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The problem. This study was designed to investigate tlie relationship
that exists between particular aspects of comrnuntty college women's selfconcept and self-directedness. It also attempted to identify differences that
may occur by age, and educational attainment. Specifically, the study
investigated the relationship of a measure of each of five self-concept
constructs, as measured by the DOSC, of selected community college
students to self-directedness. Determining any differences between
traditional and non-traditionalage women students may aid in helping
educators provide more responsive learning environments. Additional
information relative to self-concept and self-directedness can aid educators in
understandingthe frame of reference out of which adult women students
attempt to learn. The concern is not merely to identify self-directed learning
behavior in individuals but also to compile information that might aid
educators in assisting women and others on a path to self-directedness in
life.
Procedures. Participants were asked to complete a demographic
sheet , the Oddi Continuing Learning Inventory and the Dimensions of SelfConcept Scale. Data was analyzed by using Pearson Product-Moment
Correlation Coefficients, !-tests and partial correlation analysis. A qualitative
assessment was also completed to glean more in-depth information .
Findinas. Three of the five factors of the DOSC were determined to
have statistical significance with self-directedness indicating the scales might
be useful in aiding educators understanding of students. Older studrnts
scored higher on the self-directedness measure than younger students;
however, a r e s on the self-concept measure showed no significant
differences between the age groups.
Conclusions. The DOSC and OCLl are valid and reliable instruments
for use with adult students. Three factors of the DOSC scale were
significantly correlated with self-directedness, the relationships were
moderate and other variables should also be explored. One factors of the
DOSC resulted statisticaily significant correlations with educational
aspirations; however, the relationship was extremely low and other variables
sho~~ld
be considered.

Recommendations. Several recommendations were made for using
different populations, variables and methodology. The results of this study
investigations of the instruments used.
support f~~rther
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Chapter 1
INTRODUC1-ION

This study was undertaken to evaluate if there were particular aspects of
self-concept that tended to be more strongly associated with self-directedness in
women.
It was Freud's impression (1933) that young men near age 30 were goir~gto
continue to develop, where in women of the same age a creeping rigidity
already foretold a greater limitation of their scope as persons. More current
research of Broverman, Broverman, Clarkson, Rosenkrantz, and Vogel (1970)
on sex role stereotypes and judgments of mental health is widely interpreted to
show mat clinicians still expect greater maturity in men than in women. Our
ideals for personality development in women are unclear, and how women's
lives should be conceptualized is itself a disputed question (Helson, Mitchell, &
Hart, 1985).
Many adult women turn to educational institutions as their choice of

environments in which to develop and grow. Educational institutions can
provide support structures for negotiating life transitions. A significant number
of women find their decision to return to formal education after an interruption
both serious and significant, changing their values, perceptions, and selfconcept (Roach, 1976). The returning woman faces problems that can be
anxiety-producing. Women approach learning with more self-doubt, fear and
alienaQon than men do. Essential prerequisites for women's education are
greater female representation in faculty and building and nurturing of learning
communities (Gallos, 1992). Understanding herself and learning adequate

coping strategies can aid women in their journey toward growth and
deve!opment.
Mature personality development seems to be basic to the management of
anxiety. Individuals with mature personalities use "mnstructive personal
resources to help alleviate the negative effects of anxiety (Laster, 1981, p. 17).
Constructive personal resources include self-esteem and a sense of selfdirectedness or control over one's life.
Self-directed learning has most often been used to describe a form of study
in which people take the primary initiative, with or without the help of others, for
planning, conducting, and evaluating their own learning activities (Knowles,
1975). Self-directed learning is rooted in the psychological position that all

people create the world in which they live (Della-Dora & Elanchard, 1979). In
this context, education consists of people helping each other in manifestingtheir
potential in living.
Krabbe (1983) believes that self-directedness must be the outgrowth of real
education. Continued growth requires continued learning and such growth
involves helping students to become skillfk~liyself-directed in their learning
behavior. Self-direction is the guidance or governing of oneself through courses
of thought and channels of action. Recent works in this area have focused on
the learning process itself (Spear, 1988; Danis & Tremblay, 1987) and on the
characteristics and styles of learners who are self-directed (Chene, 1983; Oddi,
1984; Candy, 1987).
Much of the literature found concerning self-directedness is in the area of
adult education (Houle, 1961;Brockett, f 983; Tough, 1978). As the idea of life
long education develops, self-directedness becomes more important to the

educational goal of helping students to develop the ability and desire to be
continuous learners. It has been suggested that adult self-directedness in
learning has a number of conceptual aspects. In some cases a sociological
perspective has been dominant. Another aspect reflects a pedagogicat
emphasis and a third perspective comes from a psychological concept. Both
the sociological and pedagogical model seem to emphasize the importance of
pedagogical procedures. Actually, each of the previous conceptualizations and
their various manifestations generally ignore the psychologica! process. This is
amazing when learning is basically a psychological event (Long, 1990). The
critical element in self-directed learning is not a sociological variable, nor is it a
pedagogical factor: the main distinction

is a psychological variable. Yet

overzealous interest in self-directedness has placed primary emphasis on
pedagogical aspects of self-directed learning while generally neglecting the
psychological element and an understanding of the psychological aspects of
self-directedness remain inadequate (Long, 1990).
Malcorn Knowles, in the opening chapter of Self-Directed Learnifla. states his
bias; "Self-directed learning is the best way to learn.... Every act of teaching
should have built in it some provisions for helping the learner become more selfdirecting" (1975, p.10). His reasons for this position summarize the advocacy of
self-directedness which appear elsewhere in the literature:
1. There is convincing evidence that people who take the initiative

in learning. . . learn more things. . . and tend to retain and make
use of what they learn better and longer than do reactive learners.

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

3. Many of the new developments in education. . . put a heavy
responsibility on learners to take a good deal of initiative in their
own learning. Students entering into situations without having learned
the skills of self-directed inquiry will experience anxiety, frustration,
and often falure.

4. We are entering into a strange new world in which rapid change will
be the only stable characteristic. . . It is no longer realistic to define
the purpose of education as transmitting what is known. . . The
main purpose of education must now be to develop the skills of
inquiry (pp. 14-15).

Houle (196 1) identified three categories of learners: (a) the goal-oriented,
(b) the activity-oriented, and (c) the learning-oriented. The first of these, the
goal-oriented individual, believes that knowledge should be put to use,
otherwise, why pursue it? This person uses education as a means of
accomplishing clear-cut objectives. Second is the activity-oriented individual
who takes part in education because she or he finds in the process of learning a
meaning which is often not connected with the content. The activity-oriented
individual finds the real joy in teaming to be in parb'cipation. The third group

consists of learning-oriented people who seek knowledge for its own sake. For

this person, education is a constant rather than a continuing activity. For
learners who are self-directed, each educational experience is also an activity

with an objective or goal. All that is necessary is the wisdom and know-how of
selecting the appropriate course of action.
"The desire to learn. . . is not shared equa\ty by everyonen (Howle, 1961, p.
3). Meaningfulness of learning and motivation have long been distinguished as

important to learning; however, the desire to learn seems to be basic to the idea
of self-directedness in learning. If a person has a desire to learn, it seems that

such desire should represent a motivating factor strong enough to continue
learning at a steady pace. As Houle has pointed out, some people seek
knowledge for the sake of knowledge and their desire to learn seems to p e ~ a d e
their very existence.
James McDonald (1967) points out three sources of concern for more
independent learning. First, the American cultural value system ascribes high

worth to the integrity of the individual, equality of opportunity, and the rights of
life, libetfy, and the pursuit of happiness. Secondly, the pragmatic philosophy of
Dewey and Dewey (1915) which emphasizes the importance of problem solving,
reflective thinking, and development of the whole individual has grown in
importance. Finally, findings in psychoanalysis and the mental health area
which show that the effect of emotional states on learning and the social
conditions for mental health, indicate the advisability of more self-directedness
in learning.
Brookfield (1988) asserts that "any act of self-directed learning must be seen
as a complex configuration of differing domains, forms and methods: Most
efforts we undertake to explore an area of knowledge, to acquire certain skills,

to become more insightful, involve us in a complicated and dynamic
interconnection of reflection, action, individually planned activities, self-directed
decisions, decisions arrived at collaborativety, decisions imposed upon us from
within and so on" (p. 17). Therefore, in his opinion, no act of learning can be
described as fully self-directing.
There has been less focus in the research literature on self-direction in
learning as a personal characteristic of the learner. The assumption underlying
much of this work is that learning in adulthood means becoming more selfdirected and autonomous (Knowles, 1980; Chene, 1983). Chene (1983) offers
three elements that characterize an autonomous or self-directed learner:
independence, the ability to make choices, and the capacity to articulate the
norms and the limits of a learning activity. The notion of readiness and the
concept of autonomy have been studied and discussed most often in the
professional literature on setf-directedness as a personal attribute. As this
strand of research is fairly recent, there is a need to increase research efforts in
this arena. We need to isolate and define more clearly the variables that
appear to assist a person to be more self-directed in his or her learning--from
seemingly simple demographic variables such as age, socioeconomic status,
and occupation to more complex concepts like autonomy, life satisfacaon, or
self-concept.
In very broad terms, self-concept is a person's perception of hidherself. Most
definitions lirrk this construct to achievement, and there is empirical evidence to
support this theoretical linkage (Brookover,LePere, Hamachek, Thomas, & Erickson,
1966 and Torschen, 1964). The perceptions people have of themselves do not stop
with description alone. Each individual has developed a large number of separate

percepaons called concepts of seIfwhich are regarded as part of the individual, or
characteristic, or of his being (Combs & Snygg, 1959, p. 124). A feature of selfconcept is that it is differentiable from the other constructs with which it is theoretically
related and it Is possible to indicate the direction one could take in specifying how selfconcept is differentiable from, and related to,other constructs. Therefore, the more
closely self-concept is linked with specific situations, the closer is the relationship
between self-concept and behavior in the situation (Shaveison, Hubner & Stanton,
1976). Self-concept, then, whether used as an outcome itself or as a moderator
variable that helps explain outcomes, is a critical variable in education and in
educational evaluation and research (Shaveison e t al., 1976).
The universrty is distinguished from the kindergarten chiefly by the difference
in the maturity of the student, and adult education is distinguished in the same
way from the schooling provided to children and youth. The study of the
individual has been accepted as an important starting-point at the earlier levels
of education. The theory and practice of adult education will not progress very
far until they are based on an understanding of how mature people approach
the tasks and opportunities of adulthood. The organized field of adult education
is fragmented into groups built around institutions, processes, and special
approaches; it can gain coherence and unified strength only on the basis of
common themes, one of the most significant of which is the nature of the learner
(Houle, 1961, p. 81).
As higher education becomes more universal, it also must become more

diversified, rewarding, and enhancing a greater variety of human talents and
attainments, and offering wider avenues for the development of expression,
insight, and knowledge. Academic grades may predict academic grades;

scholastic aptitude tests may predict scholastic performance. But neither has
much relationship to anything else-not creativity, not inventiveness, not
leadership, not compassion, not goad citizenship, not personal or social
maturity, not mental health, not vocational success, not honest workmanship.
Yet are we not concerned with these things too? And do they not have
profound implications for the selection of students and for the very process of
education itself (Pace, 1966, pp. 96,97)?

Statement of the Problem and Purpose
The self-directed learner has long been recognized as the humanistic ideal,
the self-actualized person (Kasworm, 1988). The basis for self-directed learning
comes from the philosophical position that no one can "know" what is "right" for
anyone else. It can become evident that there are possible educational
situations which are more suitable for some students than for others. As in most
areas of ducation, problems exist in identifying and assisting students in the
most effective learning environment or situation. Philosophically, self-directed
learners are expected to be strongly motivated toward learning. Part of the
motivation and capacity to be self-directed results from the gratification of such
basic needs as self-respect and self-esteem [Della-Dora & Blanchard, 1979).
Abraham Maslow's theory suggests that self-directdness includes both the
intrinsic determinants of behavior and the extrinsic determinant^ (Goble, 1970).

Carl Rogers (1969) outlined methods for facilitating self-reliant learning.
Rogers says that there are practical ways of dealing with students which
stimulate and facilitate significant and self-reliant learning. There will be lime
learning ifstudents behave in a passive manner. It seems clear that when

students perceive that they can follow their own goals, they will invest more of
themselves in their efforts, work harder, and retain and use more of what they
have learned.
Since individual needs continually change, learning needs contirrue to grow
with development. As new needs arise, new motivations for learning should
also be present. Teachers, counselors, students, adult learners, and parents
need to become more fully aware of characteristics for self-directedness in
learning. En doing so they move toward creating conditions which make fulfilled
lives an increasing possibility for every individual.
Both self-am~alizationand intrinsic motivation views share a common
assumption: The salient feature of ongoing involvement in learning activities
lies in the learner's personality. With few exceptions, however, recent literature
has not focused on the personality attributes which enhance an individual's
desire to continue learning.
Despite repeated assertions about the importance of psychological
attributes for self-directed learning, the literature does not provide a systematic
study of the self-directed learner's personality separate from the ability to
engage in a self-instructional process. Knox (1973) states that the goal of
education in general is to produce an ""inner-directed,' self-operating ieamef (p.
47). Gibbons et al. (1980) identifies higher level psychological needs as the

source of self-directed learning behavior, and Houle (1961) illustrates the
essence of self-directed learning as an attribute of personality in his description
of continuing learners who 'approach life with an air of openness and an
inquiring mindn(p. 3).

Brucketi(1983) emphasizes that self-directed learning must be viewed with a
lifelong learning perspective, while Cheren (1983) states that there is a wholeperson aspect to self-directed learning. Similarly, Bergevin (1967) identifies a
major purpose of adult education as helping adults "achieve a degree of
happiness and meaning in life" (p. 30).
indeed, there is evidence to suggest that perceptions of psychosocial wellbeing might be linked with levels of prior educational attainment (Leonard, 1981-

82) and participating in continuing education (Sternberg, 1976). These
criticisms can be met by moving beyond the focus on self-directed learning as a
set of activities in a self-instructionalprocess to a study of the motivational,
cognitive, and affective characteristics or personalities of self-directed learners
(Oddi, 1987). Linking self-directed learning and the personality of !earners
offers several advantages:
(a) The relationship could be studied regardless of the mode of learning
preferred; (b) since psychological attributes tend to persist within an individual,
such a linking could offer a relatively stable indicator of the relationship; and (c)
the linkirlg of self-directed learning and personality could provide a more
comprehensive framework within which various other aspects of seffdirectedness could be studied and interrelated.
The self-concept research and the research in self-directedness have been
the focus of many investigations; however, there are few studies which have
investigated both variables, self-concept and self-directedness, in the same
context. Educators traditionally discover themselves at transition points in
students' lives, regardless of student age or curriculum. Additional information
relahe to self-concept can aid educators in understanding the frame of

reference out of which adult women students attempt to team. The concern
should be not merely to identify self-directed learning behavior in individuals but
also to compile information that wilt assist educators in properly assisting
students and other individuals on a path to self-directedness in learning.
Self-esteem, which has been defined as one's evaluation of the self, has
been shown to be positively associated with educational aspirations in
community college students (Kay & Felker, 1975; Prager 8 Freeman, 1979;
Wingate, 1979). The findings of a positive relationship between educational
aspirations and self-esteem may suggest that further understanding of factors
associated with self-esteem in community college students could result in mote
effective programs designed to prevent attrition. Enhancement of self-concept
may be a way to increase their educational aspirations, because students
operating from a base of increased self-worth might be more likely to set goals
that reflect their aptitudes (Prager, 1983).
Richardson and King (1991) argue that a primary educational objective
should be enhancing the academic integration of women in a supportive
environment in which interpersonal understanding can be improved for all.
The major focus of research on women, sex, and gender in community
colleges has been limited and bifocal in nature. It has sought to compare
women and men or to describe programs designed to help women overcome
their unequal status. few studies have identified and described "women
worthies," taken consensus, or examined women's experiences in and of
themselves (Twombly, 1993). Few studies have been done on women's
learning in higher education and there is an extreme need for more research.
Finally, adult learning theory and feminist theory support the proposition that

adult women may have distinctive needs and preferences as learners (Hayes &
Flannery, 1995).
Therefore, this study was designed to investigate the relationship that may

exist between particular aspects of community college women's self-concept
and self-directedness. It also attempted to identify differences that occur by
age, and educational attainment. Specifically, the study investigates the
relationship of a measure of each of five self-concept constructs of academic

self concept of selected community college students to self-directedness. The
constructs are ththe students' level of aspiration, level of anxiety, academic
interest and satisfaction, leadership and initiative, and identification vs.
alienation. These constructs will be assessed by scales in the Dimensions of
Self-Concept (DOSC), Form H, developed by Michael, Smith, and Michael
(1989) and described in a manual by Michael, Smith, and Michael ( I 989).
Determining the differences, if any, between traditional and non-traditional age
women students should aid in helping educators provide more responsive
learning environments.

Defirrition of Variables
Independent variables
There are seven independent variables in this research project. Five of the
independent variables are the sub-scales from the Dimensions of Self-concept
Scale including: (a) anxiety, (b) levels of aspiration, (c) academic interest and
satisfaction, (d) leadership and initiative, and (d) identification vs. alienation.
The sixth independent variable is age and the seventh independent variable is
educational aspiration.

Dewndent variables
The dependent variables are the scores of students in the measurement of
self-directedness. These scores will be assessed by the individual answers on

the OCLI.
Objectives of the Study
The objectives of the study are to (a) investigate the relationship between
self-direetedness and self-concept, (b) to investigate the association of age with
self-directednessand self-concept, and (c) to investigate any association of
educational attainment with self-directedness and self-concept

Hypotheses
1.

There would be a significant relationship between the Dimension of
Self-concept item scores and the total positive raw score of the Oddi
Continuing Learning Inventory.

The followina subhypotheses are based on the above hvpothesis:
1.

There would be a significant correlation between anxiety and
self-directedness.

2.

There would be a significant correlation between levels of
aspiration and self-directedness.

3.

There would be a significant association between academic
interest and satisfaction and self-directedness.

4.

There would be a significant association between leadership and
initiative and self-directedness.

5.

There would be a significant difference between identification
verses alienation and self-directedness.

2.

The mean total positive raw score of the OCLl for traditional students will
differ significantly from that of nontraditional students.

3.

The mean total positive raw scores of the DOSC scales for traditional
students will differ significantly from that of nontraditional students.

4.

There would be a significant association between educational
atiainment and self-concept scores.

5.

There would be a significant correlation between educational
attainment and self-directedness scores.

Significance of the Study
The significant benefits in the results of this study could include the following:

1. It could provide improved knowledge of parameters of

successful learning of adults, specifically women in higher
education.

2. It could provide more information about the OCLI. This is the

only instrument presently developed to describe personality
characteristics and identify self-directed continuing learners.

3. In comparing age and educational attainment with self-

directedness, information coilld be identified in terms of
future educational planning and research.

4. investigating self-concept characteristics of a selected

sample of community college students could contribute
to efforts of those involved in the development and defivery
of educational services and personal growth opportunities for
students.

Definitions of Terms
Adult learning:
Adult learning refers to the process of information acquired during
adulthood made by individuals depending on needs, interests,
skills, and resources available (Heimstra, 1978, p. 6).
Non-traditionalstudent:
Adult students are described as students age 25 and above which is a
common definition in the adult education literature. Twenty
five has been designated as the chronological age used to separate
adult students from students who enter and complete college
immediately after graduating from high school (Eldred, 1977, p. 1 ;
Hayes & Flannery, 1995).

Defined as denoting one's attitudes, feelings, perceptions, and
evaluations about oneself as an object (Weltha, 1969, p.8).

A central theme in Rogers' and other humanist views, this refers
to individualsaoverall perceptions of their abilities, behavior, and
personality.
Self-directed learning:

In its broadest meaning, self-directed learning describes a process
in which individuals take the initiative, with or without the hetp of
others, in diagnosing their learning needs, formulating goals,

idenwing human and material resources for learning, choosing
and implementing appropriate learning strategies, and evaluating
learning outcomes (Knowles, 1975, p. 18). Used synomo~~sly
with
autonomol~slearning (Frank, Pirsch, &Wright, 1990).

Assumptions
The following assumptions were made with respect to this study:
1. Self-concepts of individuals can be measured

2. The persons responding to the instruments gave accurate and
honest self-reports.

Limitations of the S t ~ ~ d y
1. The sample is limited to undergraduate women students

enrolled at Des Moines Area Community College.

2. The study is exploratory in nature.

3. Due to the fact that subjects were selected from a population at
Des Moines Area Community College, the resutts may not be
generalizable beyond community college students.

Chapter 2
REVIEW OF RELATED LITERATURE

Introduction
"Education is what survives when what was learnt' has been forgottenn
(B.F. Skinner)
Developments that yesterday were in the realm of science fiction are now
taken for granted. Throughout these bewildering events, however, one thing
seems to have remained more or less constant: the limitations of individual's
capacity to cope with change. In this chapter, the many integral components of
self-directedness and self-concept are explored, as welt as looking at
perspectives of adult development and the development of adult women.
Women comprise the fastest-growing segment of the lifelong learning
movement. As early as 1961, Wise recognized the increasing number of
mature women students and obsenred, "Study of the college student indicates
that the group which is increasing most rapidly in proportion to the total student
population of American colleges and universities is women over the age of 30"
(p. 705). One of the most significant trends in the United Stales in recent years

is the increased number of women who are achieving higher levels of education.
General1y, the concept that education has an important influence on women's
lives has been supported and LeFevre (1972) contends that women who
attended school tended to be more self-confident and autonomous than nonattendees.

While significant differences were found between women of varying
educational levels on measures of control over one's life, hostility, and attitudes
toward women's autonomy, generally, the finding indicate that education sercles
to benefit women's mental well-being. Not only will their education afford career
opportunities, it will provide opportunities of mental well-being and can assist
women as a means to develop their autonomy and control over their own tives
(Martin 8 Light, 1984).
Self-direction has become the accomplice of many educational schemes. It
has been, and is, recruited by behaviorists and humanists, idealists and
pragmatists, radicals and consewatives, positivists and constructivists. A
versatile concept, it has been coopted to every purpose that adult educators
pursue. The consequence of this has been that the literature on seff-direction is
extensive, but also confusing. The tack of internal consistency precludes the
possibility of developing a coherent theory of selfdirection, or even of selfdirected learners, from within the literature itself (Candy, 1991).
Theorists have defined self-directedness in various ways, some focusing on
achieving behavioral outeornes, others on making choices, and still others on
cognitive processes. This has led investigators to operationalize selfdirectedness in a variety of ways. Even the construct has been called many
differentthings including, control, choice, decision freedom, agency, mastery,
self-efficacy, and self-determination (Rodin, Schooler, Schaie & Warner, 1990).
From the perspective of the individual, seff-directionand autonomy are the
same, autonomy being defined as 'self-directing freedom' (Webster's Ninth New
Collegiate Dictionary, 1985) or being "controlled from within' (Webster's New
International Dictionary, 1961).

It has been asserted that creating "self-directedlearners" will improve the
quality of democratic participation, and ~~ttimately
the quality of life, because
self-directing learners must inevitably become more self-determining citizens
(Candy, 1991).
Self-direction is not so much a method of teaching as a characteristic of
learners. In fact, self-directednessis increasingly viewed not simply as an
attribute, but as a quality that may be present in varying degrees. Self-direction
is applied to people--as a personal attribute or characteristie-as well as to the
learning situation. Long (1989) suggests that "adult self-directed learning has a
number of conceptual dimensions,' including sociological, pedagogical, and
psychological elements. Long also believes that we have paid the least
attention in our work to the dimension he views as the most critical in selfdirectedness: the psychological dimension.

The premise of viewing self-directedness in learning as a personality
construct shows promise. Oddi (1984,1986) has made a significant
contribution in this arena. Her conceptual framework moves us from looking at
self-directedness as a mode of instruction to looking at the concept as an
attribute of personality which motivates the individual to continue learning
through any number of methodologies (Caffarella $I 0'Donnell, 1987).
There has been less fmus in the research literature on self-directedness in
learning as a personal characteristic of the individual. When it has been
discussed as a personal attribute, the concept of autonomy has been the central
focus. According to Chene (19831, autonomy is a structure which makes
possible the appropriation of learning by the learner. Heath (1980) saw
autonomy occurring in healthy, growing adults who become more self-

regulating, more in control of themselves, and more independent of the
expectations and control of others (McBride, 1990). As this strand of research
is fairly recent, there is a need to increase research in this area. This means
defining more clearly those variables which appear to assist adults in becoming
more self-directed (Merriam, 1991).
To understand self-directednessas a personal attribute, we need to isolate
the variables that appear to assist individuals to be more selfdirecting from
demographic variables such as age and socioeconomic status to more complex
concepts like motivation, self-concept, and autonomy.

Related Research on Self-Directedness
Definitions of self-directed learning in the literature are frequently confusing,
overlapping in some respects and subtly differing in others. The lack of a
comprehensive, unified conception of and disagreement about the practices and
values related to setf-directedness has been the concern of numerous authors
for more than a decade f Brockett, 1983; Brookfield, 1984; Houle, 1984; Griffin,
1978).

Kasworm (1988), perhaps, most clearly articulates the ambiguity
surrounding self-directed learning when she notes that self-directed learning is
conceived as a 'ket of generic, finite behaviors; as a belief system reflecting and
evolving from a process of self-initiated learning activity; or as an ideal state of
the mature self-actualized learner" (p.1).
Considerable writing and research about adult education, self-concept, and
self-directedness in learning has been carried out during the past several years.

In today's society, with its rapid technological and social growth and change,
occupational obsolescence, and changes in lifestyles and value systems,
lifelong learning is required (Heirnstra, 1976). The wortd we live in demands
self-starting, self-directing citizens capable of independent action. The world is
changing so fast we cannot hope to teach each person what helshe will need to
know in twenty years. Our only hope to meet the demands of the future is the
production of intelligent, independent people* (Combs, t 972, p. 59).
It would appear that one of the primary tasks of adu!t education is to develop

and to permit the exercise both of individuality (Hostler, 1981) and autonomy:
"While the fostering of mental autonomy is an important objective in the
education of children, it is of special importance in the education of adults. In
deeming someone to be an 'adult,' we are ascribing to him various rights and
responsibilities in virtue of certain distinctive moral and personal qualities which
we presume her to have. . . the qualities of impartiality, objectivity and balance,
at least in some minimum degree, and the ability to draw on their experience
with some measure of sense and skill. . . The project of fostering mental

autonomy is the project of helping adults to be adult* (Paterson, 1974,pp. 120121). Sacks and Einstein (1979) defined psychological autonomy in women as

believing in one's ability and taking steps toward fulfilling goals along with a
feeling of power.
As the need and demand for lifelong, continuous learning opportunities
increase, skills and abilities to pursue learning must be more fully developed.
Proponents of lifelong education further assume that a shift in emphasis from
the prowision of external resources to the development of people's inner
capacities to learn will have to be made. The focus of education--elementary,

secondary, and postsecondary--has been narrowed decade by decade. The
commitment to education as a training in character has vanished. And, despite
the tip senrice paid to the ideal of creating a spirit of inquiry, education is
increasingly directed toward teaching students not how to inquire but rather how
to digest the results of other people's inquiry (Cohen, 1993). It has become
commonplace to stress the importance of 'self-directedness' in learning as
central to lifelong education, wherever it occurs.
Self-directedness is presumed to be good, something to be fostered in old
and young learners (Joblin, 1988). In spite oi the value of self-directednessof
learning, much of the instruction in educational institutions is still authoritarian,
fostering dependent and a habit of other-directed learning.
In adi~lteducation, one assumes that a person is a self-directingorganism
with initiative, intentions, choices, freedom, energy and responsibility (Tough,
1978). Education in America has been changing. The factors that have
influenced these changes were summarized by Heimstra (1976) and these
factors continue to influence changes occurring in today's educational systems.
Three major forces have acted in concert to help create
the interest in, and need for, lifelong learning. The first of
these can be described simply as the rapldity and constancy
of change. . . societal and technological change. . . . Thus,
continuous change requires continuous learning.
A second major force, one certainly related to the first, is
the continuous march by many adults toward occupational
obsolesce. . . . Consequently, adults frequently must turn to
educational instiutions just to maintain or regain competence.
The third force. . .deals with the change in lifestyles or value
systems affecting so many people. . . . However, to enhance the

development of people's potential, it is suggested that many of
basic attitudes and skills possessed by educators toward learners
and the learning process must change. The idea of dispensing
preestablished knowledge to a vacuum in the form of a student
will need to be supplemented by, and in many instances exchanged
for, a cooperative relationship between the learner and teacher in
a mutual process of problem-solving,self-discovery, and just plain
learning how to learn. (pp. 7-9)

Very few learning endeavors are entirely self-directed, but depend instead on
individual motives and interests shaped and modified through interaction with
other people. Thus, self-directed learning, like personal autonomy, is nearly
always a "matter of degree" (Candy, 1991). Research would suggest that if
aduk are to be committed to lifelong education and learning, their capacity and
need to be self-directed must be a significant part of the educational activity
(Joblin, 1988).
First, from an individualist perspective, one might argue that all people, live
and learn in a self-directedway bemuse people exist as separate beings.
Everyone perceives and organizes their skills in an independent and
individualistic fashion. Empirical evidence would support such a claim. Adults
can be committed to and preoccupied with certain self-chosen activities.
In a similar vein, but from an opposite pe

ve, some adults are very

dependent and in need of much direction, there are many individuals who are
adults chronologically, but who are much more passive than active in character.
They appear to be easily influenced by others, seem to take very I'Me initiative
in giving direction in both their personal and political realms. They are inclined

to behave in anything but a self-directed way in many areas of their lives (Joblin,
1988).

Selfdirectedness, then, cannot be assumed to be, as Knowtes implies a
"natural" human characteristic. His reference to this trait as a process of
"natural maturationu(Knowles,1984) needs to be challenged on these grounds.
Self-directedness would appear to need to be encouraged and nurtured by the
culture or group which one is part of. It will not just happen naturally [Joblin,
1988). The potential which adults possess to be self-directing should never be
lost sight of in the theory and practice of educating adults.
From an individuatistic perspective, then, it seems essential to be aware
that, while there will be many times when certain adults will display very passive
and apathetic characteristics, self-directedness is a goa! worth pursuing
because such a goal affirms the worth, significance, and potential of each and
every human being. Feelings of control may generate generalized positive
affect, a sense of predictability and stability in one's life situation, and a
recognition of self-worth. These positive psychological states are presumed to
be facilitative because they result in increased motivation to care for oneself
One problem may be that education is not yet perwived as a lifelong
process, so that we are still taught in our youth or~lywhat we ought to know then
and not how to keep finding out. One mission bf adult education, then, can be
stated positively as helping individuals to develop the attitude that learning is a
lifelong process and to acquire the skitls of self-directed learning (Knowles,
1980).

Cropley (t976), discusses learning throughout the life span and says
learning is not restricted to a narrow process of acquiring knowiedge; rather, it is

concerned with motivation and personal growth in the cognitive, affective,
ethical, and aesthetic domains. A unified concept of self-directed learning is
enhanced, therefore, by considering a broad conception which focuses on an
individual" motivation to pursue learning throughout the life span rather than on
the ability of an individual to engage in episodes of self-instruction. While selfdirected learning in adults is considered primarily a process of self-instruction,
this conception is inadequate because it fails to account for persistence in
learning. This inadequacy, however, can be addressed by studying selfdirected learning as it relates to the learner's personality (Oddi, 1987).
While it may be stimulating and provocative to subscribe to the idea that
self-directedness is a function of external conditions, such as the physical
isolation of the learner or the degree to which an instructor yields authority, such
ideas deal more with pedagogy than psychology. Emphasis on pedagogical
procedures to the neglect of psychological process is a dead-end approach to

studying self-direction in learning. Pedagogical procedures whether imposed by
a teacher or freely chosen by the learner remain pedagogical or "teaching"
activities. Hence we have other-teaching or perhaps self-teaching but not selflearning. Self-directed learning occurs only when the learner primarily controls

the learning process. The degree of control over the pedagogical procedure is a
secondary consideration (Long, 1989).
According to Piaget (I972) human thought includes "inborn unconsciousness
of thought itself" (p. 144). Yet as human beings mature they develop a remedy
for the inborn natural tendency of thought to operate unconsciously. Reflection
is one of the control processes in achieving this ideal. In contrast to the inborn

unconscious thought, reflective abstraction is an explicit act designed to create
meaning and understanding.
It has been noted that psychological control is both necessary and sufficient
for an activity to be described as self-directed learning. The literature also
points out that the idea of psychological control is reflected, somewhat
imperfectly, but acceptably by Garrison's concept of control and Rich's (1986)
idea of freedom to. Following Rich's ideas, we may be guitty of providing
"freedom from'"(conceived as an absence of restraint or coercion so that any
restrictions on the individual would be an abrogation of individual freedom)
rather than "freedom tou(holds that one is not fully free to do something without
the abilrly to perform an act). But in order to increase "freedom to" (greater
independence and autonomy), it is necessary to enhance "freedom from" by
reducing and, if possible, eliminating conditioning and indoctrination. Both
processes bypass reflective thinking. And if the individual is to move from
dependence to independence, it will be necessary to learn reflective thinking
and arrive at one's own judgments and decisions (Rich, 1986). Rich appears to
be suggesting that psychological control is nurtured in educational settings that
emphasize "freedom tom.
Dewey and Tuns (1936) also provide discussion of freedom. They imply that
the development of self depends upon an individual's freedom. mey note:
As far as a person becomes a different self or character he
develops different desires and choices. Freedom in the practical
sense develops when one is aware of this possibility and takes
an interest in converting it into a reality. Potentiality of freedom
is a native gift or part of our constitution in that we have
capacity for growth and for being actively concerned in the process

and the direction it takes. Actual or positive freedom is not a native
gift or endowment but is acquired. ( p. 340)
Thus, Dewey and Tufts seem to say that freedom is a behavioral process that
develops through practice. There is little doubt that they consider the process to
have psychological origins (Long, 1990).
When self-directed learning is scanned through what might be referred to as
one's philosophy of adult education, various theoretical perspectives seem to
guide the research. Mezirow (1985), for example, suggests that self-reflective
learning is essential to adults and that critical reflectivity is an integral
component of learning. Brookfield (1985) calls on educators to clearly
distinguish behveen techniques of self direction, and the internat change in
consciousness that rr~ightbe referred to as self-directed learning. These two
authors, in calling for internal consideration appear to be speaking from an
humanistic or existentialist perspective.
In the past decade there has accumulated a body of research investigating
the relationship of adult self-directedness in learning to various psychosocial
variables (Caffarella & O'Donnell, 1987). Within these studies there is a subset
that suggests a relationship between adult self-direction in learning and
psychologicalwelt-being, where psychologicalwell-being is taken to mean a
global construct incorporating such concepts as self-esteem, cseatiwity,
perceived health, and life satisfaction among others. Rtis conceptualization of
psychologicalwell-being is based on Johoda's (1958) classical review of the
nature of psychological heam:
1. Attitudes toward oneself (e.g., self-concept, self-esteem, selfrespect, self-acceptance).

2. Growth, development, and self-actualization (e.g., creativity
spontaneity, openness to change and learning, acceptance
of others).

3, Batance of personality (e.g., resilience, flexibility, tolerance of risk).
4. Inner-directedness(e.g., autonomy, independence).

5. Realistic view of world [e-g., correct perception of self, correct
perception of others).
6. Successful mastery of environment (e.g., competence in work,
adequacy in social interactions, ability to solve problems, lifesatisfaction).
Reviews of self-directed learning have been written (Brookfield, t 984;
Caflerella & O'Donnell, 1987; Mocker & Spear, 1982) but none have addressed,
specifically, the relationship between adult self-direction in learning and
psychologicalwell-being (McCune & Garcia, 1989).

Dill, Crowston, and Elton (I 965) argue that "the ultimate goal of education
must be to shift to the individual the burden of pursuing fiis own educationn(p.

120). Knowles agrees and states (1975):
The important implication for the adult education practice is
the fact that learning is an internal process in that those methods
and techniques which involve the indaNidualmost deeply in selfdirected inquiry will produce the greatest learning. In fact, the
main thrust of modern adult educational technology is in the direction
of inventing techniques for involving adults in ever-deeper processes
of self-diagnosis of their own needs for continued learning . . .. (p. 51).

Some evidence exists that a small minority of individuals cannot function
effectively in situations requiring a large amount of self-directedness. Carlow
(1967)reports that students who are submissive and have lowered conceptual
level scores tend to do poorly using discovery approaches. Cronbach (1967)
warns that "students who are anxiously dependent may be paralyzed by
demands for self-reliancen(p. 90). However, for the majority of persons, greater
self-direction appears to enhance retention of knowledge, transfer of knowledge,
and interest in continued learning, among other benefits (Bruner, 1961).
Davidson (1976) conducted research on learning patterns of educationally
disadvantaged, low income young mothers who headed households. "The low
income mothers saw themselves as self-directing, responding to respect . . .
and can be helped to diagnose their needs and to plan, conduct, and evaluate
their own learning".
Neugarten's stages of adult development (1975) indicate that the
chronological age of adults coincides with their moving from an outward
direction to an inner-directedness. According to Neugarten, as individuals grow
older, they become more self-directed.
Brodrick (1974) investigated the effects of self-directednessin teaming
practices on the English achievement and attitudes of community college
students in Nebraska and Iowa. The study concluded that self-directed students
spend a larger percentage of their learning time on the problems of life which
confronted them than did conventional students and efficiency of reported study
time favored the self-directed student.
A paper by Miller, Kohn and Schooter (1985), found that educational self-

direction affects non-cognitive asp-

of personality as well as cognitive

personality aspects. The paper goes on to state that non-cognitive aspects of
personality play an important role in how educator's contribute to students'
intellectual development. Educational self-directionleads to more effective
intellectual performance in part because it leads to a self-directed orientation
and mitigates distress, as well as because of its role in cognitive training.
Dewey appears to have been right in thinking that the bi~ilgingof "character" is
central to the education process.

Related Research on Self-Concept
Educators have suggested with increasing frequency that enhancing the selfconcept should be the prime aim of schooling in itself. Thus, self-concept is

viewed not only as an object of educational inquiry but also as a vital outcome in
its own right (Taylor & Michael, 1981). There seems to exist in the literature a

continual recurrence of certain assumptions regarding the self. Most self
theoreticians view the self basically as a person's attitudes and feelings about
oneself. These attitudes and feelings, reflecting the individual's interpretation of
all their experiences, are fused into a core which serves as the individual's
frame of reference from which they evaluates themselves and their cognitive
field (Sadgett, t 968).
Academic self-concept has been viewed by numerous investigators as an
important facet of general self-concept (Shavelson, Hubner, & Stanton, 1976).
The relative importance of academic self-concept to the overall affective status
of an individual is dependent in pafl on situation and environmental variables.
An individual in a school setting is more likely to demonstrate a greater concern

with academic self-concept that with physical self-concept (Reynolds. Ramirez,
Magrina, & Allen, 1980).
In reference to education, two humanistic psychologists stand out: Carl
Rogers (1902-1987) who is known for his student-centered approach, and
Abraham Maslow (1908-1970) who is known for his views on self-actualization
and humanistic education. A close study of their humanistic paradigm and the
problems in education they addressed is still as meaningful as it was decades
ago. Maslow mapped out a comprehensive and compelling vision of people as
being self-ect~~alized
beings, striving toward health, individual identity and
integrity, and autonomy. He based his early studies on a survey of people who
he deemed to be "self-actualizers," and identified characteristics that they all

seemed to have in common. These attributes included acceptance of others;
frest~nessof perception; autonomy and independence; creativity; genuineness
in relationships; positive self-concern and involvement in a cause outside of
themseives" (1971, p. 43).

This vision of people has many aspects in common with the archetype of the
self-directed individuat, and humanistic psychology has informed much of
educational practice. Carl Rogers, for instance, a contemporary OF Maslow,
adopted a similar position, although he concentrated instead on the role of the
therapist or, in the teaching situation, of the educator. In Roger's view, the
optimal relationship would be a client-centeredone, with the educator or
therapist adopting a nonjudgmental, facilitative role to assist the client or learner
achieve self-fulfillment or self-actualization. The goal of education must be to
develop a society in which people can live more comfortably with change than
with rigidity. Educators must be able both to consewe and convey essential

knowledge and values of the past, and to eagerly welcome innovations which
are necessary to prepare for an unknown future. A way must be found to
develop, within the educational system as a whole, and in each component, a
climate conducive to personal growth, a climate in which students are nourished
and expressed rather than stifled. A way must be found to develop a climate in
the system in which the focus is not upon teaching, but on the facilitation of selfdirection in learning (Rogers, 1969). Like Maslow, Rogers believed that people
are born with a natural tendency toward growth, exploration, and higher
achievement. The premise of this is that educators need to intervene as little as
possible in a person's natural development (Candy, 1991).
The idea of helping people to grow and reach their potential captures the
imagination of many educators. Clearly, both Masfow and Rogers have been
influential in shaping the thinking of adult educators (Brookfield, 1985, p. 19).
Principles korn humanistic philosophy and psychology have permeated the field
of adult education. The notion of growth, development, and change is integral
to much of the psychological literature on adult development.
It is evident, therefore, that self-d'lrectedness in learning draws much of its
support kom the same philosophical base as humanistic education, and
moreover that it is based at least partly on similar tenets. It is suggested that
the continuous deterioration of American education ensues in part from its
failure to address Rogers and Maslow's humanistic concerns (DeCarvalho,
1991). Instead of educating the whole person and facilitating personal growth,

educators rather train students in skills that make them efficient and adjusted to
a technological society which, although unrecognized, is in itself also a value.
Rogers and Maslow thought that the ultimate goal of education was to facilitate

fulfillment of the student's full potential and concluded that it is important that
the educational system induces students to explore their organismic potential
and, by forming an alliance with it, properly train them in their self-chosen
profession or schotarly field (Rogers, 1961). An educational system based on

these principles, they argued, will turn out much more creative people
(DeCarvalho, 1991).
John Dewey's identification of development as the overarching aim of
education meant that schools and the process of teaching should be concerned
with the whole person and foster emotional as well as intelfectual growth. The

education profession, after briefly flirting in the early 1970's with humanistic
approaches to education (Rogers, 1!369), has by and large limited itself to
issues of academic attainment, leaving personal and emotional growth to mental
health professionals or to outside influences such as the family (Nucci &

tee, 1993).
Although two decades old, Maslow and Rogers' humanistic message is still
valid for the 1990's. The s u m s of any educational system depends on its
abil'ky to involve students in the process of learning and perceive meaning in the
acquisition of knowledge. Without the student's wonder, curiosity and personal
need to learn, good teachers and well-funded schools will fail (DeCarvalho,
1993). Alberta Education (1991) acknowledges that it is not possible to teach
students without integrating all the domains, that students learn by integrating
content with process, and that educational institutions play a significslnt role in
teaching affective education.
Bonnie Cook-Freeman(1980) makes the point that schools exist to presenre

the status quo, not to change society, and characterizes the entire U.S.

educational structure as coloniai in its impact on women. The cumulative effect
of girls' inhibition in learning opportunities has historically been the general
exclusion of women from a significant power resource, that of access to
specialized information. Ambivalence about power, self-expression, and
achievement for most women is expressed not in the masochistic extremes of
an abusive context, but rather in a life pattern of noncommittal, uncertain starts,
indecision, and faiiure. For most women, the inability to carry out a goaloriented program is not so much the result of poor planning or ignorance of
economic reality, as an indication of low self-esteem, an identity of deserved
powerlessness. Lack of confidence is the barrier to accomplishment which
haunts nearly all women (Brandenberg, 1974; Abbott, 1986).
Beane (I 985) describes the affective domain as that area of human nature
and conduct that deals with emotions, feelings, values, attitudes,
predisposition's, and morals. Rubin (1974) says that affective education is

about the learner's aZtjtude toward self, toward life, toward school, and toward
purpose. Attitudes are expressed in behavior. Perhaps education in the United
States continues to deteriorate since Maslow and Rogers first proposed the
humanistielaffectiveparadigm in education three decades ago, because it failed
to introduce a more humanistic dimension to teaching and learning.
Dickstein and Hardy (1979) investigated the relationship between selfesteem and autonomy and moral behavior in 100 college students. The
correlaZions for men and women indicated that self-esteem is an important
predictor for all variables in women, while it appeared to play a lesser role in
men. Thus, while self-esteem was positively correlated with autonomy in both

men and women, a considerably stronger correlation was found between these
variables in women.
Holt and Sonstegard's (1965) research indicates that an individual's
self-concept influences the extend to which helshe is capable of relating to the
curriculum. Super (1957, p. 111) maintains that, ".. .a well formulated selfconcept, which takes into account the realities of the working world, makes for
an easier transition from school to work than does a hazy or unrealistic concept
of the self."
Mitchell (1959) measured the self-concepts of 100 freshmen and sophomore
college students and correlated their anxiety scores with their self-concept
scores. The results of the study significantly indicate that the higher the selfconcept, the less the anxiety. Palermo, Castaneda, and McCandfess(1956)
correlated self-concept with anxiety in a study with subjects having similar
intelligence scores. Those subjects with low self-concepts were not on\y more
anxious than the subjects with high self-concepts, but they also did more poorly
in 'complicated school subjects' (g. 338).
Armstrong (1971) investigated the self-concepts, social backgrounds and the
nature of learning advitiss of high and average learning adults of low
educational attainment. The study, in focusing on the relationship between selfconcept and educative behavior, found that high learners had a higher selfregard, a greater self-ideal discrepancy, and a much clearer conception of
@emselvesas "learners," in comparison to low learners. High learners saw
themselves as being reliable, tenacious, independent, with broad interests, high
achievement motivation, and openness to new experiences. Low learners,

perceived themselves as warm and friendly, conformist, and either complacently
satisfied with or angrily resigned to their current life situation.
A study of differences in sex, home background, educational background,

attainment of 250 college students at Northern lllinois
and self-am~alization
University was completed by Gibb (1966). In summarizing some of the most
significant findings, it was identified that the following students were more highly
self-actualized:
1. female
2. from families with 1-2 children
3. from families whose mothers had worked full-time
4. from a large state university for the first two years of collegiate
experience
5. involved in the college of liberal arts

Minkevich (1973) investigated the differences in self-concept and other
selected variables between 361 transfer and occupational students in a
comprehensive community college. Results of the data indicated that there
were no significant differences behsreen the groups of students on the
following:(a) self-concept; (b) mean age; (c) grade point average; and (d)
parent's educational achievement Significant differences between transfer and
occupational students were found in their distribution according to: (a) sex; (b)
highest level of educational aspiration; (c) and (c) the amount of financial
support available.
Palermo (1976) implemented and tested a Movement Communication
Program on self-concept, autonomy, and social reaction of 114 adult learners.
The program was designed to enable the learner to acquire a more positive self-

concept, greater self-directedness, and social control in relation to hislher
personal fulfillment, and personal social communication. The results revealed
that age was negatively correlated with self-concept and autonomy. Education
correlated significantly with age. Self-concept, autonomy, and personal
orientation scales correlated significantly with each other.
U'ren (1971) emphasized that a sense of competence, a sense of doing or
achieving something that is valued, is crucial for the development and
maintenance of self-esteem. It is easy to assume that low self-esteem is the
underlying cause of behavioral difficulties, but in many cases behavioral
inadequacies which lead to anxiety and low self-esteem constitute the major
concerns in a person's life.
The enhancement of students' self-concepts is valued as a goal of education
and as a moderator and perhaps a cause of scholastic achievement. Shavelson
et al. (1976) states that the construct of self-conceptcan further be defined by
the following features: (a) It is hierarchical, with percepttons of behavior at the
base moving to inferences about self in subareas (e-g., academics), then to
inferences about self in academic and non-academic areas, and then to
inferences about self in general; (b) Self-concept becomes increasingly
multifaceted as the individual develops from infancy to adulthood; and [c) It has
both a descriptive and evaluative dimension such !hat individuals may describe
themselves (e.g., I am happy) and evaluate themselves (e.g., I do well in
school). In their study of 99 students they concluded that general self-concept
was conelated with academic self-concept (Shavelson & Bolus, 1 982).
Song and HatZie (1984 ) indicated in their study of 2,297 high school students
that across both sexes, the relations among academic self-concept, social self-

concept, and presentation of self have reciprocal causations. It appeared the
presentation of self and social self-concept have large impacts on academic
self-concept. Although the relations among the three self-concept constructs
appear to have reciprocal causations, it is worthy to note that the influences
from social self-concept or presentation of self on academic self-concept are
predominant over impacts of academic self-concept on both social self-concept
and presentation of self. It would appear that causal direction in these relations
tends to flow from social self-concept and presentation of self to academic selfconcept.

Theoretical Perspectives on Adult Development
The study of lives is notoriously complex and laborious. To construct
theories and measures of development that organize some significant aspects
of life experience in adulthood is a creative and valuable contribution.
The central focus of a developmental perspective revolves around a
predictable sequence of growth, adaptation, and transformative change. The
most general definitions of development refer to orderly and sequential changes
in characteristics and attitudes that adutts experience over time (Knox, 197'7).
Knox (1 977) explains that while developmental changes occur over time, few
occur strictly as the result of time. The process of developmental change
implies both choice and necessity in interaction with life circt~mstances.
Development involves a process of qualitative change rather than an additive
process. The major significance of concepts and theories of development rests
in their articulation of patterns of individual variation, together with some idea of

the dynamics of change over time, as an individual progresses from one set of
circumstances and patterns to another (Weathersby & Tarule, 1980).
The arc of developmental theory leads from 'infantile dependence to adult
autonomy, tracing a path characterized by an increasing differentiation of self
from other and a progressive freeing of thought from contextual constraintsn
(Gilligan, 1977, p. 481). The developmentalists utilized the work of Piaget and
extended the concept into adulthood. Developmental theory arises out of the
active interchange between the individual and the social and physical
environments in which they live.
Enhanced public awareness of the iniportance of developmentai changes in
adulthood has been influenced by articles and books such as Woman's place in
a man's life cycle (Gilligan, 1979), The season's of a man's life (Levinson,
Darrow, Nine, Levinson, & McKee, 19761, Passages (Sheehy, 1976), and
Adaptation to life (Valliant, 1977). These resources emphasize age-linked
periods of adult development, developmental tasks associated with each stage,
and the inner processes of development #at enable greater coping ability.
Tarule and Weathersby (1979) suggest that most theories possess some level
of general agreement:
1. individuals have deep-seated and basic ways to create meaning

and maintain coherence in their lives--a frame of reference;
2. this frame of reference results from some interaction between
the individual and the environment;

3. the resulting structures are fairly stable and subject to change,
and ;

4. the process of development involves changing these inner

structures. (p. 13).
Loevinger's (1966, 19761, is a general theory of ego-development, applicable
to both men and women. Loevinger's work provides, first, a basis for identifying
individuals who have achieved considerable development of personality, and
later, concepts with which to describe stages and aspects of this development.
When Loevinger says that the ego develops, she is saying that there are
systematic changes in styles of life, method of facing problems, opinions about
self and others, cognitive styles, interpersonal relationships, and moral
judgment. Ego-development is not synonymous with ego-dominance; it has
aspects of what other theorists have termed individuation (Jung, 1966) or the
development of the self (Kohut, 1977) because conflicting and less conscious
aspects of the psyche enter the conscious domain as ego-development
progresses. Loevinger suggests that the average adult in the U.S. is at what
she calls the self-aware level, just past the conformist stage. At the higher
stages of development (conscientious, individualistic, autonomous, and
integrated) impulse control is increasingly based on internal, long-term, choicebased motives.
Levinson (1978) advocates a view of adult development in which he
conceptualizes the life structures as the basic pattern of a person's life at any
given time. He speaks of adult development as "the evolution of the life
structure during the adult yearsn (pp. 41-42.). He describes the life structure as
evolving "through a relatively orderly sequence during the adult years. The
essential sequence consists of a series of alternating stable (structure building)
periods and transitional (structure changing) periods. These life structures

rarely remain static and generally alternate between stable periods lasting 6 to 8
years and transitional periods of 4 to 5 years.
The following sequence provides a brief overview of Levinson's theory of
adult development between the ages of 18 and 45:

Earlv Adult Transition: ages 17-20. Terminating pre-adutthood and
beginning early adulthood.
Entering the Adult World: ages 22-28. The basic task is to create and
test a provisional structure which might provide a linkage between the valued
self and the adult society.

Age Thirty Transition: ages 28-33. This period provides an opportunity
to work on Raws and limitaBons of the initial adiht structures.
Settling Down: ages 33-40. Settling for a few key choices, creating a
more broadly defined structure around those choices, and investing as fully as
possible in the components of that structure.
Mid-LifeTransition: age 40-45. The primary task is to modify the life
structure of the thirties and create a basis for a new structure for middle-age.
Enterina Middle Adulthoocl: age 45-50. The main task involves making
critical choices, giving these choices meaning and commitment and building a
viable life structure around theses choices.

Levinson" theory has aroused much skepticism (Lacy & Hendricks, 1980;
Rossi, 1980; and Wrightsman, 19813, and its applicability to women in partici~lar
has been questioned (Gilligan, 1982; Rossi, 1980). Two of the issues that have

been raised seem especially relevant. One is whether women have the
resources and opportunities to change their life structure in the optimal ways
that Levinson describes. Many men may not have them either, but certainly
women have been expe~tedto adapt to men" moves and children" needs, and
may not be in a position to change their life structure according to their own
needs--or not at regular intervals. Another issue is whether Levinson's
emphasis on individual achievement is inappropriate for women. Gilligan ( I982)
maintains that the "elusive mystery of women's development lies in the
recognition of the continuing importance of attachment in the human life cycle"
(p.23). She also faults Levinson for taking the developmental path of males as
the norm for all development. Levinson's study views the woman's role as that
of "suppotting the man's dream," never acknowledging that she might have her
own dreams (Slagle, 1992).
Levinson's casting of primary developmentst issues into polarities reflects
much of Erikson's (1980) epigenetic philosophy. For example, Erikson's three
stages of adulthood include intimacy verses isolation, generativity vs.
stagnation, and integrity vs. despair.
Helson, Mitchell, and Hart (I 985) examined the lives and developmental
processes of seven women in a longitudinal study and concluded that women

with very different personalities, problems, and ways of Eife can attain high levels
of ego-development; and that theories of adult development are useful but
uneven in application.
A synthesis of the recent adult developmental literature indicates the
possibility of four distinct stages of adulthood between the ages of I 9 through
55. m e literature suggests that the processes for women and men are similar

but that various stages probably occur at somewhat different ages. Although
the cited work by Levinson (1978) and Levinson et al. (1976) did not include
women, their findings support other literature (Fried, 1967; Gould, 1972) based
on samples which did include women; their work has been most relevant in
formulating a theory specifically for women.
Even though many of the adult models are based on the male model of
development, consideration of all adult roles must be primary components of
any theory of adult development to be applicable to women and their everyday
struggles in life.

The Development of Adult Women
Major contributions to female developmental theory ( Chodorow, 1978;
Gilligan, 1982; Lyons, 1983; Miller, 1976; and Schaef, 1985) must be integrated
into educational and organizational structures. The addition of female
developmental theory expands the effectiveness

of a multifaceted group that

includes women and men, by identifying developmental issues of both. In other
words, themes of connectedness, cooperation, and relationship, described as
more female traits, would be valued and incorporated into a structure with
themes of separateness, competition, and hierarchy, described as male traits
(Rideout & Richardson, 1989).

in the last 15 years, research on women's development has provided
evidence that men and women may follow different developmental pathways
and, within those pathways, address different developmental issues or
concerns. Stimuli for much of this research were cfitical reexaminations of the
major developmental theories (Straub, 1987).

For contemporary American women, the "me"society is really the "them"
society. The cultural forces which propel niales into positions of influential

effectiveness engage in a tug-of-war with the developing female, alternately
thrusting her forward and sweeping her back in an undertow of self-doubt. The
questioning of identity and of available life roles, which first surfaced as a
sharply focused dilemma of middle dass mid-life women, has grown to become
a cultural sea change. Touching the lives of every American woman, it emerges
most clearly at the critical lifestyle choice points of adolescence and middle age
(Evans, 1982).
Theorists from Freud onward have placed great vaiue on autonomy.
Silverman (1987) argued the concept of autonomy from the vantage point of
female development. Healthy growth is seen as the increasing ability to pursue
personal aims without too much restricting dependence on others. Many
psychoanalytic writers have spoken of the organism's increasing differentiations,
increasing dependence, and increasing individuation. All these imply the
existence of continua from infancy to adulthood, from dependence to
independence. Autonomy is viewed as an ideal not only in the psychoanalytic
community but atso in Western culture. And, of course, the value-laden
perspective of the larger culture inf uences analysts' theoretical conceptions
(Silverman,1987).
An article by Benton, Czechanski, Pavy and Sweeney (19933 focused on

a~rrentpsychoanah,$ic

writings about women's developmental theory. Various

papers and articles by Karen Horney, Carol Gilligan, Jean Baker Miller, Nancy
Chodorow and Belenky were reviewed. From these reading, a picture of a
woman, quite different from the one Freud described, emerged. Freud's

description was held on to by psychoanalytic theorists until the mid-1970's.
Finally, in the past decade, women have been credited with their own unique
developmental line separate from that of men. A woman's need for amliation
comes in contact with her aggression at every stage of development. It is tkis
conflict that is suspected to be at the root of women's pervasive low self-esteem
and fear of success. Aggression is needed for differentiation; it is the power
behind separateness. Although autonomy does not come easily to women, an
authentic emotional life is possible only if a4 thoughts and feelings are
embraced. The kind of woman she becomes is powerfully influenced by
society's rules and expectations of how she should behave.
The disparity between women's experience and the representation of human
development, noted throughout the psychological literature, has generally been
seen to signify a problem in women's development. Instead, the failure of
women to fit existing models of human growth may point to a problem in the
representation, a limitation in the conception of the human condition, an
omission of certain truths about life (Gilligan, 1982). Following this introduction,
Gilligan describes how women tend to form idenMy and, with it, an interpersonal
orientation different from that typically learned by men. In contrast to the model
for males, she locates female development squarely within relationships [Wood

& Fenze, f 991). Gilligan argues that women are not reflected within existing
theory and their experiences have been distwted by interpreting them within a
framework that excludes them. It is inappropriate, inaccurate, and devaluing,
she suggests, to judge women's experiences, actions, and values, within
mtegories and conceptions that are alien to and imposed on them. Gilligan
then advanced a model of female development that has been supported and

extended by subsequent study (Giiligan & Wiggins, 1985; Belenky, Clinchy,
Goldberger, & Tatule, 1986; Wood, 1986; Gilligan, 1987; Eichenbaum &
Orbach, 1988).
Langan-fox (1991) indicated from her research on women's development
that women have a 'pluralistic' crossroad or junction in development, not only in
temporal terms (goats which take longer to achieve) but also in terms of breadth
and complexity. Women have persisting needs which are more concerned with
developing aspects of their personality; emotions and bodies; securing
autonomy; learning to control their minds; and establishing general relationships

with others.
Nicholson (1991) assessed 168 women about their experiences of autonomy

in conjunction with internal locus of control and social support and the relation to
meaning in women's lives. Early developmental experiences of intimacy and
autonomy may be key factors in the process of integrating responsibilities to
others with responsibility for self. Many women with life-meaning may have
been prepared by their families of origin to resist societal pressures to remain
passive and dependent. Thus women who as children were reinforced by their
caregivers for self-sufficiency, as well as caring for others, may more easily
achieve fulfillment as adults. The results also agree with Frankl (P9M)that
psychosocial processes are directly related with meaning. P ~ i aocounts
s
for the
implication that higher education levels influence meaning indirectly, 1.e. through
association with the capacity for autonomy. It seems likely that women
predisposed and motivated to strive for meaning choose higher education levels
and mupations which provide greater personal freedom and responsibility
(Nicholson, t 991).

By acknowledging the values of interpersonal connections, Miller and
Gilligan pick up a critical and missing strand in tradWonal concepbalizations of
development. They describe a sense of self organized around making and
maintaining relationships and are clear that feeling worthy, able, and deserving
of consideration contribute to relatedness. But they do not go on to explore
what role autonomy takes in the lives of women, thereby, leaving readers free to
drift toward the old assumptions (Belle, 1985): to assume autonomy is not an
aspect of women's experience. Berlin and Johnson (1989) argue that autonomy

can be understood as a sense of freedom and personal integrity that
encompass women's feelings of worth, ability, and self-consideration and clarify
how autonomy makes critical contributions to interpersonal connections. One
has to bear in mind that women are not a homogeneous group. Older women

with tittle and unsumssful experience of education can benefit from
educational autonomy, whereas the younger ones with relatively more and

better educational experiences sometimes do not want special treatment or can
survive in a male-dominated setting (Schedler, 1993).
Taub and McEwen (1991) thesis was that there are differences in class level
in measures of autonomy. They sampled 320 undergraduate women and
suggested in their results that the timing of developmental interventions may
need to be reconsidered. Traditionally, interventions concerned with developing
alrtonorny have been used with freshmen and sophomores, and those
concerned with relationships have been used with juniors and seniors, following
the framework presented by Chickering (1969). For women such timing may

need to be adjusted. When working with women students, a broader definition
of autonomy than that provided by Chickering may need to be adapted. Straub

(1 987) suggested that for many women the development of self-directedness

involves tasks more commoniy associated with freeing interpersonal
relationships. Perhaps women develop autonomy through their relationships

with others.

Comrn~rnityCollege Women Students

A majority of community college students are women and approximately 6 W
of its part-time students are women (Twornbly, 1993). The National Education
Association (NEA) (1992) reported that part-time students enrolled in community
colleges comprised 67% of the total higher education population. NEA also
reported increased attendance among women undergraduates a1 colleges and
universities. The National Center for Education Statistics (1988) projects that
the number of non-traditional students will grow to 45% by 1997. Since the
number of adults, 25 years old and older, enrolled in higher education is
continuing to rise, especially in the community colleges (Lorenzo, 1991), there
are very practical reasons for more research on the student population aged 2050 or older.

Summary
This chapter has presented a review of relevant literature useful in
understanding self-directedness and self-concept as well as the development of
adult women in higher education.
Generally, findings indicate that education serves to benefit women's mental
well-being. Literature has shown that persons with higher seH-directedness in

learning have higher and better improved self-images and incorporating such
concepts as self-esteem, creativity, and liie satisfaction among others.
Proponents of lifelong education exert that it has become commonplace to
stress the importance of self-directedness in learning as central to lifelong
education.
Significant differences in race, age, educational levels, and sex are recorded
in terms of self-concept. Self-concept can be changed positively and
significantly as a result of education and training. The enhancement of students'
self-concepts is valued as a goal of education and as a moderator and perhaps
a cause of achievement.
Self-direction is not so much a method of teaching as a characteristic of the
learner. Long (1989) suggests that self-directedness has a number of
conceptual dimensions and also believes the least attention has been paid to
the most critical dimension in self-directedness: the psychological dimension.

Because this strand of research is fairly recent Merriam (1991) points out that
there is a need to increase research in this area by clearly defining variables
which appear to assist adults in becoming more self-directed.

Chapter 3
METHODOLOGY OF THE STUDY

The primary purpose of this study was to investigate any relationships
between self-directedness and self-concept of selected women community
steps which
college students. This chapter presents and discusses proced~~ral
were necessary to collect and analyze data gathered in this study relating to the
self-directedness and self-conapt of adult learners. The following are
described in this chapter: primary and secondary hypotheses; the population
and sample, We instruments; the data collection techniques; and the data
analysis procedures.

The studv explored the followina questions:

I . Is there an association between the self-concept and self-directedness?
2. Is there an association between age and setf-directedness?

3. Is there an association between age and self-concept?
4. Is there a relationship between educational aspiration and self-concept?

5. Is there a relationship between educational aspiration and self-directedness?

Hypotheses
1.

There would be a significant relationship between Dimension of
Self-Concept item scores and the total positive taw score of the Oddi
Continuing Learning Inventory.

The followina subhvpotheses are based on the above hyrzothesis:

I.

There wo~rldbe a significant correlation between anxiety and
self-directedness.

2.

There would be a significant correlation between levels of
aspiration and self-directedness.

3.

There would be a significant association between academic
interest and satisfaction and sew-directedness.

4.

There would be a significant association between leadership
and initiative and sew-directedness.

5.

There would be a significant relationship between identification
verses alienation and self-directedness.

2.

The mean total positive raw score of the OCLl for nontraditional students
will differ significantly from that of traditional students.

3.

The mean total positive raw scores of the DOSC for traditional students
All differ significantly from that of nontraditional students.

4.

There would be a sigr~ificantassociation between educational
aspiration and self-concept scores.

5.

There would be a significant correlation between educational
aspiration and self-directedness scores.

Research Hypotheses

Ho 1: Tfiere is a significant correlation between self-concept item scores and
total setf-directedness scores.
The following subhypotheses are based on the above hypothesis:
1.

There is a significant correlation between anxiety and selfdirectedness.

2.

There is a significant correlation between levels of aspiration
and self-directedness.

3.

There is a significant association between academic interest
and satisfaction and self-directedness.

4.

There is a significant association between leadership and
initiative and self-directedness.

5.

There is a significant association between identification verses
alienation and self-directedness.

H g 2: The OCLl mean scores of nontraditional students will be greater than
the OCI-I mean scores of traditional students

Hg 3: The DOSC mean scores of nontraditional students will be greater than
the mean scores of traditional students.

HQ 4: There is a significant association between educational aspiration and
self-concept scores.

Hg 5: There is a significant association between educational aspiration and
self-directedness scores.

Null Hypotheses

Ho f : There is zero correlation between self-conceptitem scores and
self-directedness scores.
The following subhypotheses are based on the above hypothesis:
1.

There is no significant relationship between anxiety and selfdirectedness.

2.

There is no significant retationship between levels of aspiration
and self- directedness.

3.

There is no significant relationship between academic interest
and satisfaction and self-directedness.

4.

There is no significant relationship between leadership and
initiative and self-directedness.

5.

There is no significant relationship between identification
verses alienation and self-directedness.

Ho 2: There is no significant difference between age categories in terms
of self-directedness mean a r e s as measured by the OCLI.

HQ 3: There is no significant difference between age categories in terms
of DOSC mean scores.
Ho 4: There is no significant association between educational aspiration
and setf-concept scores.
H o 5: There is no significant association between educational aspiration
and self-directedness scores.

Population and Sample

Setting
Des Moines Area Community College, established March 18, 1966, is a
publicly supported two year institution serving the Des Moines metropolitan area
and surrounding counties. The College is accredited by North Central
Association of Colleges and Secondary Schools and is approved by the lowa
Department of Education and the lowa Board of Regents. Summary statistics
for the main campus report for spring term, 1995, that 55% of the student body
was female with an average age of 27.52 years (Shriver, 1995)

Participants
-The participants included in tl-ris study were women community college
students who volunteered from various psychology courses. The courses were
obtained from the Registrar and the researcher then engaged the participants in

the study. Adult development literature suggests that processes for men and
women are similar but that various developmental stages probably m u r at
somewhat different ages. Since gender seems to be a crucial variable it was
controlled for in this study by limiting the sample to women only (Hyman, 1988).

?he *Use of Human Subjects in Research" form was filed and approved by
the Human Subjects Review Committee at Drake Universily before work was

begun on this study (See Appendix D).

Instruments
Two instruments plus a demographic sheet were used to collect the
necessary data for this study. One was the Oddi Continuing Learning Inventory
(OCLI), and the other one was the Dimensions of Self-concept Scale (DOSC).

fhe Oddi Continuina Learnina Inventory
The OCLl is the newest measure of self-directednessin learning. This
instrumentwas originally developed in 1984 by L.F. Oddi to identify self-direeted
continuing learners. It is a self-report instrument and respondents were asked
to circle one of the seven options for each separate statement and is described
to subjects as "a set of statements designed to collect information on how you
approach learning". Response choices were : 1) "Strongly disagree; You would
almost never agree "; 2) "Moderately disagree; You would infrequently agreen;

3) "Slightly disagree; You would seldom agreen; 4) "Undecided; You can't
really agree or disagree with the item"; 5) "Slightly agree; You would
occasionally agree"; 6) "Moderately agree; You would frequently agreen;and 7)
"Strongly agree; You would agree most of the time."
Initially an extensive list of personality characteristics of self-directed learners
was compiled from recurring themes in the writings of experts on self-directed
learning and from research findings suggesting empirical support for these
variables. Logically related attributes were then successively divided into
groups and eventually refined into three broad overlapping clusters
hypofiesized as being the essential personality dimensions of self-directed
continuing learners. Each dimension was conceived as lying on a continuum

having two poles, one of which related to individuals marked by high amounts of
the characteristic (i.e., self-directed continuing learners) and one of which
related to individuals marked by low amounts of the characteristic (i.e., non selfdirected continuing learners). Oddi (1986) identified three dimensions which
she labeled (1) Proactive Driie vs. Reactive Drive which focused on the
individuals skill to begin and continue learning intrinsimlty; (2) Cognitive
Openness vs. Defensiveness which centers upon the learner" receptivity to
change; and (3) Commitment to Learning vs. Aversion to Learning which
encompasses the notions of learning for learning sake (Ho~~ie,
1961), attitude of
continuos learning, and learning through various modes (Oddi, 1986).
According to Oddi (1986):
These three dimensions of the self-directed continuing
learner's personality were assumed to be interrelated and
and mutually reinforcing: They combine to enable this individual
to extract inforrnaticm and learn from life, be it via self-planned
learning projects, participation in formal or informal group
learning activities, or reflection on personal performance and
life experiences. The pleasure and satisfaction derived from
learning enhance the individual's self-confidence and promote
furlher receptivity to learning; thus, the self-directedcontinuing
learner tends to initiate and persist in learning, exhibiting a
trend of behavior directed toward increasing growth and selffulfillment through learning. (p. 99)
Reliability
Used on a sample of 271 graduate students, the 24 items on the OCLI
yielded an internal consistency (standardized coefficient alpha) of .875.
Testlretest reliability was -893 (Oddi, 1986).

The reliability of the OCLl with a sample of 126 nursing students was .90
(Cronbach's alpha)( Oddi, Ellis and Raberson, 1990).
Six f 1989), administered the OCLl to a group of 328 business students and
recorded a reliability coefficient (Cronbach's Alpha) of -77.

Validity
A study conducted by Oddi, et. al, (1990),stated that the significant positive

relationship of -90between totab OCLl scores and total scores in the Job Activity
Surwey (JAS), a self-report measure of nurses' on-the-job learning activities,
suggests evidence for the convergent validity of the OCLl as a measure of selfdirected continuing learning among nurses.

Scores on the OCLl correlated positively (r = .363,p = .004) with scores on
the Leisure Activity Survey, a measure to the extend of which adults participate
in educational activities. Scores also correlated positively with scores on
numerous subscales of the Adjective Check List, a self-report instrument that
describes various personality characteristics. These positive correlations
suggest convergent validity of the OCLI. A measure of discriminant validity was
provided when scores on the OCLI failed to correlate significantly (r = .@lo, p =

.754) with scores on the Shipley Institute of Living Scale which provides an
estimate of adult intelligence (Oddi, 1986).
It can be concluded, on the basis of correlations of the OCLI scores with
other instruments of known reliability and validity, that the OCLl is a valid
instrument when used in its entirety.

Dimensions of Self-Concept
The Dimensions of Self-concept (DOSC)was developed to measure noncognitive factors associated with self-esteem or self-concept in an educational
setting. This instrument differs from others in that each item was carefully
prepared to represent an activity or attitude in the school learning situation or
environment and was derived from a psychological theory of academic selfconcept. The DOSC is a self-report instrument that reflects the perceptions that
students have regarding each of 80 statements in Form H--16 items for each of
the five dimensions. Response choice options for each statement were: 1)
"Never"; 2) *Seldom'; 3) "About half the time"; 4) "Very often"; and 5)
"Always". Many of the constructs underlying self-concept would be worthy of
consideration from both a theoretical and applied standpoint, particularly if the
constructs could be translated into operationalized measures. The authors of

the DOSC chose five dimensions of activity judged to be central to a
conceptualization of the self-concept (a) level of aspiration, (b)anxiety, (c)
academic interest and satisfaction, (d) leadership and initiative, and (e)
identification verses alienation. These five main dimensions were selected in
terms of the following rudimentary theory or rationale of affectivity in school
learning (Michael & Smith, f 976):
An unrealistic level of aspiration-either too high or too
low-was hypothesized to be related to the probable
subsequent occurrence of anxiety. Students who set
unrealistically high levels of expectation could well become
discouraged, depressed and fearful (anxious) of loss of
status and of possible criticism [symbolic punishment) from
parents, peers or significant others. Students who set

unrealistically low levels of expectation might already be anxio~~s
and fearful of possible failure. Setting low level goals could
generate a certain degree of immediate security (preservation
of self-esteem) but at the expense of later development of
positive attitudes toward learning and toward opportunities
for positive recognition and leadership roles. Highly anxious
students are likely to lose academic interest, to fail to acquire
a sense of satisfaction with their schoolwork, to forego opportunities
for leadership roles in the school setting, and eventually to
develop feelings of alienation and rejection accompanied by a
manifestation of hostility toward the school as an institution. On
the other hand, students relatively free of anxiety who are successful
in light of realistic levels of aspiration attain success that engenders
academic interest and feelings of satisfaction with the school
experience. Such satisfaction can be anticipated to lead to greater
self-confidence and to numerous opportunities to exercise initiative
and to assume leadership responsibilities, which in turn are
reinforcing mechanisms for attaining even greater academic
satisfaction and interest, for assuming new leadership roles and for
evolving positive identification with the school establishment. In other
words, frequent success leads to further success; repeated failure,
to a greater sense of failure, frustration and alienation. (pp. 522-523.)
The results of the data analysis for previous trial forms led to the design of a
published version known as Form H--College in 1985. The resulting item and
scale scores provided a basis for determining empirically the extent to which
items intended to reflect a certain construct actually belonged to the scale
designed to portray that construct Detailed psychometric analyses of the item
and s o r e scales have been described by Michael, Denny, Knapp-Lee, and
Michael (1984). Selected outcomes of psychometric evaluation of this form are
summarized in a paper by Michael, Denny, Ireland-Galman, and Michael (1984),

and Caracosta and Michael (1986) provided a follow-up study regarding the
construct and concurrent validity of this form.

Reliabilib
Several studies with community college students have been completed
(included in the above mentioned atticles) to establish reliability. For the Level
of Aspiration, Anxiety, the Academic Interest and Satisfaction, the Leadership
and Initiative, and the Identification vs. Alienation factor subscales, internalconsistency estimates of reliability of 0.90,0.89,0.89,0.88, and 0.85,
respectively were obtained (Michael, et. a]., 1984).
For a sample of 239 undergraduate students reliability estimates ranged from
0.86 to 0.88 (Caracosta & Michael, 1986).

Validity
The scores of a community college sample of 202 students provide the
means for determining (a) the clorretations of each of five factor subscales of the
Dimensions of Self-concept Scale (DOSC) with the Total Score of the
Academic Self-Concept Scale (ASCS) and (b) the empirical factor structure of
each instrument.
The DOSC, Form H, is a multidimensional academic self-concept measure in

which at least three of its hypothesized factors derived from a theory of
academic self-concept could be verified. Among the five DOSC, Form H,

subscales, the range of intercorrelation was -.26to .63 with a median algebraic
value of -30. All negative correlations were accounted for by the Anxiety
subsca6e of the DOSC.

The ASCS Total Score registered correlations of -25 (p .01), -.37
(p .001), .25(p -01f , -34 (p 4 .001), and -11 (p .05)with the DOSC
subscales of Level of Aspiration, Anxiety, Academic Interest and Satisfaction,
Leadership and Initiative, and Identificationvs. Alienation, respectively.

In this particular study, the DOSC, Form H, measure appears to show higher
concurrent validity coefficients with self-report college achievement indicators
than does the ASCS Total Score. The Level of Aspiration subscale of the
DOSC shows considerable promise as a potentially valid predictor of college
achievement The occurrence of modest correlations between the ASCS Total
Score and the DOSC factor scales as wet1 as differences in empirical factor
structure suggests that the two measures reflect not altogether similar
constructs (Halote & Michael, 1984).

Five Dimensions of DOSC
The five factor dimensions measured by the DOSC scales may be
described as follows:

A. Level of Aspiration. This factor is a manifestation of patterns of behavior that
portray the degree to which achievement levels and academic activities of
individuals are consistent with their perception of their potentialities in terms of
scholastic aptitude or of past and current attainments.

8.Amiety. The second factor reflects behavior patterns and perceptions
associated vvith emotional instability, a lack of ob-ty,

and a heightened or

exaggerated concern about tests and the preservation of self-esteem in relation

to academic performance. Underlying this dimension is often a failure
syndrome that indicates a marked discrepancy between the stabilized
perception of what a individual believes that helshe can achieve satisfactorily
and her idealized percepQonof her expectations concerning what his teachers
or parents maintain that helshe can do. This attitudinal pattern can become
generalized to a self-concept indicative of feeling oneaf to be an unworthy
individual ridden with guilt with a possible need for self-punishmentor even selfdestruction.

C. Academic Interest and Satisfaction.

This third dimension portrays the sheer

love of learning and pleasure gained by individuals in doing academic work and

in studying new subjeet matter, an affective state much like that realized by the
dedicated scholar who gains tremendous satisfaction in working in the library, in
reading great books, in writing research papers, and in conceptualizing new
theories or explanations for observed phenomena-an intrinsic motivation
involving learning for its own sake.

D.

Vand
This fourth factor appears to represent those

behavior patterns and perceptions that are associated with star-like quatities,
in which an individual has an opportunity to demonstrate hislher mastery of
knowledge, to help others, to give direction to group activities, to become the
respected expert whom others consult, to put forth (hopefully diplomatically)
sound suggestions far classroom activities reflectingthe consensus of other
people in the group, to exhibit a willingness to take the initiative in starting a
project or assignment-either an indiiidual or group endeavor-and to follow it

through to successful completion, and to take pride without display of conceit of
one's capabilities to do a job quickly and well.

E. Identification vs. Alienation. This fifth dimension is intended to represent the
extent to which an individual feels that helshe has been accepted as part of the
academic community and has been regarded by hislher teachers and peers as
a significant person who is respected for their own personal worth and integrity
as a human being, in contrast to a feeling of being isolated or rejected in the
academic environment-a feeling manifested by hostility toward the academic
institution and its members-fellow students, teachers, counselors,
administrators, and significant others; alienation embodies considerable
resentment if not even defiance of regulations and rules of the school campus.
Differential weights are assigned to responses to indicate the extent to which

the examinee perceives that each statement describes hislher own
characteristics or degree of identification with the activ'w portrayed by the item.
All items are so worded that the "Seldom" or "Neverualternatives would receive

two or one points, respectively, and that the "Always" or "Very Often" choice
would obtain five or four points, respectively, in the scoring process. With each
of the five factor scales, the possible range of scores would be from a mir~imum
of 16 to a maximum of 80 points for Form H.

Demographic Data Sheet
The demographic data sheet and the structured interview sheet were
prepared by the researcher. The demographic data sheet requested the
following information: ethnic origin, age, and educational aspiration (See

Appendix A). The structured interview sheet, which was used to obtain more
information, included bur questions (See Appendix G).

Procedure
The subjects included in this study were students who were randornly
selected from various psychology courses. The course lists were obbined from
the Registrar and the researcher then engaged the participants in the study. At
that time, a cover letter was distributed and read inviting their participation,
explaining the general purpose of the study, the extent of the involvement
requested and information pertaining to confidentiality (See Appendix 8).
Additionally, the telephone number of the researcher was included in the cover
letter in order to be available for calls or questions that might arise by those
completing the instruments. Those who chose to be involved in this study then

received the demographic sheet and instruments. To gain qualitative
information, some demographic sheets contained questions that pertained to
individual experiences that m a y have encouraged or discouraged selfdirectedness along with characteristics the participants felt were pertinent to
enhancing self-directedness. These particular demographic sheets were
distributed randomly to every tenth participant. There were no names, social
security numbers, or other identification used to single out or reveal the identity
of the respondents. The only identifier for the survey was a return postcard
where the participants could list their name (optional) and permanent address if
they would like a copy of the results. Participants were also informed of the date

the study results would be available to them and results were mailed to those
participants requesting them.

Data Analysis

Pearson Product-Moment Correlation Coefficients were calculated to test the
five sub-hypotheses used to study the relationship of self-concept and selfdirectedness. The five dimensions of self-concept were individuarly correlated
to the self-directedness scores by using the same correlational analysis. The
second and third hypothesis were treated by t- tests. These tests were used to
investigate the difference between age categories and self-directedness
(hypothesis 2); and age categories and self-concept scores (hypothesis 3).
The fourth and fifth hypotheses were analyzed using Pearson's Product
Moment Correlation Coefficients to study the relationship of educational
aspiration to self-concept (hypothesis 4); and educational aspirations to selfdirectedness scores (hypothesis 5). The criterion for rejecting the fourth
hypothesis was the significance beyond the .05 level.

Partial correlations, were then used to further analyze the data. The Pearson
correlation coefficient was used to assess the relationships between WQ
particular variables. Since some of the correlation may have been influenced by
the presence of a third variable, it was desirable to express the degree to which
this may be true. The partial correlation coefficient is a statistic that was used to

conduct this assessment (J. Veale, personal communication, November,1995).
A partial correlation is a correlation between two variables after the researcher

statistically removes or subtracts the linear effect of one or more other variables

(Vogt, 1993). For further discussion of partial correlation statistics, see

Appendix E.
Qualitative analysis were also conducted to glean information from the
structured interview process.

Chapter 4
Results

The main purpose of this study was to inveagate the relationship of
community college women's self-directedness and their self-concept. The
preceding chapter focused upon the methodology used in the study, with a
description of the instruments used, selection of subjects, research design, and
procedures for collection and analysis of the data. This chapter presents and
discusses the results of this investigation.
To present the data obtained in an effectivemanner, fhis chapter is
organized around descriptive data and the five specific hypothesis of the study.
Each of the hypothesis is tested, and the findings related to its testing are
presented. In addition to the quantitative dab, a qualitative evaluation is
included.
Data were obtained by administeringthe Dimensions of Self-concept

(DOSC) and the Oddi Continuing Learning Inventory (OCLI). information
regarding age, ethnic group and educational aspirations were placed on the
studenfs demographic information sheet. The sample included women
students enrolled in psychology classes at Des Moines Area Community
College.
Data were collected dl~ringthe fall semester of the 1994-95 academic year.

Of 107 individuals assessed, 106 were included in the study. The number of
usable responses was limited to respondents who completed both instruments
and the demographic data sheet in their entirety.

Variables Summary
The questionnaire asked respondents to enter their age as determined by
four groi~pings.Out of 106 total responses, there were 27 (25%) students in the

18-22 age category; 25 (24%) in the 22-25 age category ;21 (20%) in the 26-31
age grouping; and 33 (31%) students listed their age under the 31 and above

age category (See Table f ). A total of 52 (49%) were classified for this study as
traditional students by combining the first two age groups, and 54 (51%) were
classified as non-traditionalstudents by the combination of the latter two age
groups.

Table 1. The distribution of population amordina to age

Age level

18-22

22-25
2631

31 and over
Total

Percent
responding

Respondents were asked to list their ethnic background under one of five
listings. Of the 106 respondents, 94 (89%) listed White Non-Hispanic; 6 (6Oh)
listed Black Non-Hispanic; 3 (3%) under Hispanic; 2 (2%) chose American
lndianlAlaskan Native; and 1 (1%) AsianlPacific [slander (Table 2).

Ethnic background

Percent
responding

White Non-Hispanic

94

Black Non-Hispanic

6

Hispanic

3

American IndianiAlaskan Native

2

AsianIPacific Islander

1

Total

106

Educational aspirations as defined for this study is the level of education that

a student would like to obtain. There were 48 who chose to obtain an associate
degree and 5 chose no degree which combined to a total of 53 (50%) under the
associate category. There were 35 (33%) respondents who chose a bachelor's
degree. The post-bachelor's category indicated a combination of I2 master's
degree and 6 doctorate degrees for a total of 18 (1Wo)(Table 3). The sample

selected indicated a low presentation of respondents in the no degree, master's
and doctorate categories. Ifthe non-degree students were to be included in the
analyses, they needed to be included in a groupwith a higher n in order to
maximize statistical power. Also, combining the non-degreewith associate
degree students made more sense than any other form of consolidation due to
the fundamental similarities. To maintain sufficient cell size for statistical power,
categories were combined.

Table 3. Educational aspirations of resmndents

Educational aspiration

n

Associate and no degree

53

Bachelor's degree

35

Post-bachelor'sdegree

18

Total

Percent of
those responding

106

Descriptive data for each of the five scales or factors of the DOSC is
discussed below. The high, average, and low figures are based on the
normative data in the technical manual in the form of means and standard
deviations for the five scales on Form H. High and low designations were
determined to be one standard deviation above or below the mean respectively.

The first factor, level of aspiration, is manifested in patterns of behavior that
portfay an academic activity of individuals that is consistent with their perception
of their potentialities in terms of scholastic aptitude or of past current
attainments. Forty-three (81%) of those who listed associate degree scored
average or high; twenty-eight (80%)of those selecting bachelor's degree scored
average or high; and 13 (72%) of those choosing post-bachelor's degrees
scored in the average or high categories (Table 4).

Table 4. Level of aspirations of res~ondents

Associate
(n = 531

Bachelor's
(n = 35)

Post-Bachelor's
(R = 18)

YO

n

Yo

8

23

2

11

68

20

57

11

61

19

7

20

5

28

Level

n

High

7

13

Average

36

Low

10

O/O

R

The second factor, anxiety, reflects behavior patterns and perceptions
associated with instability, a lack of objectivity, and a exaggerated concern
about tests and the preservation of self-esteemin refationto academic
performance. It wilt be recalled that a high score in anxiety is expected on
logical grounds to be related to a relatively low degree of success in learning on

the part of many students. Thirteen (25O/0) of those who listed associate degree
scored high; four (12/0) of those selecting bachelor's degree scored high; and
three (17(!/0) of those choosing post-bachelor's degrees scored in Me high
category (Table 5).

Table 5. Anxietv levels of resoondents

Associate
(n = 53)

Bachelor's
(n = 35)

Post-Bachelor's
(n = 18)

Level

n

n

0%

n

High

13

25

4

12

3

17

Average

27

50

18

51

9

50

Low

13

25

13

37

6

33

O/O

010

The third dimension, academic interest and satisfaction, portrays the sheer

love of learning and pleasure gained by individuals in doing academic work and
in studying new subject matter. Thirty-six (68%) of those who listed associate

degree scored average or high; thirty (86%) of those selecting bachelor's degree
scored average or high; and 14 (78%)of those choosing post-bachelor's
degrees scored in the average category (Table 6).

Table 6. Academic Interest and Satisfadon of resmndents

Associate
(n = 53)

Bachelor's
(n = 35)

Post-Bachelor's
(n = 18)

Level

n

940

n

*/o

n

High

1

02

3

09

0

00

Average

35

66

27

77

14

78

Low

17

32

5

14

4

22

OO
/

Leadership and initiative, the fourth factor, appears to represent those
behavior patterns and perceptions that are associated with star-like qualities, in

which an individual has an opportunity to demonstrate mastery of knowledge, to
assist others, and take pride without display of conceit. Twenty-nine (55%) of

those who listed associate degree scored average or high; twenty-six (75%) of
those selecting bachelor's degree scored average or high; and 12 (67%) of
those choosing post-bachelor's degrees scored in the average or high
categories (Table 7).

Table 7. Leadershio and Initiative of respondents

Associate
(n = 53)

Bachelor's
(n = 35)

Level

n

?' /o

n

YO

High

1

02

3

08

Average

28

53

23

66

11

51

tow

24

45

9

26

6

33

Post-Bachelor's
(n = 18)
n

940

1 0 6

The fifth dimension, Identification verses Alienation, is intended to represent
the extent to which an individual feels accepted as part of the academic

community and is respected for personal worth and integrity as a human being,

as opposed to feelings of isolation or rejection in the environment. Fifty-two
(98%) of those who listed associate degree scored average or high categories;
thitty-five (100%)of those selecting bachelor's degree scored average or high;
and 18 (I00%) of those choosing post-bachelor's degrees scored in the average
or high categories (Table 8).

Table 8. Identification vs, Alienation of respondents

Associate
(n = 53)

Bachelor's
(n = 35)

Post-Bachelor's
(n = 18)

Level

n

O/O

n

O!O

n

High

49

92

31

89

17

94

Average

3

06

4

11

1

06

Low

1

02

0

00

0

00

O/O

Analysis of Research Questions

The Statview Data Analysis Program (Feldman & Gagnon, 1391) was used
to perform the analysis of the data collected for use in this study. The
dependent variable was self-directedness scores as measured by the E L I .
The seven independent variables were: level of aspiration, anxiety, academic
interest and satisfaction, leadership and initiative, and identification and
alienation as measured by the DOSC; educational aspirations and age. The
probability of a Type 1 error that the researcher was witling to risk in rejecting
the null hypotheses was set at -05.

The OCLl scores ranged from a low of 64 to a high of 153 (maximum
possible, 168) with a mean of 120.57. The DOSC Level of Aspiration subscale
(16 items) scares ranged from 37 to 79 (maximum score possible, 80) with a

mean score of 60.29; Anxiety subscale (16 items) ranged from 17 to 77
(maximum possible, 80) and a mean of 42.79; Academic Interest & Satisfaction
subscale (16 items) scores ranged from 33 to 72 ( out of 80) with a mean of
49.35; Leadership 8 Initiative subscale (I 6 items) ranged from 22 to 68 (out of

80) and a mean score of 42.44; and the Identification & Alienation subscale (16
items) scores ranged from 20 to 77 ( maximum possible, 80) with a mean score
of 55.54. The mean scores and standard deviation scores of the respondents
on the Oddi Continuing Learning Inventory and the Dimensions of Self Concept
instruments are presented in Table 9 and Table 10 respectively.
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Tabie 9. Oddi Continuina Learning Inventow Means and Standard Deviation

Category

Total
Age:
Traditional
Non-Traditional
Educational Aspiration:
None
Associate
Bachelor's
Master's
Doctorate

Mean

Standard Deviation

Table 10. Dimensions of Self Conce~tMeans and Standard Deviation

Dimensions

Level of Aspiration:

Total
Traditional
Non-Traditional
Anxiety:
Total
Traditional
Non-Traditional
Academic Interest 8 Satisfaction:
Total
Traditional
Non-Traditional
Leadership & Initiative:
Total
Traditional
Non-Traditional
Identification & Alienation:
Total
Traditional
Non-Traditional

Means

Standard Deviation

The results which follow are organized by the hypothesis under investigation
which are restated in the null form for the purpose of statistical analysis.

Hypothesis 1:
Existing self-directed learning theory suggests that self-image and selfdirectedness are related to one another (Carlow, 1967; Eldred, 1977). It is
suggested that as adults become more self-directed, they will have better and
more complete self-concepts, and may regard themselves as worthy persons.
Hg 1: There is zero correiation between all item self-concept scores
and self-directdness scores.

In order to analyze and understand the relationship between adults' selfconcepts and their self-directedness more completely, each variable of the
Dimension of Self-Concept was used as a subhypothesis for the first main
hypothesis. To examine the sub-hypotheses, the total OCLl scores of the
sample were correlated with the total score of each of the five dimensions of the

DOSC. A Pearson's product moment correlation ( r ) was used to investigate
the five sub-hypotheses. Table 11 presents the correlation coefficients of the
five subhypotheses, with their significance levels indicated by asterisks.

1.

There is no significant relationship between level of aspiration
and self-directedness.

The results indicate that there is a correlation of ,137 between these
variables. This is not statistically significant at the .05 level thus the first subhypothesis will not be rejected, identifying that there is no relationship between
level of aspiration and self-directedness.

2.

There is no significant relationship between anxiety and selfdirectedness.

The correlation of -.523was statistically significant at the .05 level. The
correlation coefficient of determination was .273.Observing a relationship of
the magnitude indicated by r was highly unlikely if the second sub- hypothesis
were true. Consequently, rejecting the null and accepting the alternate
hypothesis was considered.

3.

There is no signifkant relationship between academic interest
and satisfaction and self-directedness.

Resutts show that there is a statistically significant positive correlation of
.#1 between academic interest and satisfaction and self-directedness and a

correlation coefficient of determination of .195. Thus the null hypothesis was
rejected and the alternative hypothesis was considered.

4.

There is no significant relationship between leadership and
initiative and self-directedness.

The correlation of 518 was statistically significant at the .05 level of
significance. The correlation coefficient of determination was .268. ObseNing a
relationship of the magnitude indicated by r was highly unlikely if the null
hypothesis were true. Consequently, rejecting the null hypothesis and
accepting the alternate was considered.

5.

There is no significant relationship between identification verses
alienation and self-directedness.

The results indicate that there is a correlation of .I94between these

variables. This is not statistically significant at the .05 ievel thus the null
hypothesis will not be rejected, identiing that there is no relationsliip between
identification vs. alienation and self-directedness.

Table 11. Correlafions between the five dimensions of self-concept and a

Dimension

n

r

r2

Level sf Aspiration

105

.I37

.019

Anxiety

106

-.523*

.273

Academic Interest & Satisfaction

106

. ~ 1 *

195

Leadership & Initiative

106

.518*

.268

Identification & Alienation

106

.I94

.038

" p .05,two-tailed
4

The resuits indicate that there are positive, statistically significant
relationships between the factor heading of self-concept scores and total selfdirectedness, and the self-concept sub-scores known as anxiety, academic
interest & satisfaction, and leadership & initiative. However, there are no
statistically significant relationships between self-directedness and level of
aspiration or self-directedness and identification & alienation. When looking at a
multiple regression model for self-directedness and the three significant factors
of self-concept, the model accounts for approximately 43%/mfthe variance
assoelated with self-directedness. The multiple regression model accounts for a

statistically significant portion of Me variance, (F = 25.293,

DF = 3,102; p<.0001). That is, the proportion of variance accounted for, 43O/o, is
more than you would expect just by chance alone. A multiple regression model
for self-directednessand all five factors of self-concept accounted for
approximately 43% of the variance associated with self-directedness. This
model also accounted for a statistically significant portion of the variance, (F =
14.963, DF = 5, 100; p .0001).

Ho 2: There is no significant difference between age categories in
terms of self-directednessmean scores as measured by the
Oddi Continuing Learning Inventory

In order to test this hypothesis, respondents were separated into traditional
(18-25) and non-tradib'onal(26 plus) age groupings. The second hypothesis

was treated by a t-test analysis to determine whether the traditional students
were any different from the non-traditionalage students in terms of selfdirectedness. As analysis indicated, !he t value obtained for the age categories
is -2.036 with a probabihty level of -044. The t table value at the .05 level of
significance is 2.000. Thus the obtained t value exceeds the .05 level of
significance, indicating that there is a significant statistical difference between
traditional and non-traditional students in terms of self-directedness with nontraditional students scoring higher. Consequenfly, rejecting the null hypothesis
and accepting the alternative hypothesis was considered.

Hg 3: There is no significant difference between age categories in
terms of DOSC mean scores.

In testing this hypothesis, respondents were again separated into traditional
(18-25) and non-traditional(26plus) age groupings. The third hypothesis was
treated by a t-test analysis to determine whether the traditional students were

any different from the nan-traditional age students in terms of self-concept. To
obtain a better understanding of any differences, scores on the five dimensions
of self-concept are compared, and results are included in Table 12. Inspection
of Table 12 shows that traditional students are not much different from nontraditional students in terms of self-concept. The obtained t values were not
statistically significant.

Table 12. Differencesin age cateoories in a measurements of self-conce~t.

Dimensions

n

t

P

Level of Aspiration

106

-1.174

.243

Anxiety

106

-99

-325

Academic Interest & Satisfaction

106

-1.674

-097

Leadership & initiative

106

1.613

.I10

Identification & Atienation

106

-1.087

.280

H g 4: There is no significant association between educational
aspirations and self-concept scores.

To examine this hypothesis, the total educational aspirations of the 106
respondents are correlated with each factor of the Dinlension of Self Concept
instrument. To examine this hypothesis, the educational aspirations of the
sample were correlated with the total score of each of the five dimensions of the

DOSC. A Pearson's product moment correlation ( r ) was used to investigate
the null hypothesis. The critical value at the -05 level of significance is listed as

.I 946. Table 13 presents the correhtion coefficients of the five subhypothesis,
with their statistical significant levels indicated by asterisks.

Table 13. Correlations between the five dimensions of self-concept measure

and educational as~irations.

Dimension

n

r

r2

Level of Aspiration

106

-06

.004

Anxiety

106

Academic Interest & Satisfaction

106

.I 93*

.037

Leadership 8 Initiative

106

.I69

.028

Identification& Alienation

106

-.OM

-002

- .06

.004

The results indicate that there is a statistically significant relationship
between the self-concept factor of academic interest & satisfaction and
educational aspirations. However, there are no statistically significant
relationships between educational aspirations and level of aspiration, anxiety,
leadership & initiative, or identification & alienation (Table 13).

Hypothesis 5

Hg 5: There is no significant association between educational
aspiration and self-directedness scores.

To examine this hypothesis, the educational aspirations of the sample were
correlated with the total OCLl scores. A Pearson's product moment correlation
( r ) was used to investigate the null hypothesis. The correlation, ,149, is a small

positive coefficient. This suggests that there is little positive linear correlation
between the measure of educational aspiration and the measure of selfdirectedness. The critical value at the ,05 level of significance is listed as .I%.
The results indicate that there is no statistically significant correlation bebeen
educational aspirations and self-directedness in this sample.

Partial Order Correlations

Given the number and types of variables in the study, it seemed appropriate
that a partial correlation analysis be used to control for spurious effects or the
possibility of the correlational results being inf uenced by the presence of a third
variable. The partial correlation coefficient is the correiatiort derived from the
process of partialing out of age and educational aspirations. Table 14 presents

a view of significant zero-order correlations; partial corretation results with the
age variable controlled for; and partial correlation results with educational
aspirations controlled.
Results indicated that the elimination or partialing-out of the third variable
(age or educational aspiration), had no significant change in the zem-order

correlations.

In other words, the original correlational relations were

uncomplicated by considering the variables of age and educational aspirations.

The results are consistent with other analyses conducted for this study.

Table 14. A comparison of zero-order and partial correlations.
Dimensions

Zero-order
correlations

(n = 106)

Partial correlattons with
age removed

(n = 106)

Partial correlations with
educattonal asp~ration
removed
(n = 106)

Self-directedness and
Anxiety

- .523'

-,516"

-.513'

Academic Interest & Satisfaction

.441*

.423*

.425'

Leadership & Initiative

.518"

.566*

50 6'

Anxiety and

Academic Interest & Satisfaction

-.I88

-.I75

-.I92

Leadership & Initiative

- .430"

-.445*

-.427'

.549'

.494"

Academic lnterest & Satisfaction and

Leadership & Initiative

.510*

-

*

p( '05,
two-tailed

Qualitative Analysis of Data
The goal of this type of this qualitative analysis was to address some issues

in a more in-depth manner. This particular inquiry generates knowledge
pertainingto a variety of issues. These include individual definitions of what
self-directedness is, individr~alperceptions of self-directedness, experiences
that may have influenced their level of self-direction, and personality
characteristics they deem as being advantageous to developing a sense of selfdirectedness. This was done by having every tenth respondent complete a
structured questionnaire that asked the following questions:

1. Please explain your definition of what it means to be self-

directed?

2. Do you see yourself as being self-directed?

OR a scale of 1-10 where would you place yourself?

3. What experiences have you had in school or elsewhere that may

have encouraged you to become self-directed?

4. What experiences have you had that have discouraged self-

directedness?

5. What particular personality characterids do you feel are

necessary for being self-directed?

The respondents for the qualitative analysis induded five (45%) students in

the traditional age category and six (55%) in the non-traditionalage category.
Ethnicity consisted of ten (91O/O)white non-hispanic; and one (9%) black nonnonhispanic. Educational aspirations of this limited sample included one (WO)
degree; five (46%) associate degree; three (27%) bachelor3 degree; and two
(18%) master's degree (See Table 15). The qualitative analysis ,which

included randomly selected respondents, yielded a demographic distribution
similar to the total subjects.

Table 15. Descriptive analvsis of limited sarn~le

Category

Age category:
Traditional
Non-traditional
Ethnicity:
White Non-Hispanic

Black Non-Hispanic
Educational Aspiration:
No degree

Associate degree
Bachelor'sdegree

Master's degree
Total

Percent
responding

Individual qualitative assessment sheets are included in Appendix F. Results of
the qualitative analysis include the following themes:

Theme 1: Self-directedness is defined as the process of identifying needs and
wants. A majority of the respondents indicated that setting and accomplishing
gods in an independent fashion was a part of their definition for selfdirectedness. Some speck examples as paraphrased by the researcher
include:
Having an inner drive to make and accomplish goals
* Set goals and work to accomplish them

Knowing yourself and accomplishing goals on your awn
* Being able to see what needs to be done and doing it without being reminded

Having a sense of who you are and not being influenced by others
* Knowing what goals are and being solely responsible for result

Individual perceptions of self-directednessincluded seven respondents
indicating yes; three stating no; and one sometimes. The range in answers on
the 1-10 scale were from 4 to 9, There did not seem to be any pattern to
individual percepbons of self-directednessby degree or age categories.

Theme 2: Experiences that tended to encourage self-directedness center
around being suocessful and independent. There did not seem to be significant
differences between those that perceived themselves as self-directed and those
that did not. Some specific examples as paraphrased by the researcher include:

*

Being told I was stupid made me want to prove 1 could sueceed

*

Being successful in the accomplishment of tasks

*

Figuring out things on my own and not asking for help
Going to college and realizing that no one can earn the grade except me
Being divorced and responsible for children

Theme 3: Experiences that tend to discourage a sense of self-directedness are
fajlures and lack of support from significant others. Interestingly enough, those
who spoke of self-esteem issues and non-supportive significant others also

perceived themselves as not being self-directed. Specific examples include:

*

Classes M e r e I thought material was too much to handle

*

My parents or others making all the decisions about my future

*

Failures and letting myself and others down
Lack of self esteem and having a non-supportive family
Being told I have limits and discouraged by significant others

Theme 4: Experience with confidence and self-reliance are perceived as being
of self-directedness. Some of the characteristics
necessary characte~~istics
listed by the respondents include:
self-esteem
self-confidence
motivation and adaptability
will-power
rational and objective thinking

Summary

This chapter presented and discussed the data which were collected in this
study. The data analyzed and described the relationship of adult womens' selfconcept and their self-directedness in learning. Also differences in age groups
and educational aspirations were discussed. The organization was based on

the five hypothesis of the study followed by a qualitawe assessment. A
summary of the findings of this study,and condusions dram from the data
collected, are included in Chapter 5. Implications and recommendationsthat

the data hold for research and practice are also considered.

Chapter 5

CONCLUSIONS
Introduction
The purpose of this chapter is to summarize the study, offer findings,
implications and present recommendations for further research. In the initial
section, the purpose and procedure of the study is presented; the second
section summarizes the findings of the study; the third section offers
concfusions that may be relative to the findings; the fourth section suggests
implications; and the final se~tionoffers recommendations.

Purpose and Procedure
The purpose of this study was to describe and analyze the relationship of
community college women" seH-concept and self-directedness. It was also an
attempt to identify differences that m u r by age and educational aspirations. It
is expected that the results will contribute to a growing body of research relative
to self-directed learning, will provide a comparison between traditional and nontraditional age women, and will contribute additional information to those
involved in the development of more responsive learning environments for adult
learners.
Relevant literature and research related to self-concept and self-directedness
were reviewed to support the need and overall rationale of the study.
Two instruments and a demographic informational sheet were used to collect
data for the study. One was the Dimensions of Self Concept developed and

tested by Michael, Denny. KnappLee. and Michael (1984). me DOSC was
developed to measure non-cognitivefactors associated with self-esteemor selfconcept in an educational setting.
The second instrument was the Oddi Continuing Learning Inventory. It was

developed and tested by Lorys Oddi (1984). The OCLI is the newest measure
to identify self-directed continuing learners.
The participants included in this study were 106 women community college
students who were selected from various psychology courses. An explanatory
cover letter was distributed and read. Those that chose to be involved in this
study then received the demographic sheet and instruments. To gain qualitative
information, some demographic sheets contained questions that pertained to
individual experiences that may have enmuraged or discouraged seffdirectedness along with characteristics the participants felt were pertinent to
enhancing self-directedness. These particular demographic sheets were
distributed to every tenth participant. Participants were also informed of the
date the study results would be available to them and results will be mailed to
those participants requesting them.

Summary of Findings
As individual factors, the DOSC scales of Anxiety, Academic Interest &
Satisfaction and Leadership & initiative all had significant correlations with selfdirectedness.
The correlation coefficient of determination (r2) for anxiety was -.273 which
indicates that 27% of the variance of self-directedness levels can be predicted
by anxiety levels. The r2 for leadership & initiative was .268, indicating that 27Yo

of the variance in self-directednessmay be predicted by the level of leadership
and initiative shown by individuals. Academic interest & satisfaction indicated
an r * of .145. which suggests that 20°/0 of self-directedness may be predicted by
the level of academic interest and satisfaction of an individual. The amount of
total variance shared by the three dimensions of self-concept that proved to be
statistically significant was 42.7, indicating that 43% of the variance in selfdirectedness may be predicted by levels of anxiety, leadership & initiative, and
academic interest & satisfaction. The total amount of variance shared by all five
of the dimensions of self-concept was 42.8, indicating that 43% in selfdirectedness may be predicted by all the dimensions.
Traditional and non-traditional students differed in terms of self-directedness
with non-traditionalstudents being more self-directed; however, traditional and
non-traditionalstudents were similar in terms of !3df-c0n~ept.
Evidence was provided to suggest an significant association between
educational aspiration and academic interest and satisfaction. However, there
was no indication of any significant relationship between educational aspirations

and level of aspiration, anxiety, leadership and initiative, or identification vs.
alienation. Educational aspirations did not appear to have any significant
relationship to self-directedness in this sample.

Discussion
The following are major conclusions drawn from the findings of h e study.
They are limited to Me sample studied; however, Me reader may be

to

draw some generalizations applicable to other communrty college populations
which may assist in creating a more responsive learning environment for
women. Based on the literature review, this study was initiated to assess the
relationship between self-concept and selfdirectedness in community college
women.
It can be concluded from this study that there are relationships between
particular dimensions of the self-concept of adult, women students and their
self-directedness in learning .The results demonstrate that there are three
factors of the DOSC instrument, anxiety, leadership & initiative, and academic
interest & satisfaction, which correlate with selfdirectedness. Adults who gain

the ability to direct and organize their own lives and learning tend to consider
themselves more as worthy persons in every aspect of life. Malcorn Knowles
(1975) has suggested that when students are self-directed, they gain knowledge

more easily and retain it for a longer period of time.
The particular scales of the DOSC that predicted best have to do with
perceptions of emotional stability, opportunities for becoming expert, and the
sheer love of learning, and these are worth further comment Specifically,
factors of anxiety, leadership & initiative, and academic interest satisfaction,
are assciat& witfi self-dirmedness. Further analysis indicated f3at tfie
proporlion of variance. 43%, is more than would be expected by chance alone.
~lmough#e s ~ s w l l significant
y
linear mrrelations were not extremely

sbong, me

significance should be kept in mind. Even though me

relationship is not extremely strong, the students impacted are well worth
assisting- It should also be emphasized that other predictors of self-directdness
should be explored.
Many researchers believe that a modest amount of anxiety is facilitative to
the learning process but that a substantial amount or a complete lack of anxiety
is likely to be associated with diminished performance (Morris, 1993). Mention
should be made of the fact that in recent years measures of anxiety have been
receiving much attention by specialists in learning, most of whom agree that
anxiety, or more accurately the lack of anxiety, is related to the degree of
success in academic performance (Michael, et. al., 1989). The negative
correlations indicate that as anxiety goes down, self-direetedness goes up.
Lowered anxiety levels may suggest higher levels of self-concept. This study
alsoindicated that those whose educational aspirations were associate degrees
had much higher anxiety scores than other categories. This may suggest that
returning to college or beginning college is very anxiety-producing and for
educators to be particularly aware of techniques to help lessen anxiety.
There also appears to be a difference in the ability leveb of older and
younger adult students to direct their own learning. Non-traditionalwomen are
more self-directed than traditional women students. This conclusion agrees with

much of the research that supports the theory that self-directednessmay
increase wim age. Older adults can be more easily involved in self-directed
learning ac6vi6es and may be more capable of organizing and directing their
learning experiences without continuously referring to others. On the
hand, younger adults may be less able to plan and direct their learning activities

by themselves and may look to others for help and direction. This finding
maybe less of a reflection on motivation and more of a reflection of cohort
differences in educational access b r women. Educational access may be better
for the generation of young women who are currently seeking higher education.
It also seems possible that only the most self-directed learners may make

commitments of time and energy that are involved in tansitioning to higher
education environments while simultaneously balancing other life
responsibilities ( e.g. family; work).
Non-traditionaland traditional women students appear to have approximately
the same level of self-concepts. The five factors of self-concept measured by

the DO% indicated no measurable differences between the two groups.
While there is a significant amount of research that indicates self-concept is
positively associated with educational aspirations in community college
students, the only factor of self-concept that indicated any significant
relationship to educational aspirations in this study was academic interest and
satisfaction. The dimension, academic interest and satisfaction, portrays the
sheer love of learning and pleasure gained by individuals in doing academic
work and in studying new subject matter. Such satisfaction might be expected
to lead to greater self-confidence and motivate students to exercise initiative
and attempt leadership responsibilities. Eighty out of 106 respondents scored
average or higher on the academic interest & satisfation portion of the DOSC
instrument. Although, the relationship is low in statistical significance, the
practical significance may be of more value. Because there is a high
percentage of first year college students who never receive their degree, it
seems educators need to be aware of how to instill a love of learning within

students. Not only might Mat encourage students to anend and participate in
class more often and fully; it may also motivate them to complete degrees. In
other words, ifthe love of learning truly can be instilled in students, ma@e
students will remain more engaged in their educational experience.

In this sample, there was no indication of any significant relationship between
educational aspiration and self-directedness; however, only a few individuals

indicated post-bachetors aspirations, so this may not be an optimal assessment.
The goal of this research project was to gain more information about women
who attend community colleges by investigating relationships between selfdirectedness and self-concept; any relationships between age and selfdirectedness and self-concept; and possible relationships between educational
aspirations and self-directedness and self-concept. in doing so, it is important
to be aware of other important findings that resulted from the percentages of
women who fell into the low categories in each of the four factors on the
Dimensions of Self-Concept instrument, as wet! as those who scored in the high

level on the Anxiety factor. While the percentages were not over-whelming, each
of the factors, with .the exception of Identificationvs. Alienation, reprted several
students scoring in category levels that warrant concern. Because self-concept
is associated with self-directedness, activities that may be usefut in raising
student self-concept in specific factor categories will be discussed in the
implications section.

Implications

The Purpose of this study was to gain mare information concerning women,
particularly community college women. The positive relationshipof adult
women's self-directednessand their self-concept suggests the increased
responsibilityeducators must assume in assisting students in areas of personal
growth. In many educational environments, a greater emphasis is on the
cognitive domain; however in assisting individuals regarding feelings and selfunderstanding, it may be prudent to place emphasis on the affective domain as

well. According to this study, it is important to instill a love of learning in our
students, allowing ample opportunities for leadership activities, as well as being
aware of what manageable anxiety levels may be.

As this study, and previous studies have indicated, many adult students are
selfdirected in learning. Unfortunately, methodologically in many courses,
much emphasis is still on lectures and teacher-directed methods. Thus, being
aware of the self-directed phenomenon may mean that teaching methods that
optimize learner involvement are more attuned to how adults learn more
effectively. Furthermore, if self-directedness and self-concept are associated,
as is indicated by this study and others, then it may be facilitative to include
more affective-related components into the classroom.
These results are very important to anyone who works with adults,
particularly adult women. Being more attentive to the psychological
characteristics of adulls helps them to grow. Encouraging self-directedness, in
turn, may assist adults to be more productive citizens and to be more satisfied

with their lives. Individuals wih higher self-concepts are more independent, less
anxious, more creative, and have a higher interest in lifelong learning.
The OCLl and the DOSC are valid instruments that can be useful tor adult
educators. These instruments are easily administered and interpreted; .thus
facilitating theif usefulness in understanding more of the affective characteristics
of students and b i n g able to intervene, if necessary, to enhance total learning
experiences.
This research will add to the very limited body of knowledge concerrting and
applying to community college women. The results of this research indicate that
the majority of these women have a positive self-concept, at least in the five
dimensions explored. Overall, the lowest percentage ( 66%) was reparted in the
Leadership and Initiative category, so activities that encourage this dimension
may be important. Of specific interest was the overall score in the Identification
vs. Alienation category. The score of 99% suggests the women in this study
strongly identify and feel accepted in this particular learning environment.
Feelings of acceptance and regard by educators and peers as a significant
person who is respected for their own personal worth and integrity as a human

being would seem b contribute to an enhanced level of self-concept.
Although the majority of individuals reported higher levels of self-concept
when compared to the norming tables in the testing manual, it is as important to
recognize those who fell into the lower category of tbe five factors of the DOSC
(See Tables 4 through 8). There are speeitic activities that educators can exert

in assisting individuals to enhance their self-concepts.
Change is a continuous phenomenon in every society. Lifelong learning is
needed to assist psople to adapt to change. As lifelong learning opportunities

continue to expand, it is important to recognize the characteristics of adult
learners and to effectively meet the challenges these characteristics may
present.
Below are suggestions for ways of possibly improving certain dimensions of
self-concept, as indicated by the DOSC, in terms of specific activities that may
be initiated in an educational setting. While this particular study determined that

the specific dimensions of anxiety, leadership & initiative, and academic interest

& satisfaction were better predictors of self-directedness than identification &
alienation and level of aspiration, it seems important to include suggestions for
improving all five dimensions of self-concept (Michael, et. al., t 989). Concrete
suggestions are made below regarding what educators may do to assist in the
improvement of self-concept. Flexibility in use of any suggestion is important.

Level of Aspiration -- In the event that an individual scores in the bottom third of
a distribution of norm group scores, certain steps may need to be taken. A few
possible actions may include:

I.

Explore with the individual any previous academic difficulty or
psychological dissatisfactions generated in previous courses.

2.

Reinforce with positive comments

3.

Capitalize on manifestations of creative behavior or ingenuity in
problem solving with encouragement of those patterns showing
interest in class activities.

4.

Explore alternative assignments and encourage student to select an
area in which helshe shows an interest.

5.

Avoid sarcasm

6.

Show genuine interest by giving individual a few extra minutes of
persona[ attention.

Anxiety

-- Educators should probably pay attention to individuals who score in

the top third of the distribution in the anxiety level of the instrument. In
instances where anxiety is problematic, the educator can initiate some of the
following steps:

1.

Endeavor to improve eon~municationswith individuals and permit an
accurate reassessment of expectations.

2.

Provide individuats who are desirous for self-understanding
pharnplets about mental health and use of defense mechanisms from
which Mey may gain considerable personal insight regarding the

dynamics of behavior.

3.

Indicate expectations of performance levels so that anxious
individuals may feel somewhat assured.

4.

Assist individuals in identifyng sources of anxiety, modify the
immediate learning environment to minimize feelings of anxiety.

5.

Use alternative assignments as a way to regain lost points i f they have

'blown" a prior exam.

6.

Counting only the best 8 out of 10 exam scores is another alternative
to minimize anxiety and maximize motivation.

At times, the failure syndrome underlying individual anxiety constitutes a

major block to changing the self-concept. An educator who is confronted with
an individl~alwitho~~t
insight of the dynamics underlying the problem, may have
to encourage that individualto seek professional mental health assistance.

Academic Interest 8 Satisfaction

-- Many of the suggestions listed under Level

of Aspiration can also apply to individuals who exhibit a lowered level of
academic interest & satisfaction. In addition, some of the following
recommendations may be helpful:

1.

Minimize pinless "busy-worK and repetitive activity (diminished

returns in learning are achieved fmft frequent repetitive tasks).

2.

Encourage creative or divergent approaches to problem-solving
activities and assignments.

3.

Carry out evaluative experiences that have relevance and correspond
to individualized objectives.

4.

Encourage individuals to select projects of interest to them, but at the
same time setting realistic expectations that are clearly understood.

5.

Ailow students to work at their own (accelerated) pace on instructional
packages in lieu of conventional assignments.

6.

Allow students to submit test questions for exam use, when possible.

7.

Encourage individual participation in decision-makingactivities of
particular concern to them.

The above recommendations do not need to lead to an abrogation of the

responsibility of educators. Developing a flexible framework, in consultation
with the individual, is an emotionally satisfying, democratic activity born which

everyone can benefit.

Leadershia and Initiative -- Individuals placing in the lower third of the scoring
norms can likely be assisted in several ways. In addition to some of the

suggestions that have been made in relation to the prior factors, Me following
ideas might be entertained:

1.

Find individual activities in which they might excel and demonstrate
their competence to others.

2.

Arrange group activities so individuals have specific group-chosen
responsibilities for which they have a high potential lor success.

3.

Encourage peer tutoring

4.

Set up academic contests, games, or puules for which an individual
has the potential of being a star in the team effort.

PopuEarity is closely related to leadership in that gifted students and many
slower-learning students are not too popular with others. Educators may be
limited in what they can do to facilitate popularity, except to the extent that they
can manipulate the social environment to allow the individual with a relatively
low perception of hislher populafi to work with more out-going well adjusted
individuals who tend to be more positive and supportive of others rather than
critical and hostile. Several of the previous suggestions may be useful in
enhancing popularity of individuals.

Identificationvs. Alienation -- Many sources can be traced to feelings of
alienation someone may possess. Both superior students and less able

students couid become alienated in terms of the presence of unfavorable factors
that have been previously mentioned in relation to the other four dimensions of
the scales. In addition to the previous recommendations, the following
suggestions may be helpful:

1.

Approach alienated students in an open and warm manner to discuss
mutual problems of concern. Listen and be attentive in a constructive
way while the individual goes through a therapeutic process of unloading
hisker troubles.

2.

Invite individuals to make suggestions regarding what strategies they
would like to follow in meeting mutually agreed upon objectives.

3.

Identify and engage individual in some form of constructive activity in
which helshe has the opportunity to demonstrate competence and
receive positive recognition.

4.

Sustained personal interest in alienated individuals can be expected
to strengthen self-concept.

5.

Make special effom lo show how knowledge can be applied to future
occupational endeavors as a method of eliciting greater interest on
the part of an individual.

Recommendations

As a result of the findings of this study, the following recommendations are

made:
1. Additional research should be conducted on the relationship of

women's self-directedness and self-concept in other academic
environments. four year colleges and llniversities should be
researched to allow for a greater pool of information concerning
women.

2. Similar research should be conducted using different variables

such as family background and learning styles.

3. A qualitative study should be conducted to gain a more in depth

understandingof the contexts of women's lives that may contribute
to self-directedness and self-concept.

4. Research is needed to examine the academic success of highly

self-directed adults compared to lower self-directedadults.

5. A similar research study should be done as a longitudinal study to

identify the degree and direction of change in setf-directedness.
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APPENDIX A: DEMOGRAPHIC DATA SHEET

Derrloqraphic Information S beet

Ethnic Group: (circle one)
Asian IPacrfic lstander
American Ind~anlAlaskanNatrve
Black Non-Hispanic
Hispanic
White Non-Hispanic
Other American Minority

Educational Aspirations:(Circle one)

No degree
Associate degree
Bachelor's degree
Master's degree
Doctorate

APPENDIX 0: STATEMENT OF REQUEST TO SUBJECTS
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September 5, 1994
Dear Student:

i am conductrng a survey of community college students rn order to gather data
on their experiences relating to self-d~rectednessand self-concept,
You have been included in this survey, Your partrcipation is vol~antaryand you
may withdraw at any time. You may be assured that your responses will remain
completely confidential. Your name will never be placed on any of the instruments.
The procedure outlined below describes what the study will require of you, rf you
decide to participate.

You w ~ lbe
l asked to cmpiete a demographic questionnaire, an Oddi
Continuing Learning Inventory (OCLI), and a Dimens~onof Self-concept

(DOSC)Instrument. Responding should take less .than 30 minutes of your
time, but it will be critical to the success of the study. There will be no names,
social security numbers, or other identification used to single out or reveal the
identity of the respondents. If you are interested in receiving a summary of
the results, please write your name (optional) and permanent address on the
return postcard and return to me at your convenience. At the conclusion of

the study, prior to December 1996, 1 will mail copies of the results to those
interested.

If you have any questions about this dissertation study, please ask or call at a
later date if questions or concerns arise. Your caoperabon is greatly appreciated.

Sincerely,

DONNA ADKINS

APPENDIX C: QUALlTATlVE INFORMATION QUESTIONNAIRE

-

Qual~tativeInformation Questionnaire

-
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1.

Could you explain your definition of what it means to be self-directed?

2.

Do you see yourself as being self-directed?

On a scate of 1-10 where would you place yourself?

3.

Whatexperienceshaveyouhadtnschool~relsewhere
that may have encouraged yo11to become self-directed?

What experiences may have discouraged self-directedness?

4.

What are particular personality characteristtcs that you
feel are necessary for being seH-directed?
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APPENDIX D: PARTtAL CORRELATION STATISTIC

Partial Correlation: Definitions, Calculation Formula,
and Tests of Significance
Defmitions and Calculation Formula
Let three variables of interest be denoted X,, X,,and X;.Suppose one is primarily interested in the
first two of these, while the third is a demographic or other variable that may be related to either or
both of the first two. The Pearson correlation coef6cient for the correlation between X,and X, is
denoted r,,. Some of this correlation may be due to the correlation of either XIor X2with X,.It is
desired to assess the degree b which this is true. The partial correlob'oncwflcient is a statistic that
can be used to conduct this assessment.
The partial comelation between X, and X2 afier removing the effect of X,, denoted r,,,, is the
correlation between the residuals of XI and X, afier removing the linear effect of X, fiom each. In
words, it is the cmdation between what remains of X,and X, after eliminating the variability in each
due to the third variable X,. The process is sometimes refmed to as "partialling outn the third variable
(X,). The calculation formula for r,, in terms of the simple or "zero-ordermcorrelations follows.

,

The squared
correlatioq (r,, ,)Z, represents what X, adds to the e x p h d o n of the ~b~
in X,(over and a b w e what X3pwkks) as a firaction of the variability in X,that is unexplained by X,.
(Professor Richard Wanen, Lecture Notes in Applied Regression, Iowa State University, 1%7).

The abow defjdon mrd formub may be readtly extended to partial correlations between two variables
where one removes the c f f i of more than one variable. (Fergusoq 1971, pp. 390-392.)

Tests of Sificance

,

The test of the statistical spificance of r,, may be accomplished by a t-test. The following statistic

has a Student's t distribution with N - 3 degrees of freedom

Ibc abmn: formula may be readily extended to test the statistical sig&~ance of a potid d

o

n

between two vadables removing the effects of two or more other variables. The only difference is the
d&e abovc formula, which becomes N - (k + 2). d e r e Y denotes

the number of variables one "partials out."
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Are there other things we haven't touchedon that you
feel might encourage you or someone else to be more
self-directed?
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