thing as a ncn-developing adult. He felt that edu- . 

caters should approach continuing education with sare knowledge of 

adult development, and that adults should be treated as people in the 

process of change rather than as "butterflies fully shaped at 21" Cp. 
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180). 

Adults are also diverse in their learning styles. Sare adults are 

primarily visual learners, sare are primarily auditory learners, and 

others are a canbination of both. In addition, adult educators need to 

consider 1) the ways that past experiences and rrotivation influences 

how the adult approaches the learning task; 2) how the adult processes 

information, including acquisition, meIIDry, and forgetting in relation· 

to exposure and pacing; and 3) the process of thinking and problem 

solving including attention to cognitive style and canplexity of 

learning task (Knox, 1977). 

In response to the concept that adults are diverse in their 

learning styles, nurrerous stlrlies have been corrlucted in an attempt to 

identify teaching techniques that are effective with adult learners. 

While the research does not show any one technique to be effective in 

all situations, there are irrlications that certain teaching techniques 

are more effective with certain types of learners and certain types of 

material. Johnstone (1965) reported adults of lower socio-eccnanic 

status tended to prefer informal learning situations while older adults 

were rrore likely to prefer hare study or private tutor rrethods than the 

forma 1 classroom. Brunner (1959) reported that research studies with 

agricultural extension have shown that the adult of low education is 

less likely to attend meetings but rather tends to depend rrore on 

"r:ersonal interaction" for information. 

There has also been considerable work done in t,rying to match 

specific types of learners to materials and teaching techniques which 

would be most successful for them. Cognitive style mapping is one 

method of at tempting to ascertain the learner's strongest learning 
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skill by analyzing the way he or she enccx:les, processes and then deccxies 

information (Nunnery, 1978). 

Saloman ( 1979) explained that persons who have difficulty working 

with words and phrases nay use rrost of their "processing capacity" just 

decoding the information into their own m:x1e of thinking. This leaves 

them little capacity to deal with the information itself or to 

integrate new knowledge into existing structures. Intelligence, in 

fact, has been described as "skill in a medium" (Olson, 1976). 

Cognitive development, individual differences in rrode of thinking or 

processing information, and skills in various nedia are all factors 

influencing each person's style or pattern of learning. 

Heun et al. (1975, p. 4) and her co-workers recamended a minimum 

of 70 percent match between a learner's preferred learning style and 

"the mode of response" demanded by the learning task at hand for 

efficient learning. "Every teaching methcx:l (book, lecture, cassette 

tape, communication game, etc.) has its own cognitive style." Nunney 

(1978) stated that at least five or six alternative teaching/learning 

techniques would be needed to natch the variety of learning styles 

found in even a_ small group of 30 learners. 

Another factor determining a person's learning style is field de-­

pendency. Donnarumma (1980) found in working with adult basic 

education students that field independent adults did significantly 

better on the General :Educational Develcp.nent (GED) test than field 

dependent adults. Field independent persons are able to be rrore 

analytical and logical because they tend to look at a problem or 

situation without seeing the whole picture. Field dependent adults 

tend to see more of the whole picture and "be rrore global" in their 



16-

outlook. The field dependent person in this study was significantly 

rrore likely to drc:.p out of basic education programs. 

In his writings, Knowles (1970), provided insight regarding the im-

part of scx:::io-econanic factors on the adult learning envirornrent: 

. . • one of the strong and much-researched presumptions 
among adult educators is that interests vary greatly 
according to socio-economic level and the pre.portion of 
participants over non-participants in all forms of adult 
education rises as such irxlicators of scx:::io-economic level as 
occupation, incare, and education rise Cp. 88). 

Knowles believed that the study conducted by Johnstone and Rivera 

(1965) is the most authoritative study on the influence of 

socio-economic factors of adult learning. Johnstone and Rivera rrake 

the .following generalizations: 

1. The lower classes place less emphasis on the importance 
of high educational attairurent 

2. The average depriva;:l person is interested in education in 
terms of how useful and practical it can be to him 

3. Although education is widely recognized as an apprc:.priate 
channel for social mobility, the average lower-class 
person is less ready than the average middle-class person 
to engage in continuing education even if tangible 
econanic rewards are at stake 

4. The average lower-class person does not perceive 
education in terms of personal growth or 
self-realization, and this may explain why the lower 
classes are much less ready to turn to adult e:lucation 
for recreational purposes then they are for purposes of 
~ational advancement (Knowles, 1970, p. 89). 

In addition, Johnstone and Rivera (1965) concluded that interest both 

in continuing one's education in general and in studying particular · 

subjects varies with such other factors as sex, regional location, 

urban or rural residence, race, and size and type of comnunity. 

Kidd (1973) observed that many studies and observations have 

reported that older people are rigid and inflexible. ~lusky (1964) 
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used the term "set" to denote this characteristic that is especially 

relevant for the under startling of the psychology of adult behavior. 

Kidd (1973) stated that views alxmt politics, religion, morality, and 

duty may be held f ixaUy and are not subject to question or a review 

without displays of e:ootion. He goes on to say that anyone planning a 

program or curriculum involving older people must give this factor 

careful consideration. McClusky (1964) stated that the set of. the 

learner must be known and respected. There must be adequate provisions 

for readying the learner for the learning situation, and ample 

opportunity for use of intervals in disengaging a learner frcm 

preceding tasks in preparation for later ones. 

All these factors point to the conclusion that adults are very di­

versified in their learning styles and needs and that adults enter the 

learning enviromrent with widely differing preferences, backgrounds and 

ski 11 s . The result is a strong need to rra.ke adult learning situations 

responsive to the individual needs of the adult learners involved. 

Principle :fl:3: Adults Experience a Gradual Decline 

in Physical/Sensory capabilities 

As research accumulates, the age at which physiological aging 

needs to be a consideration in learning seems to be rroving steadily 

upward (Cross, 1981). Adult education leaders, however, agree that all 

persons attempting to facilitate adult develcpment and learning can be 

more effective with a better understanding of develcpmental trends in 

physical condition and l:Ealth during adulthood (Kidd, 1973). 

Since the body contains cells and capacity that are not essential 

for normal operation, the influence of biological aging on perfornance 
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is less than it would be if this excess capacity was not present 

(Timiras, 1972). Nevertheless, just as rrachinery loses sane of its 

efficiency with age so does the hunan body and intellect <Bischof, 

1969). Visual inpairrrent, hearing loss, and decline in reaction tine 

are the more common physical conditions having irrplications on adult 

learning. 

Visual acuity is at is best sarewhere between the middle teens and 

early twenties <Bischof, 1969) • As the eye and nervous system age, the 

quality and amount of visual information received is reduced. 

Whi tbourne and Weinstock (1979) identified a number of general con­

ditions in the aging eye which should influence the planriing of ed­

ucational activities for adults. "As the eye ages, it becorres clouded, 

creating a nea:l for rrore light to ensure good vision. The lens of the 

eye also tends to yellow with age causing a filtering effect which 

makes blues and violets less distinct and intensifies the yellow, reds, 

and oranges. Also with aging, the eye rray gradually lose its ability 

to adapt quickly to changes fr an light to dark or dark to light. There 

is also a tendency for the eye to be slower in changing focus fran near 

to far or far to near. 

Auditory acuity reaches its rraximum peak generally between the 

ages of ten and fourteen years (Timeras, 1972). There is then a 

general decline until the fifties when the rate increases nnre rapidly. 

Women tend to have a greater decline in low frequency discrimination 

while men tend toward a greater decline in high frequency discrimi­

nation (Knox, 1977). Older adults also have rrore difficulty screening 

out interfering noises. 

Many types of performance entails both reaction and rrovement ticre. 



19 

Knox ( 19 77 ) described reaction tine as the perception of the stimulus 

by the sense organ, transmission of the information to the brain, arrl 

selection of the respcnse. The rrove.i.oont tine or rrotor phase entails 

carrying out the respoose or action selected. The peak reaction tine 

for a human being occurs at about age twenty followed by a gradual 

slowing during adulthood (Tineras, 1972>. By age fifty it has returnerl 

to about the average level of age fifteen. The slowing of reaction 

time is generally greater than the slowing of rrovement tine. .Adults 

typically compensate for reduced speed by increasErl. accuracy and 

attentiveness (Kidd 1973; Knox, 1977; Cross, 1981). 

The effects of the gradual decline in physical and sensory capa.­

bi li ties which occur as an aiult ages are inportant factors to consider 

in adult education progranming. The present body of literature clearly 

indicates that visual inpairment, hearing loss and decline in reaction 

time are the rrost ccmoon physical cooditions which have irrplications on 

adult learning. An important point to keep in mind though is that 

these declines only represent general trends and are not 

necessarily characteristic of all adults. 

Principle #4: Experience of the Learner is a 

Major Resource in the Learning Situation 

Lindeman (1962), writing in The Meaning of Adult Education, 

identified experience as " ... the resource of higrest value in adult 

education" and credited it with being the" •.. adult learner's 

textbook". Knowles strongly agreed with Lindeman' s philosophy 

regarding experience as a major resource in the learning situation. 

Knowles (1970) felt that an adult defines himself largely in terms of 
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his experiences. As a result the adult has a deep inves"t::rOOnt in the 

value of his experience and if he is placed in a situation where his 

experience cannot be used, or its worth is minimized, re is likely to 

feel rejected and unhappy (K:nc:Mles, 1970). 

Mezirow (1978) viewed adult learning as developmental in 

orientation and different from nost school learning. · He suggested 

that, at some point, new learning is not just additive to what we 

already know, but instead is mixed with existing knowledge to bring a 

new per spec ti ve. He tenred this ccncept "perspective transformation" 

and stated it is one of the nost significant aspects of adult learning. 

He added ". . • we are caught in our own history and are reliving it 

••• new experience is assimilated to-and transfornro by-ooe's 

previous e>q::.erience" (p. 101). 

Dansereau ( 19 7 8 ) supported MezirCM' s concept and added that new 

learning is nost effective when related to past experience. He pointed 

out that learning material without relating it to other stored infor-

mation limits the ability to retrieve such information at a later date. 

It is important, therefore that learning be tied to past experiences 

and to expected future use in order for it to be retrieved and used 

without difficulty. The importance of facilitating this connection is 

futher supported by Knox (1977 >. He felt that a nore positive approach 

to learning would result when a person better understands the 

connections between organized learning and personal experience. 

The significance of experience and. its different impact on the 

learning situation for adults as canparErl to children has three im-

portant consequences for learning according to Knowles (1970): 

1. Adults have more to contribute to the learning of others; 
for most kirrls of learning, they themselves are a rich re-



source for learning. 

2. Adults have a richer foundation of experience to which 
to relate new experiences Cand new learnings tend to 
take on meaning as we are able to relate them to our 
past experience). 

3. Adults have acquired a larger number of fixed habits 
and patterns of thought, and therefore tend to be less 
cpen minded (p. 44). 
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Numerous adult Erlucators support the ideal of using individual ex-

per ience as a major resource in group learning <Houle, 1964; Knowles, 

1970; Knox, 1977). Trey rraintain that adults can learn a great deal 

form the successes and failures of others. "The cross-fertilization of 

ideas that cares fran exchanging experience is a stimulant to improve:l 

practices" (Knowles, 1970, p. 140). Lindeman (1926) noted that the 

care rrethodology of e:lucation is the analysis of experience. 

Principle #5: self-Concept Tends to fvbve fran 

Dependency to Independency as an Individual Grows in 

RePJ?Onsibilities, Ex:periences and Confidence. 

An. important psychological aspect of adults which is dealt with in 

the literature is the theory of self-concept. McClusky (1970) provide:l 

one view of the implications an individual's self-concept can have en 

the adult e:lucation process. He concluded that the prevailing view of 

society is that the rrajar task of children is to go to school, study, 

and learn; while the major task of adults is to get a job and \\Urk. 

This results in the dominant thrust of society's expectations, and the 

adult's self-expectation, reing that the learning role is not a rrajor 

element in his life. The adult, therefore is conditioned to view 

himself as a non-learner. M=Clusky (1970) felt that this failure to 
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internalize the learner role as a central feature of self is a 

substantial restraint in the adult's realization of his learning 

potential. According to McClusky, if and when an adult thinks that 

studying, learning, and the intellectual adventure is as much a part of. 

his life as his occupation or his family, he will be much rrore likely 

to achieve a higher level of intellectual performance. 

In his Trainer's Guide to Andragogy, Ingalls (1972) provided a 

good discussion of the change in self-concept that norma.lly occurs as 

an individual matures. He stated that the self-concept of the child is 

that of being a dependent person. As the child noves t<:Mard adulthood, 

however , he becare increasingly aware of being able to make decisions 

for himself. This change fran a self-concept of dependency to one of 

autonaqy indicates, in Ingalls view, that a person has achieved psycho-

logical maturity or adulthood. Because of this, Ingalls noted, adults 

tend to resent being put into situations that violate their 

self-concept of maturity, such as being treated with a lack of respect, 

being talked down to or being judged or otherwise treated like 

children. 

One of the four main assunptions of Kna-1les' <1978) andragogical 

theory is that as a person grc:MS and natures, his self-concept roves 

increasing toward self-directness. Kna-1les explained this assumption 

and its inplications as follows: 

Andragogy assumes that the point at which an individual 
achieves a self-concept of essential self-direction is the 
point at which he psychologically becares an adult. A very 
critical thing happens when this occurs, the individual 
develops a deep psychological need to be perceivErl by others 
as being self-directing. Thus, when he firxls himself in a 
situation in which he is not allowed to be self-directing, he 
experiences a tension between that situation and his 
self-concept. His reaction is bound to be tainted with 
resentment and resistance Cp. 56). 
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Often there is another ingredient in the self-concept of adults 

that affect their learning role {Houle, 1964; Kno.vles, 1970; Cross, 

1981). 'Ihese authors addressed the inplication a negative self-concept 

can have on the learning situation. This negative self-concept may 

result from a carry over £ran previous experiences with schooling that 

resulted in the adult preceiving he or sre cannot learn. Knowles 

(1970) noted the inplication of this situation to be as follows: 

This fact about the adult psyche has several consequences for 
adult education. In the case of sare adults, the remembrance 
of the classroom as a place where one is treated with 
disrespect is so great that it serves as a serious barrier to 
becoming involved in adult-education activities at all 
(p. 40). 

Knowles also suggested that a challenge for adult education, when such 

an adult is enticed back to the classroan, is to relp make the rewards 

of learning outweigh the anticipated pain of learning. 

Another implication of the negative self-concept for adult 

education, pointed out by Knowles (1970), is that even though adults 

may overcome the necessary barriers to enter the classroan, they may 

still expect to be treated like children. In fact, many tines adult 

students will put pressure on their teachers to behave toward them in 

this manner. However, KnCMles emphasized, " .•. once a teacher puts. 

adult students into a dependent role he is likely to experience a 

rising resistance and resentrrent" Cp. 40). 

In summary, it is clear that current thinking on self-concept as 

it relates to adult learning, centers on the philosophy that 

self-concept moves from a dependent to independent state as an 

individual matures and that ooe rreasure of adulthood is the ability to 

be self-directing. 
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Principle #6: Adults Tend to be Life-centered 

in Their Orientation to I.earning 

Life changes are generally the reasons adults learn. Data fran a 

study conducted by Future Directions for Learning Society (FDLS) base:l 

on a nation wide representative sarrple of more than 1,500· adults, re-

vealed that 83% of the adults in the study identified sane past or 

future change in their lives as a reason for them to learn. Sare event 

in their career lives such as promotion, a new job, or a canpany 

relocation, triggered more than half to begin learning. Changes in 

family situations, such as divorce, increase in incare, or rroving to a 

new location, motivated 35% to learn, while 16% of the respondents said 

they -were learning to C'q)e with family transitions <Cross, 1978). 

Havinghurst <1961) develcped the concept of "teachable :m::irents" to 

signify a point at which there is great urgency to learn in a very 

short time because of a canpetency requirai by a new situation. He 

found that new situations and social roles create an urgent neai to 

gain certain kno.qlooge or skill. The term "teachable m::nents" is ncrN 

used extensively in adult literature to irrlicate a point at which 

aiucational possibilities are very high .. 

The following writers also addresse:i the need for adult alucation 

to be life-centered. In his writings, Dewey (1966) stated: 

.•. social life is our ultircate educational standard for 
determining the value of the subject rratter taught, and for 
determining all questions of mathods or ways of teaching; 
only that social life is not to be interpreted sinply as a 
remote or adult social life, but as a present, irrmediate, 
living thing (p. 135). 

Kneller (1964, p. 25} stated: "the teacher should construct learning 

situations around particular problems whose solution will lead his 
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pupils to a better understanding of their social and physical 

environment". He furthered stated that "aiucation should be life 

itself, not a preparation for living" and that "learning should be 

directly related to the interests of the learner" (p. 48). Tough 

( 19 71 , p. 51 ) stated " • • • the adult learns because he expects to use 

or apply the knowledge and skill directly in order to achieve 

something." In his reasearch an adult learners who were engagai in 

their own independent learning projects, Tough found that for almost 

three-fourths of these learners, the primary reason for starting their 

learning project was to use the learning i.moodiately in order to do 

sarething, produce sarething, or decide scrcething. 

In his book, The Adult-Learner: A Neglected Species, Knowles 

(19 7 8 ) stated that as an individual matures, his readiness or desire to 

learn is decreasingly the product of his biological development and 

academic pressures and is increasingly the product of developmental 

tasks which are required for the performance of his evolving social 

roles. Adults are motivated to learn those things that they need to 

know because of developmental phases they are approaching in their 

roles as workers, spouses, parents, organizational nenbers and leaders, 

leisure time users, etc. Knc:Mles called this concept "readiness to 

learn" and felt that the critical implication of it is the irrportance 

of timing learning experiences to coincide with the learner's 

developmental tasks. 

Ingalls (1972) provided additional insight into this concept. He 

stated that as an adult noves through life fran early adulthood through 

middle age and into later maturity, he exp=riences many different 

"teachable moments" which result fran the needs of his changing life 
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situations. 

Another popular area of interest related to the adults 

life-centered orientation to learning are the stmies concerning life 

stages and life crises. A number of researchers believe that adults 

pass through identifiable stages of development at specific ages 

resulting in sc:ne predictable patterns of educational needs. 

Frenkel-Brunswick ( 19 36) corrlucted me of the first studies on 

life phases. However, it is Erikson's theory of t]:)8 eight stages of 

ego development (1963) that provides the basis for current research on 

adult development. Three of these stages (intimacy vs. isolation, 

generativity vs. stagnation, and ego integrity vs. despair> are 

considered developmental stages for the adult. Neugarten (1968) 

investigated the characteristics of middle age and identified five 

unique characteristics of this phase of life. Gould's (1972) research, 

built on the concept of life crises and life stages, supported 

Erikson's theory that persons ~ter either-or identity situations at 

different stages of their lives. 

Sheehy (1976) popularized the complex findings of these 

researchers by providing a lay version of predictable crises in adult 

life. The theory of life cycle changes in adults prcposes that adult 

development consists of the sane stages, encountered at about the sane 

age, and resolved in a manner similar to that of all other adults. 

Another school of thought regarding adult development parallels 

the "stages" theories, but postulates a continuous readiness to change 

throughout the naturing life of a person. The concept is based on the 

premise that ". . . adult experiences are too varied and multifaceted 

to be classified into age defined discrete categories" (Whitbourne, 
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1979, vi, Preface). Major life events that characterize each phase 

confront all adults~ however, the way the events affect each adult's 

life is different and cannot be predicted. This school of thought is 

based oo the work of Werner Cl948) and Erikson (1963). 

Werner postulated that ". • • differentation and integration 

under lie develorirental change over the life span of every individual" 

(cited in Whitbourne, 1979, p. 7). Differentation is defined as the 

process of refinement while integration is the process of synthesis. 

Erikson (1963) theorized that individuals must confront certain 

critical issues as major life events are faced. This means that 

personal identity must always be defined and redefined by the 

individual with each major life event. Differentation is responsible 

for change in identity with integration providing overall consistency. 

Identity differentation is stimulated when there is a perceived 

discrepancy between one's experiences and ooe's identity. 

In summary, the present body of literature indicated that the 

educational needs of adult learners are significantly influenced by 

changing life roles and situations~ and that "teachable rrarents" are 

created by the need to gain knowledge to effectively deal with these 

changes. The literature also indicated that adult learners tend to 

have an expectation of i.rrm=diate application of knowledge gained in the 

learning situation. 

Principle #7: Adults are Motivated to Learn by 

a Variety of Factors 

One of the most pq;mlar theories of rrntivation was postulated by 

Maslow Cl943). He proposed that :i;:ersons are rrntivated by five basic 
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human needs. He defined a hierarchial, five-level mcrlel. The needs rn 

ascending order are: 

1. physiological, 

2. safety and security, 

3. belonging and social activities, 

4. esteen and status, and 

5. self-actualization. 

He maintained that a person is first rrotivated by the need to satisfy 

the . basic needs, and once these are satisfied, one can then rrove up the 

hierarchy in an attempt to satisfy the higher order social needs. 

The impact of this concept of man rroving through a hierarchy of 

need motivation was described by Tough (1971). He stated that in 

advanced nations, more and more men and women are rroving beyond 

material goals as their lower-order needs, such as food and shelter, 

are satisfied relatively easily. As a result, they are setting na-1 

goals for themselves. They are seeking the higher joys of gaining na-1 

knowledge and skills, achieving a better self-understanding, and of 

learning to interact rrore sensitively and oonestly with others. Tough 

noted that the incredible expansion of hurcan growth centers and other 

programs for maximizing hurran potential is one sign of this shift. 

Riessman (1962) is convinced that education is perceived 

differently by the poorly educated, hence their rrotivation for learning 

is different. 

There is practically no interest in knCMledge for its own 
sake; quite the contrary, a pragmatic anti-intellectualism 
prevails. Nor is education seen as an cpportunity for the 
development of self expression, self realization, growth, and 
the 1 ike. The aver age deprived per son is interested in 
education in terms of how useful and practical it can be to 
him Cp. 12). 
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Riessman concluded from his survey data that as one proceeds up the 

educational and socioeconanic scale, the dominant orientation changes 

from a strictly utilitarian emphasis to a greater stress on knowledge 

as having value in its own right. 

Cross C 1981) discussed the lack of nntivation of adults 55 and 

older for learning. Some factors bearing on the declining 

participation by older adults are; the lack of interest in career 

success <which dominated the nntivations of young people), declining 

energy and mobility, and the feeling of being too old to learn. Also, 

she postulated that competition is a negative nntivator in this age 

group. Knowles Cl970), Lengrand {1971), and others agreed that group 

work can not exist when students are caupeting against each other. 

Cross (1981 )added that while the 55 and older adult is the nnst 

under-represented of all subgroups in adult education activities, there 

has been considerable gra.vth in this group in recent years. "For those 

55 and older, participation has grown frcm 2.9 percent of the age 

cohort in 1969 to 4.6 percent in 1978 11 (p. 58). 

Kidd ( 19 7 3 ) explained motivation in terms of "need reduction 11 and 

"positive striving". The "need reduction" view p~ces emphasis on the 

need to satisfy bodily hunger, thirst, sleep and sexual appetites. 

This view of hurran rrotivation asserts that an organism's nntivation to 

perf onn a variety of activities arises frc:m the necessity of fulfilling 

these basic needs. This view is sare.tirres expanded to include the need 

to avoid pain and discomfort or to minimize anxiety. The "positive 

striving" view identifies the two primary motivating forces as 

self-fulfillment and the need for a human being to enhance his 

relationship within society. 
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Ingalls ( 1972) reinforced this concept in his Trainer's Guide to 

Andragogy. He stated that the level of need-satisfaction plays an 

important role in determining what learners will be rrotivated to learn. 

A person who is experiencing a high level of psychological anxiety is 

likely to be motivated to want to learn anything that will help him 

resolve his problems "as he perceives them", but he will not be 

motivated toward developing his higher potentialities until he first 

finds a "safe" envirorurent. 

Houle ' s ( 1961 > research enabled an understanding of the processes 

of adult learning. He found that the purposes of learning by the adult 

could be grouped into three categories. "These are not pure types; the 

best way to represent them pictorially would be by three circles which 

overlap at their edges" ( p. 16). Houle' s st'lrly was designerl to 

discover why adults engage in continuing education. It also 

suggested how adults learn. Houle identifierl the following types of 

adult learners: 

1. Goal-oriented: uses education for accomplishing fairly 

clearcut objectives. These persons have realizerl a neerl or 

identified an interest. Learning takes place in episodes 

rather than a continous flow, is ever-recurring, and is not 

restricted to cne institution or nethod. 

2. Activity-oriented: uses courses for the social contact and 

the kind of htnnan relationships they yield .. 

3. Learning-oriented: seek knowledge for its own sake. 

Learning has a continuity and a flow and is associated with 

all their activities such as organization, trips, jobs and the 

like. 
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Jensen (1964) stated that adults are especially concerned with 

maintaining and enhancing their social worth and success. For many 

years of adult life, this seems to be the primary source of m:>tivation 

for learning. Jensen goes on to say that in All'erican Society, social 

worth and success are largely dependent upon continued increase in 

competence. Adults, therefore, have a strong need for acquiring new 

· knowledge and skills in an instructional situation which reduces to a 

minimtnn the danger of losing "hard-w::m" prestige. 

Cross ( 19 81) contended that so far, most of the research an 

motivation has been conducted through surveys, with the exception of 

job-oriented rrotives. Also, the goals rrentioned are so broad that they 

offer little insight as to how educators might design learning 

experiences to help people achieve such goals. She reccmnends a 

greater diversity of research rrethods in this area. 

In summary, the literature identified a variety of rrotivating 

factors which influences the adults involvement in a learning 

situation. There does, however, appear to be general agreerrent that the 

lower order needs on Maslow' s hierarchy are a greater rrotivating force 

until they are rret than are the higher order needs. 

Principle # 8: Active Learner Participation in 

the Instructional/learning Process Contributes 

to·Learning 

Adult educators generally agree that a basic condition of learning 

is that the learner be actively involved. This concept is built around 

the humanistic theory that the individual is in control of his own 

learning behavior <Lindeman, 19 62; Maslow, 1962; Bergevin, 1967; 
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Rogers, 1969; Knowles, 1970; Kidd, 1973; and others). For Lindeman 

(1962) the key word in education is "participation" .. I.earners are 

viewed as active participants who are capitalizing on their C1Nil 

prac;:tical experiences, not as repositories for durrping know1edge. 

Instructors are viewed as facilitators whose " • function is not to 

progress but to evoke . • . to draw out, not pour in" Cp. 119). 

Knowles (1970) stated: 

. . • the rrain thrust of m:Xlern ad\llt-Erlucational technology 
is in the direction of inventing techniques for involving 
adults in ever-deeper processes of diagnosis of their own 
needs for continual learning, in formulation of their own 
learning objectives for learning, in sharing 
responsibilities, for designing and carrying out their 
learning activities, and in evaluating their progress toward 
their objectives Cp. 51). 

Knowles described the acceptance of the ability of individuals to learn 

for themselves as the "theological foundation" of adult education and 

stated that teachers can hirrler learning if they do not believe in this 

ability. Thus, when teachers of adults view the locus of 

responsibility to be in the learner, they conscientiously suppress 

their canpulsion to teach what they think the st~ents ought to know in 

favor of helping the stlrlents learn far themselves what they want to 

learn. Knowles conterrled that a teacher's responsibility lies in being 

ingenious and finding better ways to help students discover the 

important questions and answers for themselves instead of giving 

ready-made answers to predetermined questions. He recanrrerrlerl that 

more participatory experimental techniques be used in teaching adults 

such as: 

group discussion, the case method, the 
critical-incident, simulation exercises, role playing, 
skill-practice exercises, field projects, action projects, 
laboratory nethods, consul~tive supervision, demonstrations, 
seminars, work conferences, counseling, group therapy, and 



33 

ccmnunity develcpment (p. 45). 

Bergevin (1967), Knowles ( 1970), and others, addressed the 

importance of learners kncwing how to learn in order to effectively 

participate in the learning situation. Bergevin (1967) stated: 

This book rests on one other assurrption--that all persons 
participating in adult education need to learn sanething 
about how to learn in a cocperative and mutually supporting 
manner. Experience and research have shown that adults can 
be taught to identify .needs, to plan and conduct their own 
learning activities. They can learn to discuss issues n a 
productive way, to deal with conflict in the learning 
situation and share in the evaluation fo their learning 
experience. This we call active participation in the 
learning situation (p. 8). 

Knowles ( 1970) emphasized the need for adults to learn how to 

learn. He stated: 

• • one of the a.J.rrost universal initial needs of adults is 
to learn how to take responsibility for their own learning 
through self-directed inquiry, how to learn collaboratively 
with the help of colleagues rather than to conpete with them, 
and especially how to learn by analyzing one's own 
experiences (p. 45). 

The present bcxly of literature en the role of the adult learner in· 

the learning process clearly favors a high level of participation. It 

is felt that adult learning occurs best when the learner fully 

participates in identifying needs, setting goals, arx1 evaluating 

progress and that the quality of learning is directly related to the 

quality of interaction between the instruction and the learner. 

Principle #9: A Canfortable, Supportive 

Environment Is a Key to SUccessf ul Learning 

A common thread running throughout adult Erlucation literature is 

the concept that adults ~ influencErl by the envircnrrent in which 

they attempt to learn. Knowles (19 70) states that rrodern adult 
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education theorist are placing increasing emphasis on the inportance of 

building an educative envirorurent in all institutions and ar::ganizations 

that attempt to h=lp people learn. They believe an adult nay possess 

all of the internal preconditions for learning, but may still fail 

because of conditions in the i.rrrcediate learning situation over which 

they have no control. Adult leaders categorize these factors under 

various headings but they generally agree that the educative 

environment (some use the term climate) consists of the physical 

settings as ~11 as the emotional abrosphere (Verner, 1959). 

Of the literature reviewed, KnCMles (1970) and Ingalls (1972) 

presented the strongest argt1I1ents regarding envircrnrental factors and 

adult learning. Ingalls placed " .•. setting a climate for learning" 

as the first step in his seven step continuous develcpment process for 

adult learners Cp. 10). Knowles succinctly describes a supportive 

learning climate as being "~ .. characterized by physical canfort, 

mutual respect, mutual helpfulness, freedom of expression, and 

acceptance of differences" Cp. 52) • The factors of physical canfort 

have strong implications in adult learning. In rrost instances the 

learner has put in a full day of v.urk and may be under time pressures 

as well as other home or work pressures. Thus, learning may be 

decreased for the adult learner who must climb four or: five flights of 

stairs to a poorly lit and overh=ated classroan, and sit three hours in 

an uncomfortable chair. Knowles (1970) states that care should be 

given to assure the physical cndi tions are comfortable; such as 

seating, srroking, temperature, ventilation, lighting, and decar::ations. 

He also, suggests a seating arrangerrent conducive to interaction (i.e., 

no person sitting behind another person). 
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Knowles C 1970) theorizes, the quality and aroount of learning is 

influenced by the quality and amount of interaction between the learner 

and his enviroonent and 

• • • by the educative potency of the enviroonent. The art 
of teaching is essentially the management of these two key 
variables in the learning process--environment and 
inter action-which together define the substance of the basic 
unit of learning Cp. 51). 

Often many adaptions need to be made in the environm=nt for 

special needs, such as when there is low sound volurre, poor acoustics, 

and background noise that interfer with hearing. Under such 

circumstances, a hearing aid nay not help, and if the roan is to be 

satisfactory for adults with hearing impairnents, sound anplication at 

the source and inproved acoustics can provide the needed ca1pensation. 

Elevators and ramps are other Jrodifications of the enviromrent that 

enable adults with physical disabilities to minimize the limitations on 

their activities (Knox, 1977). 

Verner C 1959), Houle Cl961), Knowles (1970), Ingalls (1972), Knox 

C 19 7 7 ) , and others support the tenet that the emotional abnosphere must 

be open, positive, and suwortive of the adult's attempt to learn. In 

this connection, ". • . the attitude and behaviors of the instructor 

are crucial; the adult must be treated as an equal in his/her own 

right, without any hint of criticism or depreciation of his attempts to 

learn" (Knowles, 1970, p. 7). This has particular neCiUling to adult 

students returning to a classroan for addititonal learning. The cpen, 

supportive classroom is necessary because the adult learner nay 

perceive the school, classroom, and teacher as negative factors Ca 

threat) because of past experiences in similar institutions. If the 

adult left school because of personal difficulties or expulsion, 
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his/her perception of the new situation will not be conducive to 

gaining new experiences. In a positive classroan climate with the 

absence of threat where the teacher accepts each student as a person of 

worth, mutual trust nay build. 

Knowles (1970), Knox (1977), and Tough (1971) among others, 

discourage an atmosphere of competition in which adult students are 

pitted against each other and the teacher sits as exi:ert and judge. 

They contend this diverts the energies of the students from learning to 

defensive neasures. A high level of anotional stress in the classroan 

tends to demoralize the adult and interfer with the learning process 

itself. Evidence of such stress would probably not be found in 

learning climates characterized by mutual helpfulness. KnCM"les 

stressed the importance of building relationships of mutual trust and 

helpfulness among the students as w:!ll as the teacher. This can be 

done by ". • • encouraging coq;>erative activities" and refraining from 

" • . • inducing corrpetitiveness and jtrlge:nentalness" (KnCM"les, · 1970, 

p. 52). 

Classroom climate is based on nonverbal as well as verbal 

communication. M:ilirabian (1981), a noted psychologist, concludes that 

93% of what we learn from the communication process is carried in 

verbal cues. Other estimates range from 55% upward. Nonverbal 

behavior by the adult teacher can encourage or inhibit involvement by 

the student. 

Verduin, Miller, aOO. Greer (1977) suggested that responding to a 

raised hand or a puzzled look will build climate as does such positive 

expressions as enthusiasm and liking the students. Inportant also, is 

listening to students with patience, and showing expressions that 
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support students, denote enjoyrrent, or praise. Verduin et al. pointed 

out these will aid more in climate building than expressions of 

aloofness, coldness, low regard, indifference, dissatisfaction, 

discouragement, disparagement, or punlshnent. 

In summary, one of the rrost critical factors in adult learning is 

the general environment in which learning is expected to take place. 

Adults who view school as an unpleasant place because of past 

experience are especially sensitive to the atmosphere. The effective 

adult educator firrls ways of relping stooents relax and feel a part of 

the group. 

Related Research Design and Instruments 

Review of instruments available as described in "Research in 

Education" and "Test Collection Bulletin" of Educational Testing 

Service revealErl that the target of almost all instruments in Erlucation 

is the student rather than the educator. In the case of a few 

instruments directed toward the educator, rrost try to identify one 

single skill. HaNever, two exceptions \ere found to be germane to this 

study. 

First and the most relevant, Conti (1979), presented a research 

paper on an instrument he developed for measuring the degree of 

instructor's support of the learning principles related to the 

collaborative teaching-learning node, the Principles of Adult Learning 

Scale (PALS). The collaborative mode was defined ". • . as a 

learner-centered method of instruction in which authority for 

curriculum formation is sharErl by the learner and the practitioner" 

(Conti, 1979, p. .1) • 
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PALS has relevance to this study because of: Cl) the learning 

principles related to the collaborative roode; (2) the nethods of 

establishing the validity and reliability; and (3) the versatility of 

the instrmrent. 

In 1975, Hadley developed an instrument to determine adult 

education orientation; andragogical or p:rlagogical. The theoretical 

constructs which underlie this F.d.ucational Orientation Questionnaire 

are restricted to identifying those elements on which andragogy and 

pedagogy maintain opposite positions. Since sane of the assumptions 

underlying adult learning could be armitted using this criteria, it 

usefulness to this study was limited. 

Stmmary of Literature Review 

It is apparent fran the literature that the CQq)eiative Extension 

Service is viewed as a major adult education organization in the U. S. 

and that as such, extension workers are clearly, in the purest sense of 

the word, adult educators. 

FurtherIOC>re, a review.of the literature in the field of .adult edu­

cation reveals sane unique principles of adult learning that need to be 

considered by teachers of adults. These principles are as follows: 

PRINCIPLE #1. Adults rraintain the ability to learn. 

PRINCIPLE #2. Adults are a highly diversified group of 

individuals with widely differing preferences, 

·needs, back.grounds, and skills. 

PRINCIPLE #3. Adults experience a gradual decline in 

physical/sensory capabilities. 

PRINCIPLE #4. Experience of the learner is a major resource in 
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the learning situation. 

PRINCIPLE #5. Self-concept tends to move from dependency to 

independency as an individual grows in 

responsibilities, experience, and confidence. 

PRIOCIPLE #6. Adults tends to be life-centered in their 

orientation to learning. 

PRIOCIPLE #7. Adults are motivated to learn by a variety of 

factors. 

PRIOCIPLE #8. Active learner participation in the instructional/­

learning process contributes to learning. 

PRIOCIPLE #9. A comfortable supportive environrrent is a key to 

successful learning. 



CHAPTER III 

METHOOOILX;Y 

The purposes of this study were 1) to identify the basic 

principles of adult learning that underlie adult a:lucation programs as 

affirmed by authoritative sources, and 2) to determine the extent 

professional staff nembers involved in the Agricultural programs of the 

Oklahoma Cooperative Extension Service perceived· themselves as 

implementing these principles. This chapter outlines the rrethodology . 

and procedures used in the four phases of the study which were: 1) 

identification and validation of the principles of adult a:lucation, 2) 

development of the data collection instrument, 3) collection of data, 

and 4) analysis of data. 

Identification and Validation of Principles 

The first phase of the study involved the identification and 

validation of the basic principles of adult learning that form the 

foundation of adult education. The identification and validation of 

these principles involved a conprehensive review of the literature and 

a two step valition process utilizing two separate juries of experts in 

the field of adult education. 

The literature revie"Wed incluied textbooks, published reports of 

research, journal articles and unpublished doctoral dissertations. 

This review was conducted by a six nember research team with each team 

40 
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member reviewing literataure in one or oore of the follCMing areas of 

adult education: philosophical, psychological, social and 

socio-econanic, cognitive, environnental, physical and nethodological. 

Out of these reviews, each team rrember prepared a written report for 

the group summarizing his or her fir:rlings. In addition, each irember 

compiled a list of the najor principles of adult erlucation which could 

be identified fran the literature he or she received. The individual 

lists were then combined into a single list and through corporate 

efforts, the principles w=re grouped into categories and synthesized 

into concise statements. Fran this canbined list, the team, through 

consensus, established a tentative list of eight principles with one or 

rrore short explanatory statements for each principle. 

The tentative list of eight principles along with explanatory 

statements was then sulxnitted to a jury of exi;:erts, hereafter referred 

to as Jury I, in the field of adult erlucation. Jury I was asked to 

express agreement or disagreement concerning the importance of each 

principle as basic to the practice of adult erlucation. A :roodified 

Likert scale, with values of 0 to 5 was used to neasure this agreerrent 

or disagreement. Jury I was also asked to respond in writing with 

suggestions for modification of the eight principles to make them 

consistant with what they perceived were the basic theoretical 

foundations of adult education. For the purposes of this study only 

principles receiving a nean score of 3. 75 or greater were considererl to 

be among the valid principles underlying adult education. AH;>er:rlix A 

contains a listing of Jury I along with a listing of the eight 

principles with sui;:.porting statenents. 

General agreement was expressed by Jury I that the eight 
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principles were indeed basic to the practice of adult education. In 

response to suggestions by Jury I, the research team refined the eight 

pr inc ip le s by making sane mi.nor m:::rlif ications in ~rding and by adding 

some additional concepts to the explanatory naterial. Also in response 

to the Jury I's suggestion a ninth principle was added. The added 

principle (number 7), "Adults are Motivated to I.earn by a Variety of 

Factors" , focused on concepts which the team had previously included 

under Principle #2 and Principle #5. Jury I's suggestion, which the 

team concurred with, was that these concepts warranted separate 

emphasis. 

A second jury (Jury II) consisting of adult education leaders with 

a high degree of visibility in the field of adult education, having 

geographical dispersion, and philoscphical heterogeneity was utilized 

to validate the importance of each of the nine refined principles. 

Jury II was again asked to express agr~t or disagreement concerning 

the importance of each of the refined principles as basic to the 

practice of adult education. A roodified Likert scale, with values of 0 

to 5, was used to :rreasure this agreement or disagreanent. Principles 

had to receive an average of 3. 75 or more to be considered basic 

principles of adult learning. All nine principles received a value of 

4. 54 or higher fran Jury II. See AJ;:perrlix B for a list of the refined 

principles, the cover letter requesting assistance and the narres of 

Jury II. 

Develcpnalt of the Questionnaire 

The second phase of this study consisted of creating a data 

collection questionnaire. This process included field-testing, 
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revisions and checking for validity and reliability. 

From the refined list of principles, the research team developed 

statements which represented the application of saoo aspect of each of 

the validated principles, using as a reference and rood.el the Principles 

of Adult Learning Scale (PALS) instrurrent created by Conti (1979). The 

resulting statements were incorporated into a data collection 

questionnaire designed to test the extent of application of the nine 

principles. The initial questionnaire consisted of 47 statements, four 

to six for each nine principles. Placement order in the questionnaire 

was achieved by a randan drawing. Six statements were worded in such a 

manner so that tl'e expressed. concept was contrary to the id.entif ierl adult 

learning principle. The research team deliberately includ.Erl the 

negatively worded statements in the questionnaire as a check on the 

respondents' attention to detail. The respondents were not informed. that 

any of these statements expresserl contrary coocepts. 

Respondents to the questionnaire were askerl to indicate how often 

they practiced the activity described in each statement by checking one 

of five levels of frequency. The five levels were: 1) Always, 2) 

Frequently, 3) Sometimes, 4) Never, and 5) Not .Afplicable. A IOOdifia:l 

Likert Scale was used to apply numerical values to the ratings. 

Definition and range for each point on the scale were as follows: 

"Not AQ;>licable" CO to • 49 > does not apply to respondent. 

"Never" C. 50 to 1. 49 > 

"Sciretines" Cl. 50 to 2. 49 > 

respondent does not practice 

this action. 

respondent practiced this 

action a few tine in the past 

year. 
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"Frequently" (2. 50 to 3.49 > respondent practices this 

action rrore than does not 

practice. 

"Always" ( 3. 50 to 4. 00 > respondent calsistently 

practices this action. 

Five different field tests of the questionnaire were conducted 

using adult educators in Oklahoma and graduate students in 'adult 

education courses at Oklahoma State University as respondents. 

Following each field test, the team refined and revised the 

questionnaire to improve its readability and usefulness. The final 
I 

questionnaire was re1uced to 45 statem:mts and is presented in Afpendix 

c. 
As was stated earlier the initial placerrent of the questionnaire 

statements under each principle was rre.de by the research team. In 

order to validate these placerrents, a jury of experts (Jury III) were 

asked to assign a principle number to each statement. A strong degree 

of consensus by Jury III indicated the final placement of each 

statement. All but two statements received at least 70% agree:nent by 

Jury III for placement under specific principles. Statements '9 and 

statement 14 however, were approximately evenly divida:1 between 

Principles #2 and #8 and Principles #1 and #2 respectively. In 

response to this, the research team elected to place stateroont 9 under 

both Principles #2 and #8 and statement 14 under both Principles #1 and 

#2. In the analysis of data, means for these staterrents were therefore 

counted under both principles. The following list caltains the final 

placing of t~ stateirents under individual principles. The numbers in 

parentheses indicate the negatively worded statenents: 



Principle 

1 
2 
3 
4 
5 
6 
7 
8 
9 

Statements 

14, ( 17 ) ' 22, ( 27) , 30 
9, 11, 14, (26), 31, 37 
( 10 ) , ( 33 ) , 36 , 39 , 40 
1, 4, 19, 44 
13, 21, 23, 25 
3, 8, 15, 24, 28, 43 
6, 7, 20 , 35 , 42, 
5, 9, 16, 18, 29, 34 
2' 12 , ( 32 ) , 38, 41, 45 

45 

See AJ;Pendix D for the cover letter and questionnaire which was sent to 

the Jury III as well as a listing of their narres and respective 

institutions. 

Reliability 

The research team checked the questionnaire for reliability by 

test-retest with individuals with backgrounds in nursing, industrial 

training, college teaching, general university extension and 

agricultural extension. A correlation of . 70 was obtained for an 

average reliability coefficient. 

Questionnaire Adaption 

Because the terminology for each pq:mlation to be studied by the 

research team differed significantly, it was necessary to adapt the 

questionnaire to each field. Each team rrernber changed only those terms 

inappropriate for their areas. Those terms that created canmunication 

problems related to 1) the recipient of the educational activity <i.e. 

student, participant, trainee, patient), 2) the ferSOO responsible for 

the educational activity (i.e., instructor, teacher, trainer, 

facilitator) , 3) the location of the eductional activity (i.e., 

classroom, setting, program), and 4) the educational activity (i.e. 
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course, activities, class, seminar, programs, workshop). Other than 

these modifications, the questionnaire statenents rerna.ina:l identical 

for each pcpulation. 

Collection of Data 

The research team selected five different adult a:lucation fields 

in which to investigate the extent the established principles were 

practiced. The specific fields chosen v.ere university extension, 

business and industry, hospital patient education, agricultural 

extension, and ccmnunity junior colleges. Fach team member selected a 

field according to his/her interest area, training, background, 

relation to their individual field of study and the degree to which 

adult learners were present in the field. The steps for collecting 

data involved identification of the pcpulation to study and the irethod 

for collecting data. 

Selection of the Pq>ulation 

The research population for this study was COfiI>OSa:l of those 

individuals identified as having primary responsibility for adult 

programming at the county level with the agricultural program area of 

the Oklahoma Cooperative Extension Service. Those individuals were 

identified by job title fran a current staff directory of the Oklahoma 

Cooperative Extension Service. This particular pcpulation was selected 

because of the researcher's specific interest in adult aiucation in the 

Cooperative Extension Service and because of his current job 

responsibilities as a state specialist with the Agricultural program 

area of the Oklahoma Cooperative Extension Service. The research 

population was limited to county staff rrembers because they have the 



47 

greatest responsibility for all phases of program develc.pment, 

implementation and evaluation of adult programning in the Oklahana 

Cocperative Extension Service. 

Data Collection Method 

Permission to distribute the questionnaire constructed by the 

research team aoo m:Xiified by this researcher as previously .described 

was obtained from the Associate Director of the Oklahana Ccoperative 

Extension Service. From a current staff directory, 82 county· staff 

members were identified by job title as having primary responsibility 

for adult programs in the agricultural program area. 

On January 10, 1982, qlEstionnaires were nailed to the 82 county 

staff members with a suggested return date of January 22, 1982. 

Included with the questionnaire was a stanped self-addressed return 

envelope. The return envelopes were coded with a 3-digit number in 

order that the researcher could determine who had responded. 

Instructions to the staff members asked them to response to the 

questionnaire in relation to how often they practiced the action 

described in each staten:Ent. See AWendix E for a sarrple of the cover 

letter and questionnaire mailed to each staff rrember. A total of 60 

ql:estionnaires ~re returned by the first deadline. 

On Janary 28, 19 82, a second questionnaire was mailed to the 22 

individuals fran whan the researchers had not yet received a response. 

A self-addressed stanped envelope was incltrled. This appeal resulted 

in 17 additional responses for a total of 77 returned and usable 

questionnaires. This represented a response rate of 94%. An analysis 

of the characteristics of the five non-respondents indicated that they 
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did not differ in any specific way fran the respondents so the decision 

was made to discontinue efforts to collect additional questionnaires. 

Appendix E contains sanples of correspondence which were sent out with 

the questionnaires. 

Data Analysis 

Of the 82 questionnaires nailerl out, a total of 77 were returnerl. 

The data from the returned questionnaire was coo.Erl and entererl on 

computer cards. Data analysis was done using a canputer program 

entitled the Statistical Analysis System (SAS). Actual analysis 

consisted of computing mean values for each of the 45 questionnaire 

statements and for each of the nine principles. ~an values for each 

of the principles were carputed by canbining the ~an values for the 

specific group of staterrents which were grouperl under each principle as 

explained on page 45 of this chapter. Principle ~ans were also 

computed for each of the demographic characteristics includerl in the 

demographic portion of the questionnaire. 



CHAPTER IV 

PRESENTATION OF FINDIN.;S 

This chapter presents the findings of the research study which 

sought to indicate, in terms of means, the extent to which county 

agricultural agents perceived themselves as practicing the nine 

principles of adult learning which were identified in the study. This 

chapter is organized to present the mean values of the individual 

statements, the rank order of the principles, arrl. a breakdown of the 

mean values for each principle by demographic variables. The following 

sections are presented in this chapter: 1) The mean values for 

individual statenents, 2) the rank order of the nine principles, and 3) 

a breakdown of principle :rreans by variables according to age, length of 

Extension work experience, length ()f related work experience, academic 

degree discipline and preparation for teaching adults. 

'Ihe M=an Values of Individual Statements 

The mean for each of the forty-five questionnaire statements was 

calculated as indicated in Chapter III. Table I presents the statement 

means • The :rreans ranged fran a lON of 2. 04 ( statement 27) to a high of 

3. 74 (statement 38). The value of 2.04 for statement 27 indicated the 

perceived extent of practice as "sareti:rres", while the value of 3. 74 for 

stateroont 38 indicated the perceived extent of practice as "always". (A 

description of the modified Likert scale used for assigning perceived 
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Principle 
Mean 

2.54 1. 

2.73 2. 

TABLE I 

MEAN VALlES FOR INDIVIDUAL QUESTIONNAIRE 
STA'l™ENTS AND PRINCIPIES 

50 

Statarent 
Principles of Adult F.ducation Mean 

Adults ma.intain the ability to learn. 

14 Participants are allowed to work at 2.46 
their own rate regardless of the aroount 
of time it takes them to learn a new 
concept. 

*(17) learning activities stress the par- 3.17 
ticipant's ability to learn based on 
nemorization. 

22 Participants are presented with new 2.76 
concepts on a regular basis. 

(26) A tine limit is inposed when asking 2.98 . 
far recall of information and/or 
canpletion of tasks. 

30 Previously learned information is re- 2.28 
viewed before new material is presented. 

Adults are a high diversifed group of individuals 
with widely differing preferences, needs, backgrourrls, 
and skills. 

9 Participants are encouraged to choose and 3.12 
use the llDSt suitable means to accaiplish 
their goa.ls. 

11 Instructional objectives are adapted to 2.64 
natch the individual abilities of the 
participants. 

14 Participants are allowed to work at 2.46 
their own rate regardless of the aroount 
of time it takes them to learn a new 
concept. 

C 27 ) The sane ma. ter ial are used far all 2. 04 
participants. 
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TABIE I (Continued) 

Principle 
Mean Principles of Adult Education 

Statercent 
Mean 

31 Cultural backgrounds of .participants 
are considerOO. when planning learning 
activities. 

37 Different instructional techniques 
are used deperrling on the naterial to 
be taught and the participant's needs. 

2.45 

3.13 

3.15 3. Adults Experience a gradual decline in physical/sensory 

2.90 4. 

capabilities. 

{10) The instructor uses subdued colors 2.82 
rather than sharp contrasts in visual 
aids. 

(33) The instructor speaks rapidly when 3.37 
instructing adults. 

36 Extra tine is alle7Ned for the eyes 2.93 
of the participant's to adapt when 
visual infarnation is presented • 

39 .Adequate lighting is provida:l in the 3.52 
adult learning envirorment. 

40 '!he learning environment is adapted 3.09 
to the participant's physical needs. 

Experience of the learner is a najar resource in the 
learning situation. 

1 Participants are helped to relate neiw 2.94 
learning to their prior experiences. 

4 '!he nany catpetencies that J?Cll"ticipant's 2.91 
possess are utilizOO. to achieve 
00.ucational objectives. 

19 I.Barning activities are planned to 2.72 
take into account the participant's 
experiences. 

44 Participants are encouragOO. to share 3.03 
their experiences with others in the 
group. 
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TABI.E I (Continued) 

Principle 
Mean Principles of Adult Education 

StateITBnt 
Maan 

2. 64 5. Self-ooncept tends to rrove :Eran deperrlency to 
independency as an individual grC71is in responsi­
bilities, experience and confidence. 

13 Participants and instructors relate to 2.89 
each other as partners in learning. 

21 Participants are encouragerl to see them- 2.62 
selves as the best ju:'iges of what they 
are learning. 

23 Participants are encouragerl to decide how 2.32 
well they are learning the n:eterial. 

25 Activities are plannerl that encourage 2.66 
independent learning. 

3.06 6. Adults terrl to be life-centered in their orientation 
to learning. 

3 Programs are presented which are re- 3.61 
levant to the current problems and neerls 
of the various clientele serverl. 

8 Participants are helped to identify 2.97 
problems that they neerl to solve. 

15 Subject n:etter is related to problems 3. 09 
of everyday living. 

24 '!he instructor presents knowledge and 2.97 
techniques which the participants can 
apply irrm:rliately. 

28 I.earning activities are organized 2.89 
according to real life experiences. 

43 '!he program is designed to help peq:>le 2. 81 
ccpe with recent or expected changes 
in their lives. 
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TABIB I (Continued) 

Principles of Adult F.ducation 
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Staterrent 
Mean 

2. 92 7. Adults are rroti vated to learn by a variety of 
factors. 

6 An attempt is rrade to utilize the 3.21 
factors that keep the participants 
participating in offerings. 

7 Programs are scheduled at locations 3.40 
that provide the greatest accessibility 
to as rrany people as ,PC>ssible. 

20 Resources for further learning are 2.75 
identified and/or presented. 

35 Programs are arrangei to minimize 3.07 
conflicts with other activities in 
which the target au'.iience nay be involved. 

42 An attempt is rrade to detennine what 2.87 
causes people to attend programs offered. 

2.82 8. Active learner participation in the instructional/ 
learning process ccntributes to learning. 

5 Participants are included in rraking 2.70 
decisions about the rraterial that will 
be covered. 

9 Participants are encouraged to choose 3.12 
and use the rrost suitable rreans to 
accanplish their goals. 

16 Participants are helped to diagnose the 2.42 
gaps between their goals and their 
present level of performance. 

18 Methods that foster discussion and class 2.78 
interaction are used. 

29 Participants are encouraged to have 3. 21 
input into the various types of program 
conducted. 

34 Participants are telped to develcp short- 2.59 
range as well as long-range objectives. 



Principle 
Mean 

TABIE I (Continued) 

Principles of Adult Education 

3.20 9. A Canfortable supportative environrcent is a 
key to successful learning. 

2 

12 

(32) 

38 

41 

45 

Errors are accepted as a natural 
part of the learning process. 

The neeting roan is arranged so that 
it is easy for participants to inter­
act. 

Conpetition annng participants is 
encouraged. 

Questions or cantents offered by 
participants are treated with 
i.nportance and given a sincere 
response. 

A canfortable and StJI:POrtive 
environrcent is provided. 

Informal counseling of participants 
is offered where needed. 
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Statement 
~ 

2.96 

3.05 

3.24 

3.74 

3.23 

2.97 

*< ) Irrlicates negatively -worded statements whose scores w=re reversed 
for analysis. 
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levels of practice is discussed in Chapter III, p. 43). Of the 45 

statements, 3 (6.5%) had values indicating a perceived level of 

practice as "always", while 35 ( 78%) had values indicating the 

perceived level of practice as "frequently", and 7 (15.5%) had values 

indicating the perceived level of practice as being ooly "saretines". 

Rank Order of Principles 

Once the statement neans w=re calculated, the neans for the nine 

principles were calculated by combining neans fran the individual 

statements and calculating a means of the neans according to the 

follc:Ming groups: 

Statements 
Principle #1 14, 17' 22, 26, 30 
Principle #2 9, 11, 14, 27, 31, 37 
Principle #3 10 ' 33' 36' 39 ' 40 
Principle #4 1, 4, 19' 44 
Principle #5 13, 21, 23, 25 
Principle #6 3, 8, 15, 24, 28, 43 
Principle #7 6,7, 20, 35, 42, 
Principle #8 5' 9' 16' 18' 29' 34 
Principle #9 2, 12, 32, 38, 41, 45 

Each principle was then ranked in order by nean fran high to low. 

Table II presents the rankings of the nine principles. The neans for 

the nine principles ranged fran a high of 3.20 (Principle #9) to a lOW" 

of 2.54 (Principle #1). The range of 2.54 to 3.20 indicated that the 

perceived level of practice for all nine principles was within the 

range of "frequently" as defined in Chapter III, p. 43. 

Principle #9 ("A comfortable supportive environm=nt is a key to 

successful learning"), ranked the highest with a value of 3.20. 

Principle #3 ("Adults experience a gradual decline in physical/sensory 

capabilities"), was ranked secood with only a slightly lower nean value 

of 3.15. Principle #1 ("Adults Maintain the Ability to I.earn"), ranke:l 
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TABLE II 

RANK OODER OF PRIOCIPIBS 

Principle Principle Mean Rank 
Ntmber 

9 A canfortable supportive 3.20 1 
envirorment is a key to success-
ful learning. 

3 Adults experience a gradual decline 3.15 2 
in physical/senary capabilities. 

7 Adults are nnti vatErl to learn by a 3.06 3 
variety of factors. 

6 Adults tend to be life centered in 3.06 
their orientation to learning. 

4 Experience of the learner is a ma.jar 2.90 4 
resource in the learning situation 

8 Active learner participation in the 2.82 5 
instructional/learning process 
contributing to learning. 

2 Adults are a highly diversified 2.73 6 
group of individuals with widely 
differing preferences, neErls, 
backgrounds, and skills. 

5 Self-concept terrls to nove fran 2.64 7 
dependency to indeperxlency as an in-
dividual grc:Ms in responsibility, 
experience, and crnfidence. 

1 Adults naintain the ability to learn. 2.54 8 
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the lowest with a mean value of 2. 54, only just barely into the 

"frequently" value range of 2.50 to 3.49. 

Mean Values Far Each Principle By Age 

The mean values for each principle were calculated for to the 

following age categories: Cl) urrl.er 30, (2) 31-40, (3) 41-50, and (4) 

over 50. These mean values are presented in Table III. The 

respondents were al.nnst evenly divided arrong the four age groups with 

19 C24.5%) in the under 30 group, 22 <28.5%) in the 31-40 group, 18 

C23.5%) in the 41-50 group, and 18 (23.5%) in the over 50 group. 

The over 50 group scared the highest ~ans on all but Principle #1 

(ability to learn) where its score was second lowest. The 41-50 age 

group scored the lowest ~ans on five of the nine principles and was 

second lowest on two others. With the exception of the under 30 age 

group on Principle #1 (ability to learn) with a ~ value of 2. 35 and 

the 41-50 age group on Principle #5 (self~ncept) with a ~ value of 

2.46, all age groups scored values within the range of 2.50 to 3.49 

which indicated that they perceived themselves as practicing tl"e nine 

principles "frequently". 

Mean Values far Each Principle 

by Terminal Degree 

Mean values for each principle v.iere calculated according to the 

terminal degree l"eld by the respondents at the t~ of the study. Of 

the 77 respondents in the study, 38 (49.35%) had a Bachelor's degree, 

38 (49.35%) had both a Bachelor's and a Master's degree, arrl 1 Cl.3%) 

had a Doc tor ' s degree ) • Table IV presents the ~an values for each 
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TABLE III 

MEAN VALUES FDR FACH PRINCIPLE BY AGE 

<30 31-40 41-50 >50 
Principles n=l9 n=22 n=l8 n=l8 

1. Ability to Learn 2.35 2.59 2.67 2.52 

2. Diversity 2.59 2. 77 2. 71 2.84 

3. Physical Change 3.09 3.17 3.06 3. 30 

4. Experience 2.85 2.84 2.82 3.11 

5. Self-COOcept 2.52 2. 70 2.46 2.88 

6. Life-centered 3.07 3.04 3.03 3.13 
Orientation 

7. futivation 3.02 2.97 3.09 3.18 

8. Active Participation 2. 69 2.80 2.79 3.01 

9. SUpportive Environ- 3.21 3.21 3.12 3.26 
rnent 
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TABIB IV 

MEAN VALUES FOR FACH PRINCIPLE BY 'IERMINAL DffiREE 

B. S. Degree MS Degree PhD 
Principle n=38 n=38 n=l 

1. Ability to Learn 2.56 2. 51 3.00 

2. Diversity 2.72 2.74 2.75 

3. Physical Change 3.15 3.18 2. 60 

4. Experience 2.83 2.96 3.25 

5. Self-COO.cept 2.59 2.68 3.00 

6. Life-centered 3.00 3.12 3.00 
Orientation 

7. Motivation 3.01 3.ll 3. 20 

8. Active 2.79 2.85 2.83 

9. Supportive Environ- 3.19 3.20 3.40 
ment 
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principle by terminal degree category. 

On all principles except Principle #1 (ability to learn) the 

Master's degree group scored higher than did the Bachelor's degree 

group. All scares far both groups, however, were within a range which 

indicated that the perceiverl level of practice of the nine principles 

was "frequently". Fran the observed data it appeared that while the 

individuals with a Master's degree did tend to score higher than did 

those with a Bachelor's degree, both groups irrl.icated that they 

"frequently" practicerl all nine principles. Because of the very small 

size of the group with a Doctor's degree <N=l) caiparisons between this 

group and the other two groups \\Bre not apprcpriate. 

Mean Values far Fa.ch Principle by 

Bachelor's Degree Discipline 

Mean values for each of the nine principles were calculated 

according to respondent's Bachelor's degree discipline. Table V 

pres en ts the rrean values far each of the nine principles by Bachelor's 

degree discipline. Of the 77 respondents 28 (36%) had a Bachelor's 

degree in Agricultural :Education: 32 (42%) had a Bachelor's degree in 

Animal Science; 7 (9%) had a Bachelor's degree in Ag"ronany; 5 (6.5%) 

had a Bachelor's degree in Horticulture: and 5 (6.5%) had a Bachelor's 

degree in some other discipline. The five in the "others" category 

consisted of degrees in Forestry (N=l) , Agricultural Econanics (N=3) , 

and Entanology CN=l) • 

The observed data for principle means by Bachelor's degree 

discipline showed very little variation between discipline groups. '!he 

greatest variation occurred oo Principle #1 (ability to learn) with the 



Principle 

1. Ability to 
Learn 

2. Diversity 

3. Physical 
Change 

4. Experience 

5. Self-concept 

6. Life-centered 
Orientation 

7. Motivation 

8. Active 
Participation 

9. Supportive 
Environnent 

TABIE V 

MEAN VALCES FOR EACH PRINCIPLE BY 
JW:HELCR'S DEX;REE DISCIPLINE 

Ag. F.d. An. Sci. Agron. 
n=28 n=32 n=7 

2.49 2.54. 2.58 

2.79 2. 67 2.88 

3.18 3.15 3.12 

2.89 2.90 2.89 

2.66 2. 62 2.60 

3.ll 3.04 3.02 

3.05 3.08 3.03 

2.84 2.83 2.95 

3.22 3.19 3.20 
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Hart. Others 
n=5 n=5 

2.35 2.86 

2.83 2.71 

3.00 3.28 

2.89 2.90 

2.65 2.80 

3.12 2.99 

3.00 3.16 

2.63 2.63 

3.12 3.28 
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Horticulture group having the law rrean value of 2. 35 and the "others" 

group having a high rrean value of 2. 86. The least am::>unt of variation 

occurred on Principle #4 (experience) where the three groups had rrean 

values of 2.89 and the other two groups had rrean values of 2.90. With 

the exception of the Agricultural Education and Horticulture groups, 

which had rrean values of 2. 49 and 2. 35 respectively on Principle #1 

(ability to learn), all groups had rrean values for the nine principles 

within the range indicating that they perceived themselves as 

"frequently" practicing the principles. 

Mean Values for Each Principle By 

Master's Degree Discipline 

Of the 77 respondents in this study, 39 ( 50. 5%) had a Ma.ster 's 

degree. '!he six categories used for canparing the rrean values for each 

principle by Master's degree discipline were: 

Agricultural Education N = 10 (25.5%) 

Animal Science N= 3 (7.75%) 

Rural Adult Education N = 17 (43.5%) 

Horticulture N= 3 (7.75%) 

Education N= 3 (7.75%) 

Others N= 3 ( 7'. 75%). 

'Ihe "others" category included one Master's degree each in Entanology, 

Agricultural Econanics and Agronany. Table VI presents the rrean values 

for each principle by Master's degree discipline. 

'Ihe observed data indicated srne variation arrong groups on several 

of the principles. For Principle #1 (ability to learn) respondents 

with Master's degrees in Agricultural Education, Horticulture a.00 



Principle 

1. Ability to 
Learn 

2. Diversity 

3. Physical 
Change 

4. Experience 

5. Self-COOcept 

6. Life-centered 
Orientation 

7. Motivation 

8. Active 
Participation 

9. Supportive 
Envirorurent 

TABLE VI 

MEAN VALUES FOR EACH PRINCIPIE BY 
MASTER'S DEX;REE DISCIPLINE 

Ag Ed An Sci RAE Hart 
n=lO n=3 n=l7 n=3 

2.47 2.58 2.55 2.20 

2.52 2.86 2.83 2.89 

3.09 3. 36 3.24 3.00 

2.90 3.17 3.01 3.20 

2.56 3.09 2.73 2.80 

3.20 3.18 3.12 3. 27 

3.13 3.33 3.12 3.13 

2.79 2.94 2.97 2.80 

3. 27 3.06 3.24 3.29 
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Fd.uc Others 
n=3 n=3 

2.33 2.83 

J. 08 2.35 

3.10 2.93 

2.83 2.67 

2.73 2.33 

3.28 2.56 

3.27 2. 60 

2.81 2.57 

3.06 3.13 
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Education indicated that they perceived themselves as only practicing 

this principle "sometines". The other three degree groups indicated 

that they perceived themselves as practicing this principle 

"frequently". For Principle #2 (diversity) and Principle 15 

(self-concept), the "others" group indicated that they perceive 

themselves as only "SClTletirres" practicing· these principles while the 

other five groups irrlicated "frequent" perceived practice. Because of 

the small size CN=3) of four of these groups this data should be used. 

with caution and more research should be conducted for the Master's 

degree discipline variable. 

Mean Values for Each Principle By 

Terminal Degree Discipline 

The terminal degree as used. in this study is the highest degree 

held by the respondent at the time of the study. The discipline 

categories usErl for this carparison w::re as follCMs: 

Agricultural Education · N = 22 ( 28. 5%) . 

Anirral Science N = 22 (28.5%) 

Rural Adult Education N = 17 (22.0%) 

Agronany N= 3 (4%) 

Horticulture N= 5 (6.5%) 

Education N= 3 (4%) 

Others N= 5 (6.5%) 

The "others" category incltrled one degree each in Fbrestry, Adult 

Education, and Entomology and two degrees in Agricultural Econanics. 

The mean value for each principle by terminal degree discipline is 

presented in Table VII. 



Principle 

1. Ability to 
Learn 

2. Diversity 

3. Physical 
Change 

4. Experience 

5. Self-Concept 

6. Life-
Orientation 

7. ~tivation 

8. Active 
Participation 

9. SUpporti ve 
Envir~nt 

TABLE VII 

MEAN VALUES FOR FACH PRINCIPIE BY 
'IERMINAL D&;REE DIOCIPLINE 

AgEd An Sci RAE Agron Hert 
n=22 n=22 n=l7 n=3 n=5 

2.45 2.58 2.55 2.45 2.35 

2. fj7 2.72 2.83 2.40 2.83 

3.17 3.16 3. 24 2.87 3.00 

2.82 2.93 3.01 2.92 2.89 

2.63 2.64 2.73 2.25 2.65 

3.13 3.02 3.12 2.67 3.00 

3.06 3.07 3.12 2.67 3.00 

2.83 2.80 2.97 2.71 2.63 

3.23 3. 21 3.24 3.00 3.12 
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Educ Others 
n=3 n=5 

2.33 2.95 

3.08 . 2. 60 

3.10 3.12 

2.83 2.75 

2.73 2.60 

3.27 3.00 

3.27 3.00 

2.81 2.53 

3.06 3.18 
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Respondents with a terminal degree in Agronany scored the lowest 

rrean values on six of the nine principles while those with a terminal 

degree in Rural Adult Education scored the highest on five of the nine 

principles. For Principle #1 (ability to learn) four of the categories 

<Agricultural Education, Agronany, Horticulture, and Education) 

indicated that they perceived themselves as only "saretirres" practicing 

this principle. The other three categories (Animal Science, Rural 

Pa.ult Education, and "others") had rrean values which indicated 

"frequent" perceived practice. For Principle #2 (diversity> and 

Principle #5 (self-concept) those respondents with a terminal degree in 

Agronaey indicated they perceived themselves aS only practicing these 

principles "saretirres". 

Because of the relatively small size of four of the categories 

CN<5 > these data and canpar isoos should l::e used with caution. 

Further research should l::e conducted for the terminal degree discipline 

variable to IIDre clearly determine its influence. 

Mean Values for Each Principle By Years 

of Extension Work Experience 

~ rrean values for each principle w:re calculated for the 

following categories of years of Extension \\Qrk experience and are 

presented in Table VIII: 

0 - 5 N = 27 (35%) 

6 - 10 N= 9 (11. 5%) 

11 - 15 N= 8 ( 10. 5%) 

16 - 20 N= 5 ( 6.5%) 

21+ N = 28 (36.5%) 



TABLE VIII 

MEAN VALUES FDR EACH PRINCIPIE BY YEARS OF 
EXTENSION w:>RK EXPERIENCE 

0-5 6-10 11-15 16-20 
Principle n=27 n=9 n=8 n=5 

1. Ability to !earn 2.47 2. 69 2.52 2.38 

2. Diversity 2. 66 2.78 2.76 2.74 

3. Physical Change 3.17 3.07 3.11 2.95 

4. Experience 2.86 3.00 2.66 2.74 

5. Self-ccncept 2. 57 2.69 2.48 2.86 

6. Life Centered 3.03 3.17 3.06 3.20 
Orientation 

7. Motivation 3.00 3.16 2.90 3.05 

8. Active 2.73 2.94 2.68 2.75 
Participation 

9. Supportive 3.20 3. 31 3.25 3.00 
Environnent 

21+ 
28 

2.57 

2.77 

3.21 

3.01 .. 

2. 70 

3.04 

3.13 

2.91 

3.18 
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Far Principle #1 (ability to learn), the 0-5 group and the 16-20 

group had rrean values which indicated that they perceived themselves as 

ooly practicing this principle "saretines". The other three groups 

indicated a perceived level of practice as "frequently". For Principle 

#5 (self-concept) all groups except the 11-15 group had nean values 

within the "frequent" range. The 11-15 group had a mean value within 

the "som:?times" range. On all other principles the groups had rrean 

values within the "frequent" range of perceived practice. 

Mean Values for Fach Principle By Years 

Of Related Wark Experience 

Far the variable, years of the related work experience, the 

categories ~re: 0-2 years [N=58 (75%)]; 3-5 years [N=ll (14%)]; and 6 

years and over [N=8 (il%)]. M2an values for each principle were 

calculated for each of these three categories and are presented in 

Table IX. 

All categories had rrean values which indicated that the 

respondents "frequently" practiced all nine principles. The 6 and aver 

category had the highest rrean values on seven of the nine principles 

and had the second highest value on Principle #9. It did, however, 

have the lowest mean value m Principle #5. The 0-2 year category had 

the lowest mean values on six of the nine principles and had the second 

lowest· mean value oo the other three. Fram the observed· data it 

appeared ·that additional years of related work experience tended to 

increase the likelihood that a respondent would perceive himself as 

practicing the nine principles rcore frequently. 



Principle 

TABIE IX 

MEAN VALUES FOR EACH PRINCIPI.E BY YEARS OF 
REIA'IED WJRK EXPERIENCE 

0"'-2 f-5 
n=58 n=ll 

1. Ability to learn 2.51 2.61 

2. Diversity 2.67 2.95 

3. Physical Change 3.16 3.00 

4. Experience 2.88 2.90 

5. Self-concept 2. 63 2.74 

6. Life Centered 3.03 3.05 
Orientation 

7. Motivation 3.07 3.05 

8. Active 2.79 2.87 
Participation 

9. Stpportive 3.18 3.27 
Envir011llEnt 
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6 and over 
n=8 

2.67 

2.96 

3. 30 

3.06 

2.58 

3.32 

3.20 

2.96 

3.25 
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Far Teaching Niult .Learners 
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'!able X presents the n:eans far each principle in relation to 

preparation for teaching adult learners. All respondents had 

participated in one or nore categories with the greatest numbers 

indicating participation in workshops CN=73), in-service training 

(N=75) and conferences CN=73) • Sixty-two ( 62) indicated they had taken 

course work which preparai them far teaching adult learners while 36 

indicated they had been in a farrra.l degree program which prepared them 

far teaching adult learners. 

The observed data presented in '!able X indicates there is little 

variation am::>ng the various catagaries in terms of their rrean value of 

perceived practice. All categories indicated that they perceived 

themselves as "frequently" practicing all nine principles and the rrean 

values far each principle by catagary closely approxirrates the overall 

principle rreans which ~re presented in '!able II. 



TABLE X 

MEAN VALUES FDR EACH PRINCIPIB BY PREPARATION 
FDR TEACHING ADULT LEARNERS 

In-Service 
Workshops Training Conf Courses 

Principle n=73 n=75 n=73 n=62 

1. Ability 2.54 2.54 2.54 2.55 
to Learn 

2. Diversity 2.74 2.73 2.76 2.75 

3. Physical 3.16 3.15 3.16 3.16 
Change 

4. Experience 2.88 2.89 2.90 2.93 

5. Self- 2. 63 2. 62 2.65 2. 71 
Concept 

6. Life 3.05 3.05 3.07 3.11 
Centered 
Orientation 

7. Motivation 3.06 3.05 3.06 3.11 

8. Active 2.81 2.81 2.82 2.88 
Participation 

9. Supportive 3.19 3.19 3.20 3.20 
Envirorurent 

71 

Formal 
Degree 

n=36 

2.55 

2.80 

3.20 

2.96 

2.71 

3.18 

3.13 

2.92 

3.25 
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ffiM.'JARY, CGICLUSIONS, AND ROCCMIBNDATIONS 

Discussion in this chapter is presented in three parts. The first 

section presents a sumnary of the study. The researcher's conclusion 

are presented next, and recarmendations for research and practice are 

discussed in the last section of the chapter. 

Sum.nary 

'Ihe purposes of this study were to: 1) identify the basic 

principles of adult learning that provide the fourrlation for adult 

education, and 2) detennine the extent county level professional staff 

rre.mbers involved in the Agricultural Program area of the Oklahana 

Cooperative Extension Service :perceived themselves as practicing these 

principles. 

Through a CClll>rehensive literature review, a research team of six 

individuals identified nine principles of adult learning. These 

principles were validated and refined in a two sre.p process by two 

separate juries of adult education leaders. From the validated 

principles, a questionnaire was develcped to rreasure the extent of 

application of these principles. The questionnaire was verified, 

checked for reliabilty and then adapted for the five different 

populations to re studied by the research team. There were 45 

statements on the ql.Estionnaire with four to six items related to each 
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of the nine principles. 

Tte research population for this study was canpose:l of those 

individuals identifed as having primary responsibility for adult 

progranming at the county level with the agricultural program area of 

the Oklahana Cooperative Extension Service. Out of 82 ·questionnaires 

sent out, 77 were returned representing 94% of the survey pcpulation, 

Fran the data collected, descriptive statistics, including rreans, were 

canputed to indicate the extent to which the respondents perceived that 

they practice each of the nine principles. Mean values ~e calculated 

for each of the questionnaire stateirents and then the apprcpriate 

groups of statement rreans were canbined to calculate principle rreans. 

'lhe principles were then rank ordered by rreans, and the rrean values for 

each principle were examined in terms of the following variables: age, 

academic degree, Bachelor ' s degree discipline, Master's degree 

discipline, terminal degree discipline, years of extension v.ork 

experience, years of related work experience, and preparation for · 

teaching adults. Tte study was base:l oo observed data, and no 

statistical tests were utilized. 

The major findings of this study can be sumnarized as follows: 

1. Nine basic principles of adult learning were identified. 

2. County extension staff in the agricultural program area of 

the Oklahana Cooperative · Extension Service perceived 

themselves as "frequently" practicing all nine principles. 

3. The over SO age group perceived themselves as practicing the 

principles to a sarewhat greater extent than did the other 

age groups. 

4. Irrlividuals with Master's degrees tended to perceive 



74 

themselves as practicing the principles to a sarewhat greater 

extent than did individuals with only a Ba.Chelor's degree. 

5. There was very little variation between Bachelor's degree 

discipline groups in terms of how they perceived themselves 

practicing the principles. 

6. While there was sane variations on individual principles 

between Master's degree disciplines, the overall crnparison 

indicated no clear cut categories which practiced the 

principle either to a greater or lessor extent. 

7. Individuals with a terminal . degree in Agronany tended to 

perceive themselves as practicing rrost of .the principles to a 

lesser extent than other terminal degree discipline groups. 

In:lividuals with terminal degrees in Rural Adult Education 

tendErl to perceive themselves as practicing rrost of the 

principles to a sarewhat greater extent than other discipline 

groups. 

8. The d:>served data showed no apparent relationship between 

years of Extension \«>rk experience and the extent to which an 

individual perceived himself inplementing the principles. 

9. Additional years of related \«>rk experience tended to 

increase the extent to which an individual perceived himself 

as practicing the nine principles. 

10. The observed data showed little variation between the various 

categories of preparation for adult learning. This can be 

rrost likely attributed in to the fact a large percentage of 

all respondents participated in all categories except the 

formal degree program. 
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Conclusions 

'rte conclusions fran the study are as follows: 

1. This study effectively identified nine basic principles of 

adult learning. 

2. The develq:>ed questionnaire is a potentially effective tool 

for analyzing adult education practices in the Cocperative 

Extension Service setting. It's primary value is in the 

exploration of the application of the nine principles 

identified in the study. 

3. The study derronstrated that county agricultural staff in the 

Oklahana Coq:>erati ve Extension Service perceived themselves 

as "frequently" practicing all the principles of adult 

learning identified in the study. 

4. The study also demonstrated that the individual' s perception 

of the extent of practice of specific principles may vary 

according to age, academic degree, degree discipline and 

years of work experience. 

Recanrendations 

Based upon this study the following rec~ndations are made for 

further research arrl practice: 

1. Further research on the principles should be conducted to 

identify significant differences that rray exist among the 

variables presented in this study in order that inferences 

rray be made to other pq:>ulations. 

2. The present study dealt with the perceived practice of the 

principles by the county agricultural staff. Future research 
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should concentrate on :rreasuring the actual practice of the 

principles in the learning environrrent by the use of 

apprcpriate observational techniques. 

3. This study should be extended to additional extension program 

areas and/or to other states. 

4. The questionnaire should be used again with other pcpulations 

to further :rreasure the perceived practice of the nine 

principles of adult learning. 

5. The results of this stu::ly should be examined for their use in 

develcping preservice and inservice education programs for 

extension \\Urkers. 

6. This study should be correlated to the other studies 

conducted by the research team. 

7. Further research is needed with a larger pcpulation to 

determine the extent of uses of these principles according to 

degree disciplines. 

8. Additional studies are needed to determine the effect length 

of extension work experience has on the perceived practice of . 

these principles. 

9. Ad:litional research is needed to determine the effect that 

different kinds of preparation far teaching 1;:he adult learner 

can have oo the extent of actual practice of the principles 

of adult learning. 
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Directions: 

Listed below are eight principles of adult a:lucation that have 
been identified fran an exhaustive review of the literature related to 
adult education. Included with each are sample supportive statements 
which further define each of the eight basic concepts. 

en the respOnse sheet, place an X over the number which you feel 
m:>st closely reflects your perception of the statement as an underlying 
principle of adult education. 

1. Adults rraintain the ability to learn. 

a. There is a decline in the rate of learning but not in the 
ability to learn. 

b. Age patterns a.00 intellectual ability may vary axrong arrl within 
adults. 

c. Exercise of the intellectual function tends to increase the 
capacity to learn. 

2. Adults are highly diversified group of individuals with widely 
differing preferences, needs, b:1ckgrounds, and skills. 

a. Adult develcpment is continuous and multifaceted. 

b. categorical changes in adults cannot be predicted. 

c. Adult learning styles are varied and require an eclectic 
approach. 

3. Experience of the learner is a major resource in the learning 
situation. 

a. NEs'l learning should be related to past experience. 

b. Individual experiences provides resources far group learning. 

4. An individual' s self concept terxl to m:>ve fr cm dependency to 
independency as responsibilities, experience, and . confidence are 
built up. 

a. 'Ihe adult sees himself as being able to make his own decisions 
and face their consequences to manage his own life. 

5. Evolving life roles and events influence adults' readiness to 
learn. 

a. Adults tend to have an expectation of irrm=diate application of 
knowledge. 

b. Expectations for the future can be as important for m:>ti vation 
far learning as actual experience. 
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c. Needs related to changes in life style and responsibility bring 
about teachable m:ments. 

6. Active learner participation in the instructional/learning process 
is irrportan t. 

a. Ad.ult learning occurs best when the student is rrotivated to 
identify needs, set goals, and evaluate progress. 

b. '!he quality of learning is directly relata:l to the quality of 
interaction within the learning environrrent. 

c. Mults learn best when they becare actively involved in the 
learning activities. 

· 7. A canfortable supportative environrrent is a key to a successful 
learning experience. 

a. Physical conditions such as seating arrangements, roan 
te:nperature, ventilation, and lighting have an impact. 

b. The emotional atmosphere must be cpen, positive, and supportive 
of the adults' attempts to learn. 

c. Instructor creates a nonauthoritarian climate with mutual 
respect and acceptance of differences. 

8. '!here is a gradual decline in physical/sensory capabilities. 

a. Visual inpairrrent, hearing loss, and decline in reaction tine 
are the rrore cannon physical conditions that provide 
inplications for adult learning. 

b. '!here are general trerrls but these nay not affect all students. 
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Jury I 

Dr. Malcolm Knowles, Professor Eheritus, North carolina State 
University. 

Dr. Albert Campbell, Associate Professor of Ad.ult Education, Texas A & 
M University. 

Dr. Gene Wha.ples, Associate Professor, Adult and Continuing Education, 
University of Maryland. 

Dr. Wendell Smith, Dean of Continuing Education Extension, University 
of Missouri, St. Louis. 
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PRINCIPLES OF ADULT LEARNING 

o;rections: 

lfsted below are nine PRINCIPLES OF ADULT EDUCATION that have been 
identified from an exhaustive review of the literature r"elated to adult 
education.. Included with each are suppo,..tive concepts which further 
define each of the nine basic principles. 

Place an X over the number in the left margin which you feel most 
closely reflects your perception and acceptance of the statement as an 
underlying principle of adult education. There will be a total of nine 
responses--one for each numbered principle; the lettered concepts are 
explanatory in nature. 

Use the following scale to respond. 1 is Not Acceptable, 5 is 
Acceptable. 

Some Not 
Acceptable Questionable Undecided Reservations Acceptable 

..._ ______ ___,1 __ · ______ ·__.1'----------'1'--______ ~·/ 

Not 
Accept- Accept-
able able 

I I I I 
1 2 3 4 5 

Not 
Accept- Accept-
able ab 1 e 

I I I I 
1 2 3 4 5 

1. ADULTS MAINTAIN THE ABILITY TO LEARN. 

This principle includes the following concepts: 

a. Thel"e is a deciine in the T'ata of iea'T'Y!.ing 
but not. in the abiUty to leaT"'l. 

b. Age patterns and inte7,7,ectual ability rruy 
Val"y among and !Jithin adults. 

c. Exel"cise of the intellectual function tends 
to incl"ease the capacity to leal"n. 

2. ADULTS ARE A HIGHLY DIVERSIFIED GROUP OF 
INDIVIDUALS WITH WIDELY DIFFER[NG PREFERENCES, 
NEEDS, BACKGROUNDS, AND SKILLS. 

Thfs principle includes the following concepts: 

a. Adult development is continuous and 
multifaceted. 
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Not 
Accept- Accept-
able ,able 

I I I I 
1 2 3 4 5 

Not 
Accept- Accept-
ab 1 e able · 

I I I I 
I 2 3 4 5 

Not 
Accept- Accept-
able ab le 

I I I I 
1 2 3 4 5 

b. Some categorical cr.anges in adults cannot be 
p1'edicted. 

o. Adult lear-ning styles aJ'e varied and requi1'e 
an eclectic approach. 

3. ADULTS EXPERIENCE A GRADUAL DECLINE IN PHYSICAL/ 
SENSORY CAPABILITIES. 

This principle.includes the following concepts: 

a. Visual impa.i1'111ent, hearing loss, and decline 
in J'eaction time are the more co1T1171on 
physical conditions that have implications 
for adult leaming. 

b. The rates of decline for specific capabili -
ties va.,.y with each individual. 

4. EXPERIENCE OF THE LEARNER IS A MAJOR RESOURCE IN 
THE LEARNING SHUAHON. 

This principle includes the fol lowing concepts: 

a. NeiJ teaming is most effective when J'elated 
to past e:rperience. 

b. Individual experience provides resources for 
g1'oup lea7"11ing. 

5. SELF-CONCEPT TENDS TO MOVE FROM DEPENDENCY TO 
INDEPENDENCY AS AN INDIVIDUAL GROWS IN RESPONSI­
BILITIES, EXPERIENCE, AND CONFIDENCE. 

This principle includes the following concepts: 

a. The adult sees self as being able to make 
or.m decisions and face thei1' consequences to 
manage own life. 

b. Adults preconditioned by school e:rperienaes 
to pe1'ceive the role of lea1'Ylera to be 
dependent may need help in reconceptualizing 
the 1'0le of lea7"11e1' as setf ..d.irected. 
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Not 
Accept- Accept-
ai.l e able 

I I I I 
1 2 3 4 5 

Not 
Accept- Accept-
able able 

I I I I 
1 2 3 4 5 

Not 
Accept- Accept-
able able 

I I I I 
1 2 3 4 5 

6. ADULTS TEND TO BE LIFE-CENTERED IN THEIR ORIEN­
TATION TO LEARNING. 

This principle includes the following concepts: 

a. Activities and events in lives of adults 
have an irrrpact on their involvement in 
tea~ing experi~nces. 

b. Needs related to changes in life tasks and 
responsibilities bring about teachable 
moments. 

o. Adults tend to have an expectation of 
irmiediate application of knowledge. 

7. ADULTS ARE MOTIVATED TO LEARN BY A VARIETY OF 
FACTORS. . 

This principle includes the following concepts: 

a. '!he need to grou, as an individual, influ­
ences an adult's motivation to learn. 

b. Negative self-concept, fear of failure and 
inaccessibility of learning opportunities 
are some of the factors that may ·influence 
the degree of motivation. 

o. Expectations for the future can be as 
important for motivation for learning as 
actual experience. 

8. ACTIVE LEARNER PARTICIPATION IN THE 
INSTRUCTIONAL/LEARNING PROCESS CONTRIBUTES TO 
LEARNING. 

This principle includes the following concepts: 

a. Adult learning occurs best when the student 
participates in identifying needs, setting 
goo.ls. and evaluating progress. 
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Not 
Accept­
able 

I I 

Accept­
able 
I I 

1 2 3 4 5 

9. 

b. The quality of lea1'rting is directly related 
to the qual1r.y of inter"'.1.ction within the 
learning environment. 

o. Adults learn best when they become actively 
involved in the learrning ac~ivities. 

A COMFORTABLE SUPPORTIVE ENVIRONMEtff IS A KEY TO 
SUCCESSFUL LEARNING. 

Th1s principle includes the following concepts: 

a. An atmosphere t~ia.t is open, positive, and 
supportive of the adult's attempts to learn 
enhances learni~g. 

b. A nona.uthoritarian clirrnte, "1i.th mutual 
respect and acceptance of differences, 
facilitates Zearrning. 

o. Phsyical conditions such as seat·ing arrange -
ments,· room temperature, ventilation, and 
lighting influence Zearrning. 
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1. Dr. Art Burrichter 

2. Dr. Mary Grefe 

3. Dr. Roger Heimstra 

4. Dr. Carol Kasworm 

5. Dr. Cl"ester Kelvins 

6. Dr. Alan Knox 

JlRY II 

Professor of Adult Ed. , 
Florida Atlantic University 

President, Arrer ican Association 
of University Wan:n/Post 

Professor of Adult Ed., 
Syracuse University 

Assistant Professor hlult Education 
University of Texas 

Dean of Continuing Education 
City University, IDs Angeles 

Professor of Adult Education 
University of Illinois - Urbana 

7. Dr. Bianca Marguglia Depart:.rrent of Nursing 
University of Hawaii at Mon6a 

8. Dr. Peggy Mezaros Associate Director of Hare Econanics 
Cooperative Extension, Oklahana 
University 

9. Dr. Leonard Nadler Professor of Adult Education 
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State 

Resource for Educators of Mults Syracuse 
University 

10. Dr. Rol::::ert Reisbeck Extension Carmunications Training Sfecialist 
Oklahana State University 

11. Dr. William Rivera Project Director Clearinghouse · of Resource 
far Educators of Adults, Syracuse University 

12. Dr. Den Seaman Professor of Adult Education 
Texas A & M University 
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Nooember 7, 1980 

The School of Occupational and Adult Education at Oklahona State 
University is oonducting an exhaustive research attE!npting to Cl) 
identify the basic principles underlying adult eiucation programs, and 
(2) determine the extent to which that these principles are being 
utilized in a variety of adult learning settings. 

Literature review has now been canpleted by a team to determine the 
repetition of various adult learning principles in research and in the 
recognized literature of the field. The following areas were covered 
in the canprehensive literature review: 

a. Philosophical back.ground of Adult Education 

b. COgnitive Factors in Adult Learning 

c. Psychological factors in Adult Learning 

d. Social/life cycel factors in Adult Learning 

e. Physiological/Envirol'lm9ntal rrethodology for Adults 

f. Teaching/Instructional rrethodology for Adults 

We need your l:'elp to verify and/or refute basic principles we have 
synthesized fran the literature. W:>uld you please review the nine 
statements on the enclosed questionnaire rating each statement as you 
feel apprcpriate? Thank you in advance for your cooperation. 

Sincerely, 

Marie Oberle 
Graduate Student 
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DIRECTIONS: The following questionnaire contains numerous statements about teaching/ 
learning activities for adults. For each statement please indicate how 
often you practice the actior described in the item. If the statement 
does not apply to you, please check the space labeled N/A (not applicable) • 

..,, 
V> ;:o 
0 ,,, 
3: .0 ,,, c:: J> :z -I ,,, r 

l'l'l - :z ::E: :z < 3: -I J> 
PLEASE CHECK APPROPRIATE RESPONSE --... l'l'l ,,, r -< 

> ;:o V> -< V> 

1. Participants are helped to relate new learning to their () () () () () 
prior experiences. 

2. Errors are accepted as a natural part of the learning () () () () () 
process. 

3. Programs are presented which are relevant to the current () () () () () 
problems and needs of the various clientele served. 

4. The many competencies that the participants possess are () () () () 0 
utilized to achieve educational objectives. 

5. Participants are included in making decisions about the () () () () () 
material that will be covered. 

6. An attempt is made to utilize the factors that keep people () () () () () 
participating in program offerings. 

7. Programs are scheduled at locations that provide the () () () () () 
greatest accessibility to as many people as possible. 

8. Participants are helped to identify problems that they () () () () () 
need to solve . 

9. Participants are encouraged to choos.e and use the most () () () () () 
suitable means to accomplish their goals. 

10. The instructor uses subdued colors rather than sharp () () () () () 
contrasts in visual aids. 

11. Instructional objectives are adapted to match the () () () () () 
individual abilities of the participants. 

12. The meeting room is arranged so that it is easy for () () () () () 
participants to interact. 

13. Participants and instructors relate to each other as {) () () () 0 
partners in learning. 

14. Participants are allowed to work at their own rate () () () () () 
regardless of the amount of time it takes them to 
learn a new concept. 

15. Program content is related to problems of everyday 0 () () () () 
living. 
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.,, 
c.n :::0 
0 ,.., 
:::r: .0 ,.., c: ~ :z -I ,.., ,... ,.., .... :z :c 

:z < :::r: -I ~ 

' 
,.., ..,., ,... < 

> :::0 VI -< V> 

16. Participants are helped to diagnose the gaps between () () () () () 
· their goa 1 s and their present 1eve1 of perfonnance. 

17. Learning activities stress the participant's ability to () () () () () 
learn based on memorization. 

18. Methods that foster discussion and interaction among () () () () () 
program participants are used. 

19. learning activities are planned to take into account () (} () () () 
the participant's prior experience. 

20. Resources for further learning are identified and/or () (} () () () 
presented. 

21. Participants are encouraged to see themselves as the best () () () () () 
judges of what they are learning. 

22. Participants are presented with new concepts on a regular 0 () () () () 
basis. 

23. Participants are encouraged to decide how well they are () () () () () 
learning the material. 

24. The instructor presents knowledge and techniques which () () () () () 
the participant can apply i1T111ediately. 

25. Activities are planned that encourage independent {) (} (} () () 
learning. 

26. A time limit is imposed when asking for recall of 0 () (} () () 
information and/or completion of tasks. 

27. The same materials are used for all participants. () () (} () () 

28. Learning activities are organized according to real () () (} {) () 
live experiences. 

29. Participants are encouraged to have input into the (} () () () (} 
various types of programs conducted. 

30. Previously learned infonnation is reviewed before new () () () () () . 
material is presented. 

31. Cultural backgrounds of participants are considered () () () () () 
when planning learning activities. 

32. Competition among participants is encouraged. () (} (} () () 

33. The instructor speaks rapidly when instructing adults. () () () (} () 

34. Participants are helped to develop short-range as well () () (} () () 
as long-range objectives. 

35. Programs are arranged to minimize conflicts with other () () () () () 
activities .in which the target audience may be involved. 
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~ 
en ::0 

~ ...... 
.0 ...... c: ):o 

:z: -4 .,, r-...... - z :E: z < 3: -4 ):o ..... ...... l'T1 r- -< 
> ::0 V> -< V> 

36. Extra time is allowed for the eyes of the participant () {) () () () 
to adapt when visual infonnation is presented. 

37. Different instructional techniques are used depending () {) () () () 
on the material to be taught and the participant's needs. 

38. Questions or co11111ents offered by participants are treated () () () () () 
with importance and given a sincere response. 

39. Adequate lighting is provided in the adult learning () () () () () 
environment. 

40. The learning environment is adapted to the participant's . () () () () () 
physical needs. 

41. A comfortable and supportive environment is provided. () () () () () 

42. An attempt is made to determine what causes people to () () () () () 
attend programs offered. 

43. The program is designed to help people cope with recent (} () () () () 
or expected changes in their lives. 

44. Participants are encouraged to share their experiences () () {) () () 
with others in the group. 

45. Informal counseling of participants is offered where () () () () () 
needed. 

Cor+'IENTS: 



PLEASE PROVIDE THE FOLLOWING INFORMATION: 

(1) Age: under 30 () 30-40 () 41-50 () over 50 () 

(2) Sex: MO F () 

(3) Education Background: 

Degree Area of Specialization 

1. 

2. 

3. 

(4) Years of experience in Cooperative Extension Work: -----

(5) Years of related experience (i.e. vocational agriculture, public school 
teaching, etc.):------

(6) Have you participated in any of the following which helped prepare you for 
teaching adults: 

Workshops ---~ 

In-Service Training ___ _ 

Conferences ----
Courses ___ _ 

Fonna 1 Degree Program ___ _ 
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FRINCIPLES OF ADULT LEARNIN3 

Please categorize each of the folloowing questins into aie of the nine 
principles of Adult Learning . listed ai the separate page. 'Ihese 
principes have been identified fran a exhaustive and carprehensive 
review of the literature. Mark the number of one one principles at the 
left of each of the 45 questions. The · questions will be usedin 
differrent adult learning settings, so asst.me the instructor/student 
nonenclature to be apprcpriate for your particular situation 
(instructor/patient, facilitator/learner, etc.). Please note that so.re 
of the items nay be stated in a manner caitrary to accept principles of 
adult learning. '!he first question has been categorized as an exarcple. 

4 1. 

2. 

3. 

4. 

5. 

6. 

7. 

8. 

9. 

10. 

11. 

12. 

13. 

Students are helped to relate to their prior experiences. 

Errors are accepted as a natural part of the learning 
process. 

Programs are presented which are relevant to the current 
problems and needs of the various clientele served. 

Knowledge and canpetencies that students possess are 
utilized to achieve educational objectives. 

Students are included in rrak.ing decisions about the 
rraterial that will be oovered. 

An attempt is nade utilize the factors that keep students 
participating in offerings. 

Programs are scheduled at locations that provide the 
greatest accessibility to as nany pecple as possible. 

Students are helped to identify problems that they need to 
solve. 

Students are encouraged to choose and use the nost 
suitable ~s to accanplish their goals. 

The instructor uses subdued oolors rather than sharp 
contrasts in visual aids. 

Instructional objectives are adapted to natch the 
individual abilities of the students. 

'!be neeting roan is arranged so that it is easy for 
students to interact. 

Students and instructors relate to each other as partners 
in learning. 



14. 

15. 

_16. 

17. 

18. 
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Students are allowed to work at their own rate regardless 
of the amount of tire it takes them to learn a new 
concept. 

Subject matter is related to problems of everyday living. 

Students are helped to .diagnose the gaps between their 
goals and their present level of performance. 

Learning situations stress the student's ability to learn 
based al rrem::>rization. 

~thoos that foster discussion, involverrent, and class 
interaction are used. 

19. Learning activities are planned to take into account the 
students' prior experiences. 

20. Resources for further learning are indentif ietl and/or 
presented. 

21. 

22. 

23. 

Students are encouragetl to see themselves as the best 
judges of what they are learning. 

Students are presented with new concepts on regular basis. 

Students are encouragetl to decide how well they are 
learning the naterial. 

24. The instructor presents knowledge and techniques which the 
students can apply ilrm:rliately. 

25. 

26. 

Activities are planned that encourage 
learning. 

'Ihe sane naterials are used for all students .. 

independent 

27 • A tif!E lirni t is irrposetl when asking for recall of 
information and/or canpletion of tasks. 

__ 28. 

29. 

Learning activities are organized according to real life 
experiences. 

Students are encouragetl to make input into the various 
types of programs conducted. 

30. Previously learned information is reviewed before new 
material is presented. 

31. 

32. 

33. 

cultural back.grounds of students are considered when 
planning learning activities. 

Ccrnpetition airong students is encouragetl. 

'Ihe instructor speaks rapidly When instructing adults. 



34. 

35. 

36. 

37. 

38. 

102 

Students are helped to develop short-range as . well. as 
long-range objectives. 

Programs are arrange:i to minrnuze oonflicts with other 
activities in which the target atrl.ience rray be involved. 

Extra tirre is allowed for the eyes of the students to 
adapt when visual information is presented. 

Different instructional techniques are use:i depending on 
the rraterial to be taught and the student's needs. 

Questions or camEnts offered by students are treated with 
inpartance and given a sincere response. 

39. Adequate lighting is provide:iin the adult learning 
environrrent. 

40. 'lhe learning envirorurent is adapted to the student' s 
physical needs. 

41. A canfortable and supportive envirorurent is provided. 

42. No attempt is rrade to determine what causes people to 
attend various programs offered. 

43. The program is designed to help pecple cope with recent or 
expected changes in their lives. 

44. Students are encouraged to share their experiences with 
others in the groups. 

45. Informal oounseling of students is offere:i where needed. 
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December 30, 1981 

Dear Co-Worker: 

Extension Ag Engineering 
Room 216 Ag Hall 
Phone:. 405/624-5427 

I am presently involv~d in a study with several other researchers in 
which we are attempting to measure the level of perceived practice of a 
number of educational concepts related to helping adults learn. As you know, 
our county agricultural program is one of the largest and most extensive 
infonnal adult education systems in the state, and I need your assistance 
1n obtaining infonnation related to this program. 

The attached questionnaire is designed to take as little of your time 
as possible and still obtain an indication of the level at which you prac­
tice the different activities. The questionnaire was designed to be used 
with four other organizations besides Cooperative Extension, so .if some of 
the items don't apply to you, so indicate. The infonnation collected will 
be kept confidential and at no time will you be identified in the data 

.reported. 

Your prompt attention to this matter will be greatly appreciated. If 
possible, I would appreciate your response by January 22, 1982. For your 
convenience .. p 1 ease return the questionnaire in the self-addressed, stamped 
envelope. Thank you for your assistance. 

Sincerely, 

~~ 
Joseph F. Gerling 
Extension Safety Specialist 

JFG/djt 

Enclosure 
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January 2a,·19a2 

Dear Co-worker: 

Extension Ag Engineering 
Rm 216 Ag Ha 11 
Phone: 405-624-5427 

A couple of weeks ago you received a questionnaire from me 
concerning the practice of educational activities related to 
helping adults learn. If you have not completed the question­
naire, would you please take a few minutes.from your busy sche­
dule to complete and return it? In case you have missplaced the 
first questionnaire, I have enclosed another, along with a 
stamped self-addressed envelope for your convenience. 

If you have already mailed the questionnaire, please ac­
cept my sincere appreciation for your prompt response. If I 
can be of any assistance to you now or in the future, please let 
me know. 

Thank you for your cooperation and time in this matter. 

Sincerely, 

~F~ 
Ext~nsiqn Safety Specialist 

JFG/jeh 

Enclosure 
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