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ABSTRACT _ g
Through a nationally-administered questionnaire and 1

literature review, this repor* explores javelopments in the ‘
psychology of self-planned learning. The introductién presents a -
review of the current literature, hypotheses conzerning the
motivation and methode of adul® learning, and assumptions made for
this survey. The guestionnaire was aiministered 7o a national
propability sample of 1051 adults aged 18 and over by ‘nterviewsrs on
a one-to-one basis. The presenta*tion and statistical analysis of _
. responses to the quastionnaice focus on various aspects of contiaaing

learningy throuah self-initiated learning projects: reasons peopla
prefer to> learn on their own: how they become involved: learning.
goals: nunber, type, and length of projects: suggested means of
evaluation: preferred ca*egories in which self-learning takes place:
and use of supporting information for a learning project. Results are
discussed in terms of four types of adult learners: (1) combinatiosn-’
learners, whd conduct their owrn learning proiects and participates in
sor type of course:; (2) self-initia%ing learners, who conduct their
own learning projects: (3) formal learners: and (U4) non-learners.
Inplica ..ons for pr~fessionals including librarians serving the
learning needs of adults are discussed. Appendices contain a 20-page
bibliography, glossary of *erms, survey questiornaire on indiviiual
self-planned learring, and an explanation of interviewing and
sampling procedures by Opinion Peseavch Corporation, who adninisterei
the survey. (SW) . '
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PREFACE

Social science has 1arge1y been concerned with only those phases of
1e\rn1ng that take place in the organized programs of institutions. Nu-"*
merous studies have been undertaken; and they all focus on a similar gene-
ral theme -- the effort to discover the characteristics of those people
served by established educational institutions. -

In a paraliel manner, learning psychologists have largely grounded
their theories on data bases collected from student behavipor wheéther in
elementary, secondary or college programs, In addition, the learning
competencies for which instructional programs are designed are almost ¢

" exclusively derived from the ways teachers teach as explicated for exam-

ple in the various taxonomies of educational ohjectives,

I'ven librarians, in their modest way, view their guidance and in-
structional prdctices as a way of interpreting the formal subject collec-
tdon to the” user and not vice-versa. The patron is conformed to organized
knowledge in a manner comparable to instructional designers who take their
obJectives and methods from the way teachers teach and not from the way
Lleurners learn. Certainly this is evident when in "training laymen in
library Gise," ‘hey deliberately teach the patron to become adept at un-
locklng the secrets of the reference and indexing structures.

,Thuws, it khas been with considerable interest that many professional
vonsultint“ have followed the fresh’ approach to 1lifelong learnlng taken
by Tough (1Y71) and later associates in investigating the behavior of peo-
ple who design and conduct their own learning projects in contrast to the
taxonomic approach so common to the instructional enterprise inferred from
the way, teachers -teach. The impetus for this endeavor grew out of the
almost incidental finding of the Johnstone and Rivera study (1965) that
alults do initiate learning projects on thelr own,

Ledders in the librarians professiOn, to their credit, had antici-"
pated these developments. For example, Asheiw (1957) had strongly urged
reseurch into two fundamental problems of the librarian as a helping pro-
fessional: lack of a supportive behavioral psychology and only a vague
und»rstanding of the impact of messages on people. This study addresses
the first question and only some preliminary work has been done on the
second.,
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This report, then, presents the findings of a study designed to ex-
plore the behavioral aspects of learning by the average citizen so that
the impact of such behavioral patterns on the librarian's helping rela-
tionship could eventually be assessed.., This project has not been & "user
study" in the sense employed in traditional library and information sci-
ence however useful thése at times may be. Numerous user studies have
been conducted and synthesized by annual and other reviews: of the litera-
ture; but they are rarely conducted into the concerns and interests of
the average citizen, or into the behavioral aspects of thal sequential
information processing which occurs within such individual client Systems,

The results and benefits of this study are both methodological and
substantive. In regard to methodology, one of the criticisms sometimes
leveled at library research is the lack of generalizability of itc find-
ings. The problem of sampling methods in social science research has in
large part been solved. But most of the populations from which semples
are drawn for library research are not widely representative and in some
instances give the impression of having been identified to suit the pur-
poses of the investigator,

On®the contrary, this study sampléd the entire U. S. population.

The methods of survey research are sophisticated enough to make the find-
ings readily acceptable to.a wide range of social scientists, This study
will et a precedent in library research not only in the general relia-
bility of its findings but also in its methodology. Perhaps as a result,
library ccience may begin to emerge as one of the soclal sciences as
Berclson had hoped. At the least it will place individual learning on a
behavioral foundation -- something which the approach of usef studies has
not so tar been able to~ achie"e

Another criticism, sometimes leveled at library research, is that
it is noncumulative, indicating that the findings of wvarious studies show
little if any relationship to one another. This study was conceived, de-
veloped and executed within the framework of learning research and- par-
ticulurly those studies which have investigated the behavioral patterns
ot the human adaptive control organism. This study based on a national
sample was designed to help initiate a new line of reSearch into obser -
vuble oll-designed learning patterns. ,

/

A third criticism has been leveled at the dicHotomy which exists be-
tween pructical or demonstration research and the theoretical constructs
upon which the profession is presumed to rest. /Tn other words, the theo-
rie: have in many instances not proved fruitf for experimenta’l research.
Thi: eriticism brings the discussion -around 4o the substantive benefits
to be reulized from this study. Librariap§ have increasingly become in-
volved with the innovative service aspeets of independent study projects
und community information referral ceriters. But the methods employed are
those ot such traditional functi as the reader's advisor, tutorial
yuldunce, and resource refe;xaiﬁ There has been little if any attempt
to develop a profesﬁ’onal helping relationship out of the components of
.t human behaviefal cycle in an information processing and learning mode.
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It is hoped that this report will be studied by all librarians but

especially %bose who are in a position to lay a firm basis for a truly
profes:tlonal approach of the librarian towards client services. The faith
and serious planning and commitment of various generations of libparians
gince Flexner and her associates will be realized. The intuitively per-’
ceived helping relationship will have a solid base in behavioral psycholo-
- gy us well as in actually identified patterns verified on the basis of a
naticual study. Other professions will take note that librarians are
~ready and able "to come on board" the interdisciplinary teams required,to-
day to help community efforts move towards planned social change.

The admlnistrator and supervisors in local 1ibrary systems will find
the "evidence" for a departure in service designed to respond to the emer-
ging needs of people in the community. They should be entouraged to de-
velop and defend professional helping roles such as the information broker
and learning consultant which meet the imperatives for the relevant ser-
vice changes expected by the 1968 President's Commission on Libraries. ,
Thus, the basis of a rationale will be established for human relations
truining among librarians whoce interpersonal and question asking behavior
is of'ten peremptéry and thus inimical to the exploratory and transactional
nature of lifelong self-planned learning.

2
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INTRODUCTION | | S
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1

ONE

INTRODUCTICN

It is ouly recently that some effort has been made to rectify the
lack of a psyghology of self-planned learning. Indeed, it was established
only about 50 years ago that adults were capable of any learning at all
(Thorndike 1928); and it has been widely presumed since then that adults
learned in the same way children do. The work upon which a more widely
pursued and critical reappraisal of human learning may eventually occur
‘hus been initiated in recent studies of self-planned learning. No one
researcher can be credited as the single innovator, even though an over-
view of previous research findihgs (Brunner 1959) did s€em to stimulate
a number of new approaches among adult educators. A critical reappraisal
has been developing as a result of the concern by 8 few educational lead-
ers (Havighvurst 1972; Kidd 1973).

o

Learning Design:

Until that time the predominant findings about adult learning had
been taken from studies with an institutional focus. The findings of
those studies encompass1ng cligntele analyses were generalized across
groups based on demographic predictors. In contrastf, the Brunner over-
view focused bn the need for research about the participant as a person
ruther than the act of participating in institutional programs. This
need for redirection had also been ncted a cbuple of years earlier by a
1ibrar}an-educator (Asheim 1957).

In what appeurs to be the first time an 1n-depth investigatldn was
conducted into the actual learning behavior of a sample of adult subjects
(Houle 1961). This study challenged educators by concluding rather ex-
plicitly that the theory and pruactice of continuing learning were based
on un understunding otf' how a sample of mature people approached the tasks
and opportunities of adulthood. But when it comes to the population as a
whole, it is only recently that the minimal requirements of adult copirng
proficiency have been investigated (Northcutt 1976): and these skills are
nct high for an all too large segment of the population.

In any event, under the leadership of what might be called the Chi-
cugo "school, " other investigations were conducted into carefully:specified
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aspects of' the individuals whole pattern of educational effort (Sheffield
1962 ; Ingham 1963; Litchfield 1965; Tough 1965), These studies were based
on Houle's premise that the desire to learn may not be shared equally by -
everyone Just as is the case of any other human characteristic., ILater
work by these sume reseurchers appears to be challenging the assumption

rather successfully thut learning is much more widespread than previously
known, ° :

&

The basic concept used for assessing and measuring the deliberate
feurning er'torts ot respondents is the learning project. This concept
has been successfully used in various studies (Tough 1971; Armstrong 1971;
McCutty 1973%; Fuir 1973). Several other studies using the concept of a
learning project are currently in progress. Tough, for example (1971,

P. 6), hus detined a learning project es, '"a series of related episodes,
adding up to at levst seven hours. 1In each episode, more than half of
the person's totul motivation is to gaill and retain certain fairly clear
knowledge and skill, or to produce some other lasting change in himself."
Episodes may be related by the content of the desired knowledge and skill
or by the use to which the knowledge and skill will be put.

Other researchers have used minimali time criteria varying from six
to eight hour: ranging over periods of time. These restrictions have been
developed 1n order to exclude scattered and unrelated learning efforts
from being classified as a learning project, On the one hand, a learning
project may be active for at least seven hours during a consecutlve six-
month period, but might of course continue beyond 'this period. On the
other hund, a single sustained and uninterrupted learning episvde lasting
seven hours, although rare in occurrence, may be acceptable to particular
researchers. Such definitions, however useful they may be appear to re-
,umble more the institutional adult education movement's various attempts

specity u formal learning experience than they do the developmental
puttern ot" self~planned learnlng

The concept of an epicode is sometimes taken as the basic unit around
which the development of u learhing projecf is constructed, Tough (1971
p. 1) has defined a learning episode as, "a well-defined period of time
thut {: held together by the similarity in intent, activity, or place of
‘the thonghts und actions that occur during it. The episode has a definite
berinning and ending, and is not interrupted for more than two or three
minutes by some other activity or purpose." Episodes are not just mental
con. tructs superimposed upon human behavior but correspond to actual
"chunks" of time and'actiVlty into which most adults appear to divide
thelr working hours, This "span of attention" may each be as brief as ten
minutes or la:st more than an hour.

One criterion ol 4 learning episode is that the learner has in mind
certaln knowledge and skill to be obtained which is fairly clear and defi-
nite, In addlition, the -learner is, presumed to be clear about the desira-
ble upplicution ot that knowledge uand skill to the question of problem
on which un answer is beilng sought. Episodes of activity which lack clear
learnling gouls are excluded from this definition, For example, unfocused

t
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reading of a newspaper, unplanned bhrowsing in a library, almless playing
of a sport for relaxation may serve to illustrate épisodes which d¢ not

qualify as learning episodes. Also excluded is the entire range of non-
deliberate 1ncidental learning.

Another basic criterion of a learning episode concerns the.learuer's
motivation when engaged in a learning activity., The adult's intent tov«
learn is expected to constitute at least fifty-one percent &f the total
conscious motivation when beginning a léarning episode. A distinction
can be made between a learner's immediate reasons for engaging in an ac-
tivity, and more long-term goals or objectives. The adult learner-can be
strongly motivated by some distent personal goal but that individual must
first learn, modify perséial tehavior, or change a set of attitudes be-
fore seeking to attain that final objective. A relatively short segment
of time is classified as a learning episode when the learner's intent to
learn is more important than the sum of all other immediate reasons for
engaging in that activity.

In a learning episode, the adult must wish to gain and retain certéin
knowledge and skill for at least two days. Quick information seeking,
such as asking directions to locate an address, or reading instructlons
on how to assemble a gadget, is not normally intended to be incorporated
into more lasting knowledge. Transitory and ndn-sequential activities
are therefore not classified ag learning episodes unless they happen to
be part of a larger learning effort. A learning project is excluded from
research study when it is classified as being undertaken for credit. This
.occurs when more than half of the learner's total motivation is to obtain
a degree, certificate, diploma, some license, passing & test or examina-
tion, completing an agsignment for a course, or performance upgrading re-
lated to a job or profession.

The lifespan of a learning project refers to the duration of a series
ot episodes from inception to the time when that study is definitely dis~
continued. ‘A project can be ongoing without necessarily being active; .
that is, a participant may engage only occasionally in learning episodes
related to a particular area of concern or content. It shbuld be noted
that the research survey period of one year previous to the interview may
contain the entira lifespan of more than one project. Obviously, start-
ing and discontinuation dates of many self-planned projects do not always
coincide with the arbitrary period covered by a research interview.

The lifecycle of a learning project réfers to the pattern of ‘learn-
ing activity throughout the lifespan of the project. Some projects are
characterized by a concentrated and relatively uninterrupted series of
learning episodes. Others-appear to have intense periods of learning
activity interspersed with dorment periods of time. These patterns of
tluctuation as learning activity are refered to as the lifecycle of a
learning project.

The life coping skills are not evenly distributed throughout the
population. Beside the demographic characteristics there are a number
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ol soclocultural variables which on the basis of survey research are pre-
sumed to be correlated with -information processing behavior (Robinson and

Shaver 1973). The Appalachian Adult Education Project (Hayes & Shelby
1973) det'ines coping skills as the abilities to (1) define a problem as a
~need for information; (2) locate information about the problem; (3) pro-
cess the information, and review its uses; and (k) apply the information
to the problem. These skills need to be learned within the "subject”

. areus in which most - adults need information to cope effectively with
the problen. of everyday living.

This recent'line of reseurch being described here has been conducted

into the observable and interpersonal behavior of real people who actual-
ly design and conduct their own independent learning in contrast to the o
traditional taxonomic approach to learning as inferred from the way
teachers teach (Bloom 19%; Krathwohl 196k; Simpson 1966). Instéad of
asking teachers how people learn, a wide range of citizens have been
surveyed and their articulations have been recorded of how they them-
selves have planned and executed their eown learning projects (Johnstone
and Rivera 1965; Tough 1971). ‘Since then, ‘over twenty other studies have
been completed in limited geographic areas employing variations of the

Tough model among respondents ranging widely in demographic and socio-
e conomic backgrounds, : ' o

Tese studies have surveyed people in a variety of categories, such
ai uge and educational level as well as in occupation, salary, marital
und other groupings. Two of these studies have focused empﬁgsis on.il=-
literate udults and those with less than a.6th grade educatibn (Peters
und Gordon 1974; Field 1976). Most recently it has been found that pa-
tron: who use library outlets plan and conduct self-learhing projects in
a munner similar to self-learners investigated in other studies (Penland
1\)7() ) . ' :

Episodic and Sequential Information Processing:

The development of a model of intrapersonal infbrmation processing
rect.s in part on the work in neuropsychology such as bionics and artifi-
cinl iutel’igence. Epicodic information processing is assumed to be the
hehavioral reciprocal of a decision-making model (Tulving 1972; Schroder,
Driver und Struefert 1967). ~This body of work appears to have been suf~-
Uiciently veritied; at the least, it is presumed to validate the concept
0" eplscdic information procesging so commonly accepted in the informa-

“tion seiences. The processing of informative data follows a cycle of be-
navior which includes awareness and description, analysis and diagnosis,
innovative acceptance and application of data -~ the behavioral analog of
pitterns which have -been derived 1nwlogical‘trahsformations from first
odrder models of reality. '

Thus, cequentiulity i a product of various interacting variables
and consiste of u time dimension within whirh the person's involvement
I maximized betore levelling off and dissiputing. This involvement was

—_—
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initiated by either need reduction or goal attainment, or both ~- & more
Functional approach in motivation than "information need." In this re-
gard, content is considered to be the "leavings" of learuing processes ’
rather than the Qrchitectural structure of traditional subject knowledge. )

Content emerges from the goals of: the learner which are determined by

the sociocultural and demographic variables. Content is 4he deposit or
product which 1s left behind and may be taken as evidence of the fact that
- the learner (attribute variable set) was involved (process variable set) X
with sources, (treatment variable set) over time, Content 1s more process

oriented towards the daily concerns of the learner than it is subject ori-
ented. , 3 K

Jd

Reullife people have developed individualized and complex cognitive
structures., When a person communicates a point of view or a question or
~an interest, the words are representatives of internalized "schemata" as
well ur parts of a dynamic process (Monge 1972). Every sentcence uttered
by the learner can say something and may do something., In everyday life
people tind i% more practical to articulate and question an area of in-
terest or concern than to take a topic and develop it in subject fashion
(Chic&pring 19%9). Thus systhesis as a completed product should be dif-
‘ferentiuted from systhesizing as a mode or examination. The essence of
this mode is the seeing of a.new picture, the creatPng of a decision as a- T

prediction aubout the future.
: )

o

N

The research into individual self-planned learning appears to be mo v=
inp, towards including the dissemination as well as the utilization aspects
of' the more general model of knowledge production, dissemination and uti-
Alzation (KPDU). GObviously the work of Tough (1971) and Dervin (1976) has
thrown uan emphasis on the uspects of utilization which have long been ne-
- plected in KPDU research. A growing concern has appeared for the addi -
tional variubles of content of "tnformation" sources and the major methods
ot learning employed by individuals. | '

Pardllel with this development of & behavioral analog has been the in-
creaced attentior given to the first ordér models of reality which can be
inferred from empirical evidence. From his focus.on the lndividual's
whole puttexn of educutional effort, Houle (1961) proposed a theoretical ' 8
typology ot how self'-actualizing adults motivate themselves through the
tusks and opportunities of adulthood., Recognjzing that categories of
human nctivity are never discrete, Houle classified continuing learners

a (1) goal-oriented -- those who use education as a means of accomplish~-
ing cleur -cut objectives; (2) activity-oriented -- those who utilize edu-
cution ns o meuns of sutistying social needs; (3) learning-oriented --

those who seek knowledge for its own sake.

This theoretigal tramework was carried one step further, initially,
by Tough (1971) in Tocusing on the individual's deliberate efforts to gain
and retain certuin definite knowledge, skill or attitude. Such an approach
may complement the more usual reliance on the demographics and sociocultu-

rals; 1.6., situations, 1life forces and negotiations within which the ver--*
son develops and pﬁsses hi/r days. '

[
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In these recent studies, educative dctivity is considered to mean
conscious voluntary effort on the part of an individudl adult to learn
something, The usefulness of this broad interpretation, bearing heavily
on the perceptiens of the.learners themselVes, is supported by findings
about the prevalence of self-teaching (Tough 1971) and by more research-
bused. observatiofs (Brunner 1959). '"Learning is a change in responding
tiat Involvés abilities, emotions, attitudes and all other behavior that
results from the gptivity of the learner" (Sorenson 1964, p. LOL), :

The acquisition of knowledge through concept, learning differentiates
among three steps in the learning model: situation description and clari-
fication; analysis of relations and data gathering; predicting (guessing
at). what will happen. Selectivity, differentiation and patterning are
processes that help people clarify the nature of "things." When a new

"thing" is noticed, a person unconsciously asks "what is it?" To increase
‘knowledge, the person makes discriminations about its parts which are usu-

ully concrete components or attributes. But new knowledge can also be
claritied by naming,.abetractin%, or categorizing it.. '

Learning does not begin unless the organism is presented with rele-
vant datu in the form of stimuli (Pressey and Kuhlen 1957). In other
words, u stimulus event must be so novel, so exciting or threatening that
it produces orientation and arousal; or the individual must choose to at-
tend to :ome aypect ofthe environment (Nesselroade and Reese 1973). -Dur -
ing the subsequent episode of behavior, the surprised individual selects
some things und not others to attend to, hegins to-differentiate between
things, und then patterns what is seen or heard {Tulving 1972).

Muny people plan their days or at least do have an orderly orienta-
tion to thém (Miller, Galnter and Pribram 1960). It is not just a case
of' tulling into a routine except perhaps for the most fatalistic of people.
There nure conctraints on behavior and these imperatives tend to influence
or persudde the individual (Janis 1959).

Meunigg occurs in an individual who is a unique product of the situ-
ations to which s/he has been exposed throughout life. It follows that
the coping skills and the leaynings are also unique. In fact, the content
or product of' the sequential information processing is relative to the
manner’ in which an individual human entity may define personal need and
interé:t. In this context "information" consists of any data whatsoever ™
which miy have stimulus or surprise value to a particular individual.

. 'The environment includes anything which may be a source of stimulus

ror the individual, The environment (channel) is the carrier and presen-

Cter ot uny date which causes the individual to pay attention and sustain

that awareness, The environment will include the totality of audiovisual
and nonverbal channels as well as the more traditional carriers sudéh as

btook.:, programs, Jjournals, Onlythe individual can determine whether any
ol these chunnels are pertinent; and the "information" sought is largely

. procesce: rather than subject-oriented.

Lol
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Motivation as stimulated by perception is considered to be most in-

_ fluential in a potential learner's initial decision to partieipate and

. " also in its effect-on self-educative behavior, These two aspects of motiw
vation, participation and learning, are highly interrelated but can be
examined separately, Participation is assumed to be a prerequisite to
learning. One of the motivational factors contributing to a potential
learner's initial decision to participate appears to be that person's
preferences as to methods of participation. In many publications, the
term method refers to the techniques and devices.used by the teacher in
teaching rather than how the learners arrange themselves for participa-
tion in educative activity (Verner 1962), ' :

. " o *

, It has been stated by some researchers such as Elackburn (1967) that
the extent to which the modes of participation appeal to the learner could

., greatly intluence the initial decision to participate and the subsequent
° levels of participation. Thesé researchers believe that one of- the signi-
ficant factors contrithing to apparent non-participation,in institutional

programs, after an initial interest has been expressed, is the individual
preference to learn the subject matter by metrods other than those offered,

Educative behavior will be persistently pursued if it enables the in=-

dividual to experience basic satiéchtion._ Unfqrtunately, learning all

. too often is likely to be perceived as an evaluation situation in which an
individual may become sensitive about hi/r own sense of worth. Thus, in-
dividuals with & strong fear of failure avoid enrolling in adult classes.
In talking about persons of low socio-economic status and those in the Ap-
palachian region in particular, Weller (1965) suggested that: "Fear, a
tremendous sense of inadequacy, difficulty in expressing oneself, inability
to handle personal differences, almost antisocial behavior in groups
othe: than one's own -- all these prevent group participation.” ¢

In establishing his approach, Tough' did not deny that motivation may
be inner directed as Houle had inferred from his findings. The distinc-
tion whichk was made between one episode and a series of episodes became a
defacto and operational definition of a learning project. In doing 80,
however, Tough was careful to give numerous examples of episodes, sugges-
ting thgt these periods of time grow out of the transactional nature of
everyday life. Learning projects, on the other hand, devolve around the .
strategies and tactics required by longer term negotiations such as self-
educative activity.

Regardless of whether the motivation is transactional or negotiative,
*the individual's attention is considered to be focused on a dynamic situ-
o wtion ulmost exclusively instead of on the topics of subject knowledge as
pbresented In the traditional curricula, This "revolutionary' reorienta-
tion to adult learning, established in the many studies based on Tough's
research model, is supported by the findings of other researshers (Derwin
1971, 1976; Reisser 1973), As a result, the links in tue mapping matrix
between the behavioral analog and the more primary order model of informs-
tion processing has been strengthened. '

Py
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Behavioral Analog

Individual learning is conceptualized within the frameword of the
various theories of learning (Hilgard 1966). At the most general level
learning is considered to be’ a change in behavior, whether short- or long-
term and a response to & transactional environment (Sells 1%3), This
response to negotiation ,can be expressive (Miller, Galanter and. Pribram
1969), or coded (Pribram 1961), or be indeed any combination of these
responses, Self-initiated learning, or sequent.al Information processing,
1s more likely to be problem- or complaint-oriented than it is likely to
emphusize interests and subject content (Tough 1971; Childers 1975; Dervin
1976). -Independent self-planned learning 1s largely developed within the
context ot situational transactions. :

- “.. ’

- Despite his general conclusion that the human entity is often a shel-
ter -seeking organism, whether physically or mentally, Berelson (1964) mus-
ters a considerable body of evidence which shows that most human organisms
will spend u great deal of energy in attempting to change the environment,
Thus, this present study is interested in the learner's attitude towards
self'-planned education to the extent that it is reflected in his behavior
(Havelock 1970, 9:19) which is usually more accurate than asking about
intrapersonal matters directly such as attitudes or needs.

It is difficult’if not impossible to define—information needs; and
the literature does not provide much help in arriving at a consensus.
Actually it seems more advisable to accept the position thrt "need" is a
theoretical construct which has developed to ‘explain the thrust or pro-
gressions in observed behavior (phildens 1975). = Such vectors of behavior

cannot be obgerved directly but only through what Childers (p. 16) calls
the traces of behavior, such as:

How people use things -~ the mass media, informal communication
network., sociul services,

How pecple live -- hubits of economic behavior, homemaking
putterns, educational environment. :

Whut-péople-are ---conditions of health, domicile, family and
selfl, us well d4s other sociocultural variables. :

What the individuul says he needs for himself, as well as what
the professional or expert says these needs}may be.

- It is necessary to probe‘into the patterns of what people do with

the inrormition to which they have been exposed and to which.they pay
attention. Previous studies including the sociological surveys and the
user studies ot the informution processing preofessions have been largely
cont'ined to chunnel and media preferences. These studies have been useful
in suggesting drdinul displays of the channels and the media based on cor -
relations ot them with demographic and sociocultural independent variables.

21
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Various findings from the literature suggest the wide ranging impact
of' received Intormation on the lives of the people concerned. Some of
these conclusions border on the unfortunate assignment of real human beings
to the categorie:s of & unldimensional ladder of information utilization,

Ot cour.se, the social mores dictate the provision of &n equal opportunity
for ull people, buased on an assumed commonly accepted process fcr all
citivens, On the contrary, self-planned.learning makes it possible for
any individual to route personal experience inte that peculiar combination
o' modes, where it will develop the most successful personally (Merrill

1979).

- Leurning involves the t :sting and matching of outcomes against stored
knowledge us well as the modification of perceptual connections. Compe-
tence und knowledge involves the building up of new configurations of be-
havior rather thun simply adjusting to conditions in a more or less fa-
lulistic minner. Obviously, there are & number of psychocultural varia-
blec which ure correlated with the configuration of knowledge seeking
and utilization (Haveluck 1970, Chapter k),

Competence in learning is a patterned activity designed to perform a
coordinated set of behaviors in order to accomplish a goal, In some in-
stunces, learning may be limited to the S-R phenomena where behaviors are

chiined together through conditioning and reinforcement’ (Skinner 1961;
~Gapne 1970).  Competence in human entities, however, cloes not only arise
‘rom Irreveruible connections between receptors and neurological "grooves;"
pguplﬂ do huve flexiblility and the power to create new forms and entities
i evigenced by the enormous range of continuing learning (Reitman 1965),

- "It the participant is asked to select & present interest, based on
Pt experience. or current choice, and translate it into questions, then
St muy have been g static interest wili become energized and given di-
rection. Seli-planned learning projects are more successful when initi-
nlly developed around upecific questions which have been identified as
™ 1ling into three categories (Andersoh «nd Moore, 1960; Mackay 1960;
Aqiist 1905 Reluner 1973): . '

Intran:itive quections explore the nature ot some subject;
whut 1i 1t? Where did it come from? Since they are predi -
cuted on intransitive verbs, answers 'elicit reports in terms
ot deseription, definitions or comparisons., '

Trancitive quebtions with both a subject and direct object de-
note v dynuamic rewstionship. Since they probe about the ef-
tect ol one' thing on another response requires explanations

it enmse and eflfect, or connections between fact and theory,
tranilations and evaluyations,

Subjunctive questions ‘explore possibilities and syntheses of
(wsnmptions, cuuse and et'fect. They predicate chunge, new in-‘
terpretutions und knowledge based on conclusions, predictions
and Inteprations, ,

\(-).)
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Intrapersonal information processing follows in general the tredi-
tional steps of stimulus, interpretation and response regardless of
whether the stimulus is presented in a learning or a ‘communicative situa-
tion. 'The S-I-R process is presumed to rest on a lo@er-order (S-R) neu-
rological syntactical T™unction called a IOTErgyeﬁf-operahe~test exit)
servomechanism (Miller et al 1960). It should however, be noticed that
this biologlcal TOTE is much more sovhisticated than the cause-effect
(C-E) proce,bes of the physical uni- erse.

The traditional information processing model (Shannon 1948) limits
the consideration of the human adaptive control.organism to that of a
channel; but such a model is of questionable value when ccn31der1ng the
real time complexity of the human entity. 1In order to offset these con-
struints, the transmission of etimuli within the body as well as the in-
tchug_ye caupucity of the human processing system have been examined by
blotics and traditional experimental psychology (Adrian 1963). Structure,
meaning and concept formation are all considered to be products of the
intrapersonal Intormation processing of the system (Garner 1962). In in-
formatiOn theory noise is undesirable; whereas in communication theory it
may represent such a necessary process as the recalibration of the encoder-
decoder or interpretor (Garnér and Hake 1951).

Muny attempts have been made to explain the patterns and the diffi-
«ulties im human goul setting (Buhler and Massarik 1968). Some people
may be uble to think conditionally about themselves without confusion or
hesitation (Cuilford 1967). ‘Others may be more conceptually interdepen-
dent within a resource framework (Harvey, Griffith and Kolb 1968). Still
. others will be more comnitively tlexible, closer to the open minded end
ot the uttitude-stereotype scdle (Rokeach 1960). In any event, few peo-
.ple.escape from some of the psychocultural hendicaps (Havelock 1970,
Chupter ).

From viewpoints such as these and many others, most people have

great il“flcultJ in goul formulation. The variety and complexity of the
process has been explicated in >urvey research in at least 60 conceptuelly
dis tin(t steps (Tough 1971, Chapter 6). Obviously both the learner and
the helping consultant will be confused if goal setting stems from an end
product retrieved from the purking categories of classified knowledge
‘(Brooke.: 197h) or acquired from the organized tracking system of an in-
structional technologist (Cronbach and Snow 1976). As a result, a fresh
look- hus been taken of the wuy people actually conduct their self -planned
-lenrning projects (Tough 1971).

The thecreticul model ot information processing of which learning is
a part and upon which a behavioral anulog has been taken to rest is a
product ot the synthesis of researchers on sensory processing (e.g.,
Broudoent 1953), researcher.. on learning development (e.g., Cronbach &
Snow 1970) und the cognitive psychologists (e.g., Weimer and Palermo
197%). While difterent people use the same muchinery of percelving, co-
ding, -toring,.and retrieving, variations in people's experiences do lead
to iltterent cognitive structures, Even small modifications in environ-
ment and experience cun make large differences in knowledge structures

Lo}
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including the learner's knowledge about how to. process information even

though it may be true that the underlying machinery is the same for all
learners, .

Area of Assumptions:

A systems approach to the selr-planned learning of individuals in
America should accept the multi-dimensional aspects of the various com-

. ponents. These components have been fairly well articulated in the lit-

erature of attribute-treatment interactions as a three-dimensional matrix
of' the variable sets of attributes, treatments, and tasks. These varia-

-ble are strikingly similar to the variables conéidered under the librari-

an's terminology "information needs and interests,”

The ‘components and patterns of wespondent designedllearning project
become the initially hypothesized dependent variables of ‘the total study.
It is also hypothesized that the following demographic, sogioeconomic and
sociocultural categories will serve as independent variables: age, sex,
marital status, race, ethnic roots, education,, occupation, class (upper,
middle, working, lower), incomk, residence, mobility, as wellxas such i-
tems aq religion and religiosi*ty, dogmatism versus openness, ce;talnty
versus uncertainty, rural versus urban residences and other factors hy-
pothesized to have an influence cn the learning process which ha Ve been -
widely validated and verlfled (Robinson 1975). -

Thus the assumptions, underlying the study as summarized in the at--
tached Figure grow out of the literature analyses. This work sought to
identify the dynamic and functional models of actual learning rather than
to ‘develop a precis of a subject area of knowledge. The definitions re-
lated to the following assumptions are presented in the appendices:

Complex interaction of factors predisposes the individudl to
‘veek and process information such as social norms, personal

values and attitudes, specifie situation, previous learning
~h1story, sense of helplessness, anomie, fatalism education,

. Relatlonshlp between information sought and processed and sub--
sequent decisions and activity can be exployed by associations
between remembered information related behavior and remembered
~subtsiequent activity . .

. : . ‘
Increased knowledge is an effect of mobility as well as vice
versa even though perhaps only correlations can be obtained
with such factors as:

Changes in the quality of. life -- for the individual
or community, in both the ‘long and short term.

Changes in service demands on local and non-local a-
gencies., ‘
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Changes in the individualts decision-making process
+and habits or in the actual decisions made.

Penetration depth of media of communi cations varies directly
with the saturation efforts of an orchestration of media'as rez °*
vedled by proportion of aware (informed) or unaware respondents,

Index space includes all of those items in knowledge and infor -
mation space which serve a linking function or point(io those
'sources where informative -data may be found. 8

Linking roles may be considered as a subset 0 index space for
such human interventions or services as organizing a community
fcr a welfare.protest, authorizing the issuance of food stamps,
hiring an applicant accepting a child into a dgy care center,
broadcasting news of a welfare service, publishing a homemak-

-7 . er's directory or telling someone the hospital 8 emergency
phone number, . .

o
[0

_Resource as an entity which can deliver data from knowledge and
Information spacé may be composed of a channel, content data, *

.and a treatment (rhetoric and intentions)
%

a“

‘The time lag between the creation of new knowledge and its acceptance
is particularly a function of the information seeking and learning be-
havior of individuals. Related to this phenomenon is the tendency of the
follower or late adapter to seek out squrces such as news media whose
viewpoints are known to be similar to hi/r own (Freedman and Sears-1965).

‘Phis does not mean that individuals always reject incompatible attitudes

and belief's; only that there is a tendency to do so when the imperatives.

" of reality are not as' strong as they may be at other times (Rokeach 1960)

?
PEERY

An important variable in the search patterns of the individual is the
reliance on friends and relatives as distinct from more impersonal sources
(Lionberger 1960), A modification of thd#s varisble is the distinetion be-
tween local as opposed to nonlocal sour .es whend seeking help or informa-
tion (Cazlson 1965). In generaI people’ who are open to new ideas and

“are more ‘inclined to champion change procésses usually.seek out impersonal

anc nonlocal sources over the local and more familiar personal ones (Rogers
1%2), The innovhators not only employ a greater number of sources, but
they seek out those where new ideas based on resear ch findings are more
likely to be found (Coleman 1966).

Predictor variables such as the demographic and socioguf&ural char -
acteristics are frequently employed diagnostically hy many consultants in
client«helping systems. One researcher (Dervin 1976) has however found
that these variables account for only a small amount of the total variance
-- not more than 10%., ZEstablishing an almost entirely individualistic
pelspectlve forhanalyzing the respondent's situation, Dervin has probed
for those "constructs" through which people transform retrieved subject
source data (Information 1) into "surprisefully" relevant data (Informa-
tion 2) by means of planngr guidance (Information 3).
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Soclal -science has made a serious attempt to describe: and subsequent-
ly predict the behavior of individuals on the basis of attribute variables
such as uge, race, occupation, "personallty” (sociocultural traits), edu-
catlon, literacy.' But So far apparently these have proved insufficient;
and it appears that no single sset of variables is sufficient to describe
the behavior patterns which may be called learning., The variable sets
employed need to be more representative of the situation within which the
individuul is involved in a transactional mode. '

" In an attempt. to replace the limited usefulncss of the traditional

. predictor variables, Dervin has,sought to explicate the assemptions un-

© derlying subject source, relevant data &nd planner guidance: "In my Phase

I study, I made an attempt to tap situational concepts -- situation dura-

tion, embeddedness, movement state; e.g., is the person trying to choose

between two options? is the person trying to remove a barrier to movement?

is the person flailing around with options? is the person trying to under- :
stand the situation/ system?" (ILetter to principal investigator 1976). ‘

This important line of research investigation complements the work of
Tough und associates as well as the work of Reisser (1973) in exploring -
selt'-educutive behavior. Imploying & model of interpersonal information
processing, the linguistic behavior of respondents in a learning mode was
~examined, On the basis of these analyses, the processes of transforming
obJective datu'into subjective data were in fact accomplished. Context
specific learning apparently evolves through several "developmental”
stuges, o

Such ure the models which are considered to be useful in taking an
anatytle upproach to learning whether episodic or sequential because they
help to indicate a complete cycle in the intrapersonal processing of in-
formation. But cince it is difficult so far to observe the procesges in-
wide the "bluck box" of the human organism, 1t is necessary to identify
the ebservavle behaviors which reflect the intrapersonal examination mode.
The ,complementury reporting mode requires not only the ability to communi-
cate it ulso that clients be helped by professionals (Barnlund 1968) in
order to offiset the numerous sogiocultural and personal handicaps (Cohen

l%)*)o ‘

The abillty to structure-and articulate response to a problem requires’
some organization ot various components into a plan and a personal program
for learning., With clients just emerging from the transactional contexts
of' reallire, it ls not uppropriate to focus on subject content, but rather
on the ctusture und porocesses vhich determine the content. Any growth
in cumpetence should involve the learning of simpler behaviors and the com-
bining ot these elements into organic and developing programs through the

tollowlny, mode: (Relsser 1973):
. ”

Dxtj'gupherlng and examination Mde wherein the client identi -
~tier, Jdencribes, det'ines or compares one concern or interest
with. unother- as they emerge from a transactional context, ’

i
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Analytical mode wherein the learner explains the data in terms
of assumptions-end correlations, relates it to other relevant

dimensions for enhanced meaning, and transforms it into an ar~-
ticulate program to enhance communication,

Synthesizing mode wherein hypotheses are tested or demonstrated
in a set of skills or in creating a new work from which conclu=
sions are drawn and predictiVe decisions are made. , b

15

The vast majority of citizens are not familiar with formal modes of
" intellectual inquiry. Their continual involvement in the kinetic episodes

of real life are not evident to them as extensions of more formal modes
of examination (Knowles 1973). If citizens as clients can be helped to
see an organic and logical relationship between their own natural metho
of thinking and the way knowledge is composed (Neelemeghan 1975) (and

ds

eventually classified informal and more action oriented indexing .systems),
. then the ‘learning consultant can be a more effective helping professional

(Brammer 1973).
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TWO

METHODS AND PROCEDURES

There are three settings in which adult learning normally occurs: ’
formal adult education, non-formal adult education, the everyday activity
ot individuals (which gives rise to deliberately structured learning ed-
forts) and incidental learning. A number of studies have been conducted
"into the learning accomplished by adults who are engaged full-time in for-
mil education. But other than library user studies, the great variety of
incidental learning in which adults engage has been neglected. The spe-
cific focus of a few of the newer studies are the major and deliberate
learning et'forts of indiv1duals and groups of adults who are over 18
years of age.

It is expected that adult learning would occur as a matter of course
within adult education settings. But there are many life situations which
requlre gdult learning behavior and which are not catered to by adult edu-
cation programs. As such, the phenomenon of adult learning becomes a wi-
der und more universal phenomenon than adult education. For example, a
learning situation may result from what has called the "basic tasks of
1iving" (Havighurst. 1972). Adults are characterized as facing develop-
mental tasks which require the adult to learn new knowledge, "adjust to
attitudes, change behavior, seek information, acquire new skills and im-
prove existing performance levels., It is evident that much cf this |
learning will be accomplished by the adult learner outside of what is nor-
muilly called an adult education setting. .

An unknown amount of this learning behavior occurs incidentally,
that 1:, in bit.: and pileces during everyday activity, often without plan-
- ning or dirrction. Brief episocdes of information seeking, unconscious
Indtation ot another person's conduct, unplanned improvements in a physi-
cal ckill, are examples of incidental learning. Adults also learn in
muny unanticipated ways empathy role-taking, accidentally, from shock
or they may have ‘s "surpriseful" experience and suddenly hit upon the so-
Iution teo a difficult problem in the middle of the night.

Bmpirical tindings increasingly indicate that adults often take the
injtiative in devising major learning projects for themselves in an effort
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 to mbdiry their own behavior. They may become their own teachers or turn i
over the responsibility of directing a learning effort to another indivi-
dual, group or object. A learning experience may begin through incidental

awareness and then develop into deliberate activity. An adult may back :
into, so to speak, the realization that s/He has a need for nex knowledge - o

or skill and then deliberately set about structuring a learning effort to
mevt this need

,,r A N
Other Ilndlngé suggést that a large segment. of the population uses ‘
many approaches to learnlng other than traditienal ones such as enrolling
in a course or attending-an educational program designed for a group. ,
Selt-plunned learning seems to be an extensive activity; it may turn out
to be a very efficient way for individuals to learn many of the skills
and knowledge that are needed. It may also be that different individuals
have dif'ferent capacities for learning based upon a number of factors such
us attitudes of spouses, personal attitudes toward schooling, amount of
time available, and stages in the family life cycle of people who do not
conform to such findings (Houle 1961, p, 6): 0
While the clientele of each institution has its unique features,
certain characteristics are common to all the groups served.
In general, high income groups are more llkely to take part in
educational activities than low income groups. Participation
is also positively related to the size of the zommunity, the
length of residence in it, and the number of different kinds of.
educational activity availeble. People with certain nationality
or religious backgrounds are more active than those with other
backgrounds. Age is important: the very young adult seldom -
tukes purt, but there is a sharp upturn in the late twenties, a
tulrly constunt level of activity until the age of fifty, and
n decline atterward., Married people participate more than sin-
vle people, und families with school-age children more than fani-
lles without them, Many more professional, managerial, and tech-
ni'cul people take purt relative to their number in the population
than do people from other occupational groups; next in signifi-
ceunece nre whitecollar and clerical worker.; then skilled laborers;
s ind lastly, unskilled laborers. But the mcst universally impor-
tant tactor 1u schooling. The higher the tormal education of
the adult, the more likely it is that he will take part in con-
tinuing education. 'The amount of schooling is, in fact, so
: ignltigunt that it underlies or reinforces many of the other
determinant such us occupation, size of community, length of
Lay in it, and nutionality and religious backgrounds.
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The main contribution of these recently undertaken patterns of re -
gsearch study lies in the description &and analysis of the various charac-
teristics of deliberately planned learning among respondents, This type
ol' research benefits from establishing measures of participation and ca~
tegorlie:. o' knowledge and skill as well as describing the social rela-
tionships observed within participatior., 'his approach to adult learning
could be advanced to a:significant degree by being tested with a sample
of the entire U.S. population. : ' :

A considerable amount of work has already been done in the area of .
independent self-planned learning. An initial and provisional model of a
citizen's independent self-study can be based on the findings of survey
research into the nature and design of letrning projects among a wide
rapge of adults in-the United States and (anada.- _ ’

© A continuing self-learner is considered to be™an individual (usually
adult) who vlans snd designs an independent learning project. For the
purposes of this study, planned and sustained attention to one topic will
be taken to definé a learning project., The minimum often established, of
seven hours 3pread over at least three days, is comparable to the defini-
tlon of a learning experience posited by the Adult Educational Associa-
tion of the U.,S. ' -

One Investigator (Collican 1973) employing the minimum time limit of
onc howr discovered the phenomenon of "quick learning --- completed proj-
ects which could be learned in less than seven hours. Such initially
short-term uctivities cebuld develop into longer projects depending -upon
the :strength of the Initial stimulus. On the one hand, there may be no
partlenlur magle in length of time except the "halo" eff:ct which,carries
over trom an institutional influence. On the other hand, learning psy- .
chclogy may have to be revised to include a deeper understanding of the ‘
role ot so-called "incidental" learning in the development of an indivi-
dual's more deliberate learning projects, : :

Selt-planned learning comprises a person's deliberate attempt to
learn ome specific knowledge and/or skill where that individual assumes
bréuiary responsibility for planning not only the why, but also the what,
“how, wifen and where to learn. That person may attend a course as part of
the total learnlng effopt or seek materials or advice from a resource per-
son In un“institution. But in doing so, s’he retains control of and re-
sponsibl ity for deciding what resources and activities to use each time,

In uniertuking a learning project, the learner hi/rself largely de-~
cide:s whether to sroceed with the project as well as what in a general
wity should be learned instead of Just drifting into some activity. The
apparent random activity at the beginning of some sequential endeavor
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like a learning project is probably due to the phenomenon of human per-
ception, At first, & diftused perception is "suffered" until through
what appeurs to be chance some patterns emerge in the transactional situ-
atliorn, '

Components of Investigation:

. A baslc question is faced at the beginning of every learning proJject:
the extent of responsibility for the detailed planning -- what and how
the learning should occur during each episode.  Tough adopted the label
"planner" to refer to the person or thing that did most of the detailed
day-to-day planning in these individual learning endeavors. This concept
of' planner is needed in order to classify the source of the plans and de-
cisions, not the motivation or resources used to obtain subject matter.

fﬁe concept of planner encompasses the person or thing responsible

ror developing the majority of the learning episodes. The planner is re-
sponsible for more than half of the detailed day-to-day planning and the
decision making processes in a learning project. The planner makes the
majority of the decisions about what tn learn (the detailed knowledge and
skill) in each learning episode, and/or about how to learp (the detailed
‘strategy, activities, and resources)., The planner may also decide when to
beygn'each learning episode, and the pace at which to proceed.,

Methol categories can be considered as either group or individual,
Group methods uare those which a potential learner can utilize, for parti-.
clpation in educative ‘activity, which normally permit direct personal in-
téruction by two or more learners with a teacher(s) in face-to-face situ-
uatlons. 1In sich instances, a number of individuals are involved in an
educational activity simultaneous}y. Individual methods afe those whicia
4 petential learner cén utilize for the educative enterprise entirely a-
lone or with direct or indirect association with a teacher., Four types
01 planner:s have been identified: '

Selt-planned learning: In much self-instructional effort the
Learner assumes primary responsibility for planning the entire
project. The individual may seek help and advice about these
decisions from a variety of individuals and naterials, but that
per:on retains the control of and responsibilipy for deciding
what resources and activities to use each time,

Group-planned learning: The learner may decide to attend a
sroup and. let the group (or its leader or instructor) decide
what und how to learn. A group of this kind may even have a
minimum of' 3-% persons, such as a course, workshop, conference,
vr Informal assemblage of people with common interests. '
One-to-one learning:, In some learning ef'forts, the planning’

nnd Jdeeiding of' what to learn and in what order is handled by

one percon other than the learner who-help§ that individual in

” 40
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u one-to-one sltuation. One helper (or instructor, teacher, -
expert, or friend) and one learner interact, usually face to
tace, although it could be by telephone video link or corres-
pondence. Even if as many as four learners have received "in-
dividuulized" attention from one other person at the same time,
it is includel in this category.

~Resource™~plunned learning: In these learning projects, the
mujor purt ot the detailed directions as to what to learn and
whut to do at-each session is obtained from some material re- -
source (programmed instruction, tdpe recordings, series of TV
programs). The learner follows the programs or materials as
they unf'old with instructions of what to do next. Tough called
this planner type a nonhuman resource; but other researchero
huve named it obJect-planned or inanimate-planned

In most learning proJjects, one of these types of planners ("teach-
ers") predominates. A few learning projects, however, may not be clearly
marked by a single major planner, If no one planner is responsible for
the majority of decisions, the learning project is classified in a re-
sddunl category called mixed planning.: In any event, this planner (or
consultunt in the institutional sense) 1s to be distinguished from the

vurious und many sources from which "information" or subject matter may
be retrieved. ’

That which is sought for retrieval, however, remains in many of these
studies ot self-learning not as clearly differentiated from the source of
plunning help as one might expect to see. To people involved in reallife

‘projects, information is more of a process than a product that one would
" e<pect to find in a subject search. Such sources of subject data usually
sought by the individuual skilled in library use include the numerous re-

trieval entry points explored in the typical 1nstitutional "user" study
(Gullup Orgunization 1976)

Attempt ‘have been made to rank the usefulness of reallife informa-
tion sources; and these previous findings indicate that most learning
pzoxeat are initlated for practical reasons =-- to acquire knowledgg and
ckill.reluted to one's job, home, family, sport, or hobby. A considerable
percentuge ot projects predominate in the areas of vocational or occupa-
tional ~ompetence as well as home and family life, despite variances with-
in ditrerent groups ot adults. The percentage of learning projects under-

tiuken decreuses in the areas of public affairs, religion, and general lib-
erni education.

In.otead ot asking only one general guestion, several different ways
ot 1oking the person to recall additional projects have been tried in
previous resenrch., Interviews of up to two hours or more devoted exclu-
sively to discovering all the person's learning projects during the pre-
ceding year, and to the gathering of certain basic data about these proj-
ects. Despite these intense efforts, Tough reported that interviewers

‘eit they-ha: not obtained all the possible learning projects in some in-
teryviews,
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None of' the earlier studies~uncovered as much self-planned learning
us was found in the Tough study. Basically, the earlier studies uncovered
only the learning eftorts that a respondent cpuld recall fairly quickly
und eusily, It was undoubtedly easier to recall a course or conference
or discussion group than it was to recall more individually developed
learning ef'forts. TFor this reason, many selﬂ-planned projects probably
remain undetected in previous studies. The interview schedule designed
by Tough cualled for a probing indepth and }engthy interview with the
learner. In the interviews, long lists of 'subject matter and learning
me thodss were used in order to stimulate reoall ~

As a result of their probing in-depth'interviews, Tough (1970) &and
his associates round that the pettern of & respondent's daily activity
fell into blocks of time ranging from 15 minutes to an hour or more.
These periods of time were called episodes and represented spans of at-
tention when 'the individual's interest wés aroused. If the precipitating
stimulus set was strong enough, then a series of these episodes might be
linked together over a period long enough to gain and retain certain .
def'inite learnlngs. ‘ :

< ) .
Tough's study found that only a minute fraction (0.7 percent) of all .-
the learning projects were undertaken for credit. With one exception . -
(Johnson 1973%), data from the othér studies consistently indicate that
learning for credit and certification forms only a small portion of all .
adult learning. Academic credit includés those learning from a business
srhool, or a college degree. Certification includes learning projects
uudelLaken to puss a test or examination toward some license or driving
test, or toward come requirement or examination related to a job, How-
ever, it is wpparent that credit and certification are not as powerful
motivators or uc desirable outcomes as traditional adult education has
always considered them to be.

However, the findings ¢an ve considered as indicative of areas of
emphi i within the more general model of knowledge production, distribu-
tion and utilization. The extent of learning involvement has generally
been consldered under two dimensions: the number of learning projects
wiiertaken und the ectimated number of hours spent. Tough found that his
-mbjeets organiced their learning efforts around learning projects, de-
Fined 1w u series of reluted eplsopes, adding up to at least seven hours.
ln euch episode the learner's explicit intention was to gain knowledge
et ckill and retain it for at least two days

Tough reported a high involvement rate of almost 98 percent and :
other studies support this finding. Although the degree of participation

varies, almost every adult appears to undertake at least some learning ‘
activities every yeur. The number of learning projeckts undertaken by the
"typieal udult” in o twelve-month period apparently ranges from 3 to 13 .

depending upon the cutegory of general population or the sample of adults .
whp had-enrned a hipgh school diploms or equivalency certificate one year
prior to the iaterview,

.
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There hhive been variutlons in the types of subject matter learned,
representing departures .rom the patterns established in the Johnstone
and Rivera (1969) study. When all the self-taught subjects reported by
the interviewees in the Tough (1971) study were classified, the category
most trequently celf-taught concerned the area of home and family. Fifty~
nine percent ot the learning efforts.in this area were self-taught rather
than ienrned by some other method. Forty-three percent of the courses
and projects in hobbies and recreation were self -taught, as were 50 per-
cent in generwl education, 30 percent in personal development, 25 percent
in voeational subjects, 2% percent in public affairs, and 13 percent in
religion., A more detuiled analysis of the 49 types of subject matter in-
vestignted found thut ut least 80 percent cf all courses in technical arts
und hobbies, gardening, uand home improvement skills were self-taught. )

w

Data Collection, Reduction and Display

: Thi:- iurvey ol' independent gelf-planned learning is a study_of the
lezrning psychology or those who "do their own thing." The patterns of
the wiy people do their own learning are identified -and analyzed, not the
patterns which are so commonly presented as'a result of the way teachers
teach or librariuns instruct in resource utilization. 1In addition theYe
{.: no inherent assumption or prejudgment that any one ordinal display of
resource utilization is necessarily determined. Previous research sug-
gests dynamic leurner controlled strategies withinffhich are sets of
thetienl varianbles and o differential approach to e yetrieval of re-
sonree. ., ) ’

Th= present study does not set out to deal with any particular group
(population sepgment) in isolation. The sample has hbeen drawn nationwide,
Beeunse ot this the findings can be generalized to the entire population,
It 1.0 «lso poscible to unalyze out patterns of information processing in
relation to various sets of the selected independent variables, - However,
the leurning projects investigated aré personal expressions of learning
devaelopment which prow out of individual negotiations with.a transactional
environment, '

The bu.sic concept employed to assess the major learning efforts of
the individual sutjects is the learning project defined as a series of
Telinted episodes in ddch the person's motivation is to gain and retain
certain tuirly clenrly articulated knowledge and skill, The learning
ereryges trom an interaction ot environmental Opportunities, sociocultural
characteristies, and of co ing and’ planning strategies. The interaction
ot the o variubles upon ang within the human orgunism result in a behavi -
oral plan that describes a particular learning project.

An initinl und provisional model of a citizens independent self-
plannod “learning project has been based on the findings of previous sur-
vey recearch into the nature and design of learning projects. These
models proviice  theoreticul basis for the behavioral items on the survey
initrument which huve”been designed to serve as guides to interviewee

36
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réhponSe. Thhs; the data has been collected in the categories which grow
out of the underlying conceptual’ work:and the development of an analog
within which the,observations can be anafyzgd and interpreted,

As developed in the above sections of this report, the items for the
survey instrument were assembled as a result of previous research out of
tindings guided by an advisory committee and, the consultants., A prefinal
version of the instrument was pretested for respondent understanding and
interviewer processing by the Opinion.Research Corporation (Princeton, NJ).
The principel invetigator analyzed these returns, discussed problems
with two of the interviewers on the scene and reviewed results with the
supervisor. Some of™ahe pretest respondents were involved with course-
like activities as well as being continuing learners. In addition, the
interview period was running up to 90 minutes in length.

_ N 4

The questionnaire was shortened for completion in a one-hour inter -
view and revised comewhat to accommodate more efficiently those who might
not be involved with continuing learning of any kind. The introduction
to the study was rewritten for the interviewers -- developed in a fashion
which upparently was more "logically" related to the situation dynamics of
the interview itself. As s result some items were rephrased and the se-
quence was chunged to facilitate respondent articulation. A copy of the
finul survey instrument appears in Appendix C.

/- B

Interviewing was conductad under - the  quality controlled conditions
ot social survey research, by the Opinion Research Corporation. Trained
interviewers were oriented to the purpose, scope and methods of the
study and were guided-by the protocol materials as well as precise in-
structions of the interviewer super visory personnel, The selection,
training and supervision of the survey Interviewers is detailed in Appen-
dix D, - :

The respondents were selected from the American population by means
~of 4 modified probability sample. This probability sample was designed
by Marketmath, Inc. for the Opinion Research Corporation from a master
sumple ot 300 counties in the United States. The final sample of 1,501
individuals was selected on a random basis from 5,49% households in 240
primury sumpling units or interviewing places. The structure of the sam=-

ple, the interviewer starting points and the completion rate are detailed
in Appendix E, ’

The Interviews for the study were completed among a national proba-
billty sample ot adults -age 18 and over during the period of October 28
to December 1, 1976, As the completed study schedules were received in
Princeton, the Interviewer assignments were reviewed for completion in
the check-in procedure. The asgignment aqudits and the verification of
Interviews (on u 10% basis) were completed by December 9, 1976. These
procedures are detailed in the report appearing in Appendix D.

Data handling comprising the codingsorganization, reductibn and dis-
play wao done ut the Center for Urban Research, University of Pittsburgh,
under the immediate supervision of its director -- an internationally
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respected uociologist. The scope of the work included such c»mponents :
us: the coding and formating of closed and open-end questions; card
preparation, cleaning data and marginal delivery; the data runs, crosstabs

and correlation runs; professional reviews, evaluation and summary lay-
out, -

.

The patterns and categories of the data reduced based on standard
methods comparable to the practice of other socgial researchers were
designed to maintain the integrity of the survey and display 1ts results
for multivariate statistical techniques. This rigorous control of the
data reduction has made the results of the study available in tape and
disc storage readily available for further comparative analysis,

The survey instrument allowed for the collection of both closed and
open-end data. The closed-end data was organized into 157 variables, and
that ot the open-end into 118 variables. The assignments and the loca-.
tion of each ot the decisions were recorded in the master code book. The
displays of the frequencies of all 275 variables were organized by com=
puter program and printed out in a set of mar ginals,

Guided by the asgumptions and purposes for the study obtained from
previous research, a two-phase probe and analysis of the frequencies was
initiated. In the first phase, the frequencies were organized in display
tables around the components and patterns of self-planned learning proj-
ects which the instrument had been designed to record. As a result, these
dat+ obtained” from a national probability sample could be compared w1th

the tindings ot the more liplited area samples employed in- prev1ous sur -
veys, .

Houever, in order to realize the power of a national probability sam-
ple, u cecond phase analysis was initiated.  The literature had revealed
con.lderuble speculation that the influences and motivations, which are
presumed to govern traditional learning under institutional auspices have
a simllyr ettect on the self-initieted learning of individuals. Thus, a

second phase analysis was conducted employing multivariate procedures on

the dxtu obtained in the survey among those variables commonly associa-
ted with motivational factors.

Thus, in summary, this study was developed and conducted within the
general KPDU model of (Knowledge Production, Distribution and Utilization.
All people are presumed to6 be involved in the processes of information
utilization 'at some level and to some degree. From this viewpoint, learn=-
ing can be considered as a special case of the more general model of in-
formation utilization as.indeed education is of distribution., The pre-
sent study was undertaken because it was not previously widely known how
and to what extent the processes of informetion utilization and acquisition

are related to learning except possibly in short-te.m problem solving ap-
plications.




, _METHODS AND PROCEDURES . AR Y

. *, H
4 : ot /
. i

. v :
+ Based on the initial and provisional models av-ailable from previous
fin'ings, a national survey was conducted among adult Americans 18 years
of age and older during November 1976. This survey was the major re-
~ sponsibility of the principal inwestigator working with an advisory com- .
N mittee and a group of consultants through the GSLIS Communications Media
- Research, Center, University of Pittsburgh.

Therespondents were selected from the U. S. population by means of

. a modified probability. sample designed by Marketmath Inc, for the Opinion
" Reséarch Gorporation (Princetori, N. J.). The pilot testing and the sur=-

vey data collection were conducted by the ORC Interviewing Department un-

der the quality controlled and standard methods of social gurvey research.

Data handling comprising the coding, organization, and reduction was
done at the University's Center for Urban Research; while the statistical .
analyses based upon dezcriptive frequencies were conducted by a team-of
 so¢ial psychologists, However, the conclusions drawn from the various
findings and the extrapolations made for inservice professional develop.
ment are the responsibility of the principnl investigator. o ,

Response frequencies for the demographic and sociocultural variables
are displayed in a set of 29 tables (Tables 'AA-BC) and presented on pages
A61-69 of the Appeéndix., The descriptive frequencies about infermation
about, learning project’.development and information utiljization are dis- .
played in Tables 1-32 in Chapter 3., The several analytical tables are dis- 4
tributed throughout the narrative of chapter 4, Analysis of Findings.

L
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adults were engaged in planning their own learning proJjects. ’

FINDINGS OF THE SURVEY

%

Many studies of Americans, 18 years and older, have been made: but
few if any have ever been conducted into patterns of self-initiated ‘learn-
ing. A great deal is known about formal schooling whether for the labor
force, business and industry, the professions and the disciplines. 1In
fact, educational attainment is one of the major predictor factors in the
socioeconomic and cultural studies. On the other hand, the characteris-
.tics, differences and functional roles' of those who undertake self-initi- . ..
ted 1earn1ng projects have scarcely been considered among adult Americans.

‘This lde of attention cannot be considered a surprising phenomenon.
Arter all, it was as recent as 1928 that Thorndike discovered that.adult
Americans have the capacity to learn, and indeed learn extensively. Be-
"fore that time, amny people were convinced that adults had lost whatever
ability they may have ever had to learn. In addition, it was not until
1962 that Johnstone and Rivera found, almost incidentally, thet many

Continuing,Learningi

All the respondents to the survey, Ind1v1dual Self-Planned Learning
in America," were asked about their individual learning patterns whether
belt-inltxlted or school-like, or hoth. One-fifth of the respondents
("1.1%, N 517) ¢ould not think of any learning activity during the year
previou: to November 1976. On.the other hand, four-fifths of the respon-
dents (73.9%, N 1184) could identify one or'more formal or self-lnitlated
lenrnlnp projects during a similar time period.

The American population can be initially-differrntiated and charac~
terlzed in rfour groups: (1) continuing learners whether involved in self-
plapned leprning or in course-like activities (N 1184, 78.94); (2) self-
Initiating learners who are involved in planning their own projects (N ‘
Llb., 76.1%); (3) individuals involved in courses or school-like activi -
ties (N 283, 18, 9%) (4) those not engaged in learning of any kind (N 317,
21.1%). In dichotomous terms, the first three groups may be characterized
ns cotitinuing learners (or .just learners); while the last group can be de-
fined for the purposes of this sstudy, as non- -learners. These data can be

immarized in the following manner :

o

40
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. : T . :
. The study, "Individual Self-Planned Learning in America," has iden-
tified some striking diffcrences and potentially significant characteris-
tics of American adults. Almost 80% (78.9%) of the population over ‘18

years of age perceive-therwselves to be learners whether in formal. educa= -

tional programs and/or self-initiated learning projects. In this group
there are a smalk number (2.9% total population sample) who are engaged
only in courses ¢ school-like activities under more formal auspices.

Over three-quarters (76.1%) of the entire population have planned
one or more learning projects on theis own, Within this group is'a fair:
ly sizable number (16.0% “otal population sample) who are both -elf=~

initlating learners and also involved in cpurses or schoolelike activities.

For the total group of self-initiating learners (76.1%), the number of -
self-planned learning projects raages from 1 to 18 per person. The dis-
tributlon and range of the topics undertaken by self-planned learners is
displayed in Table 1.

In the aggregate, 4571 éelf-initiated learning proJjects were conduce
ted by 1142 indiviausls during the twelve-month period preceeding November
1976. 1In previous research, the criterion of 7 hours minimum has been

~.
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tauken us purt ot the definitiqn of a learning project. Hmploying this
cut-of'f point of a minimum of ‘7 hours duration, the total number of proj=

ects"falls to 3312, or 3.3 projects per person identified as a self- ) )
Initiating learner, '

¢

- . This -uverage ot 3-4 learning projects per year per individual is con-
- sistert with the:?indings of previous survey research, Of all learning
"projects; 83.6% were 5.7 hours duratinn or more (3812); while only 16.4%
759) were of 6 hours o less, but not less than one hour.. The range of
interests explored in all of these projects is evident from the following
categories which were abstracted from the actual topics mentioned: o

Art: Painting, design, sculpture, architecture

Business: Finance, insurance; sales, real estate

Child Care: Raising children, child development

Clerical: Typing, shor thand, programming, systems

trafts or Hobbies: Photography, embroidery, collecting

Driving: Car, truck, farm machinery

English: Reading, writing, speaking, literature

, Gardening: House plants, landscaping, farming '

Health: Physical fitness, Health & Beauty, Vitamins & Nutrition

History

Hormemaking: Sewing, cooking, decorating , .

Home Repairs: Woodworking, furniture, home improvement, carpen-
try, plumbing.

Jub Searcl.: Career planning, future planning.

Job Related: Decision making responsibility

Lunguage : Sign ' .

M th ‘ '

Mechanics: Television, auto, radio, welding, electronics

Medizal: Medicul problems, first aid

Music: Vocal, instrumental

Nature: Environment, ecology, animals

Philosophy .

Politics: Current events, public affairs

Psychology: Groups, emotional & mental problems

Relationchips: Duting relationships, family, marriage

Religion: Bible study, Church

Sensory Awareness: Yoga, T.M,, Transactional analysis

Sclence: Astronomy, Chemistry

Sociology: Social problems

Sports and Games: Dancing, navigation, bowling

Techniques: New ways of doing things

%dmlﬂml&m@mmy

Volunteer & Civie: Volunteer, church, community work

- Faueation: Adult

These interests und concerns of people which lead them to undertake
a learning project uppear to emerge from the transactions and negotiations
ot evt 'yday lite. 'The areuas of interest apparently range all across the
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spectrum of' humun comcern, but the project contents fall into prominent

"categorles as 'y evident trom Table 2. Predomlinant among these topics are

those which resemble the transactionul negotiations of everyday life,
Knowledge-oriented topi:s appear to occur with less frequency.

" 9

Out ot all topics mentioned, respondents were asked to select one for

tfurther descrlption and analysis. The distribution of these projects ac-

ross topic areas is shown in Table 2, These proJjects rapged in length
from 1 hour to 995 or more, with a mean average of 155,8 hours duration
(Table 3). The periods of time spent on that particular learning project
were groupgd‘ihto multiples of semester credit hours even though the
learnlng proJject was self-initiated. This was done for comparative pu -
poses and to emphasize the fact that self-learning projects are on the
average longey (M 159.8 hrs.) than course-like activities where practical-
ly all ot the planning is done for the student,

There muy be as many reasons for learning as there are individual
learner::. The reusons for formal learning among both children and adults
have been explored over a number of years, But those which have motivated
adults to undertake self-initiated projects have only been identified in
more recent survey research,

The reasons displayed in Table 4 are those which are perceived as
preserving the integrity of the project. Obviously, thqse ranked least
importunt, which may be problems in formal education, are apparently peri-
pherul to the nuture of self-initiated learning. The following individual
comments’ may help to express some personal values for such learning:

Most packu,sed commercial seminars available are rip offs both
in money und contents, But if I ever did atterid one this would
be my next most important. '

Hurd to way == the things I learned couldn't be learned in a
clussroom == only by getting out and talking with people.

'y :
I don't know of' anyone who will teach women what I want to
know,

I wanted to remain a free man and' had no other choice than pur -
Ste this myself',

Need to learn. My wir'e was stricken two years ago. I resigned
my Job to glve full time to caring tor her,

Q

It is interesting to note thut the last three reasons, ranked as
leteite Important In Table 4, are ones among others which are usually ad-
vinced in expluining why people do not participate in institutional adult
education, Conversely, those runked most important muy'be taken as indi-
cation. ot the maturity with which self-initiating learners do plan their
projet . \ . 1. )

.. ‘?
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Table 2 o Table 3 §
Uhie Lenrning Pr wect! Selected From ALl Mentioned . One Learning Project Selected to Explore 8
Upon Which o Explore Flanning and Other Processing. ' Planning and Processes - Length (Hours) Eg
‘ Per cent ' : E .
. - L ¢ : . .
Categury (N 1142) | ' . Percent Cumulative
. . “ Hours* (N 11b2) Percent c.é
Hubbles, Crafts Lb,6 v ' . . =z
Homemaking 1.9 1- 6 12.2 12.2 3]
Home Repuiry 4.6 ] .
Sports, Gamer 4.6 { - 20 '17.6 _ 29,8
Gardenling G . a—
Mechanies 5.7 21 - 35 . 9.9 . 39.7
. Businers L, 3 ‘ , _ .
(hild Care _ L2 % - 5 , 13.6, 53,3
Polities ' 3.0 P
Music 2.1 51 - 100 o 15.3 ‘ 63.6
Rellglon 2’.7 - +
mglish AN 101 - 150 5.b 1.0
Nature . ’c.l 151 - 200 ‘ p .
Medical 2.1 5 5. - 79.6
Health, Beauty 1.9 b ‘ .
Art ' 1.9 201 - 300 b7 8,3
Job Related 1.7 o
Psychotogy 1.6 301 - 40O L2 83,5
Travel 1.% .
‘M vie Volunteer Werk 1.3 Lol - 500 ' 3.2 91.7 ,
Clerical L3 _ ) A
Formal Learning 1.3, 501 - 995 S 8.3 100.0
Hiatoery . 1.3 ‘ ' l ,
Sensory Awareness 1.2 :
Job Sear:h 1.1 100,0
Dreiving 1.0
Relatlonshipe .8
language ! .1 , '
Mathematins T *Hours grouped in multiples of semester credit hours even though
Sociology T : '
Sclence .5 learning project was self-initiated. ‘ * w
"fachnl ques ) < .
Bdncatien 2 - .
Phi losuphy o1

a6

;)
-




Table 4

Reusons Why People Prefer to Learn on Their Own, Instead of Taking a Course -- Ranked by Importance.

°

<

Most Next Next Least

Category . Important Most Least - Important
Desire to set my own learning pace. ) - 46,8 . b33« 4,9 L.9.
Desire to use my own style of learning. 3T.4 41,2 10.8 10.6
I wanted to keep the learning strategy
flexible and easy to change. 31.0 hS.Z 13.7 9.6 :
- Desire to put my own structure on the _-
learning project, _ . | 27.8 53.1 ° 11,3 7.8
I wanted to learn this right away and ﬁ ) ‘
' _couldn't wait until a class might start, - %.2 1.3 26.8 22,7
I didn't know of any class that taught A
what I wanted to know. } 29.8 18.6 29,5 22.1
I don't like a formal classroom : ' &
situation with a teacher, 14,0 15.0 2.9 38.1 "
_ , ry
Lack »f time to engage in a group - . ;
learning program,. _ , , 17.9 16.9 34,1 3.1
. . o
Transportation to a class is too hard - »
~or expensive, ’ . 5.3 T.b 42,9 Lhk,s E
I don'!t have enough méney for a course | %
or a class, _ ' 5.2 9.8 % .8 48,2
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The length of a self-planned project is only one element which is
tuken into vonsideration in churacterizing learning. The factor of moti-
vation ls presumed to be u manifestétion of enthusiasm, Almost all of the
respondents (94.2%) were elther "fairly" or "very" enthusiastic about that
one project which hud been singled out for extended consideration (Table 5).

The knowledge, information or understanding gained may be taken as
another tuctor in u leurning project (Table 6), In addition to the amount
of learning accomplished by the respondent, the project which was conduc-
ted could ulso‘benerit others such as the immediate family, friends and
velutLveu, the staf'f or admlnlstratlon of the employlng company (Table 7).

Once the dimensions of the situation take shape (i.e., recyrring pat-
tern:s appear), the individual can apparently recognize a problem tou be
solved or u transaction to.be negotiated. Thus a grasp of the constraints
and opportunities in a context moves from random awareness to more con-
trolled unalysis and diagnosis that may lead into. the planning of a learn-

ing project, The type of planner and the emphases in the responsents' dis-
tribution in (hown in Table 7.

»

The individuul prefers those planning modes which include the self
or clovely assocluted and personally accessable sources such as the human
and non-human planners, Clearly self-learners tend to deemphasize the
group planner., The overlap among planner-t,pes or duplication factor of !
empLoying more thun one type is only 1.6 per +person.

From other studies of adult self-initiated learning, it appears that
+ome individuals at least initially become involved with a great deal of
random uctivity., Several respondents to this study "found themselves"
(discovered putterns) in terms of- reacting to perceived chance occurrances
in serendipitous activity. The following individual expressions taken
from the "other" cntegory ot Table 7 may serve -to illustrate this pheno-
menon : :

Tricl mi error; it Just happened; there wasn't any planning;
I decided to go and I went.

Forced into the situation, trial and error; my wife left me
with daughter last month. :

Mo.otly yoing to library and reading trade journals; I just
Keed rewding until some ideas come.

Tk to people connected with car repair and salvage stores;

experimenting und sharing information.,

I see something I like and I go from there through trial &
errvor: it something is too expen sive I like then I try to
ledrn how to make it,

Dity =to=duy contuct with people hit and miss; I Jjust think
and keep thinking.




Table 5

Bnthusiaam Expressed About New Learning '

Table 7
Extent Which Learning Benefitted Others

Amount of Knowledge, Information
and Understanding Geined

Percent

Code Catepory (N llh2'£
(2) . Oreat Deal 5T.0
(-1) " Modest Amount 33,0
Little ' 10.0

100,0°

Percent Percent

Code Category (N 1143) Code Category (N _1142)
(-2) ‘ Very El;thuaiastir: 65.0 (-3) large Eb‘d:ent ' Ll ,9
(-1) Fairly Ehthusitzstic- 29,2 (-2) Modest Extent 33,2
(-0) y Not Ver.y_ Enthusiastic . 5,8 (-1) " Small E'xtent 15.0
' s T (-0) Not at All 6.9
100.0 ’ —_—

100.0

Table 8
Table 6

Ways Respondents Determined Day-to-Day

Plans on How to Go About Planning

—_— > ——

Mopiasic

Category _Percent
Self-Planner 40,6
Non-Human Planner : *%.5
Huren Planner YN
Group Planner 22.9
Other 14,3
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My husband decided I should make a western pants outfit and
talked me into getting started,

I might go to the lihrary 1f I Just couldn't lay my hands on
information any other way but libraries make me feel somewhat
uncomfortable and nervous, I would also prefer to see it
done or pictures as I don't like hard detailed reading either.

As a result of the findings cf previous research, it is assumed that
people process information in steps and in patterns which parallel beha-
vior. In general, this progression moves from the steps of articulation
and description (phase 1), through diagnosis and analysis (phase 2), and
~ into uapplication, testing and acceptance of "innovative" (changed) beha- -
~ vior (phase 3). These steps were articulated in six linguistic expres-
sions for submission to respondents.

The phenomenon. of the behavioral aspects of intrapersonal information
processing 1s presented in Table 9. Each step (two in each phase) as ex-
pressed in a linguistic statement was ranked by respondents. There is, of
course, a distribution of response across all of the six steps with emer-
ging clusters in the expected rank order. Steps 1, 2 and 5, 6 appear to
be more cleurly perceived in rank order than do steps 3 and &4, Obviously,
there is room for the further exploration of the congruence between a
Lingulutic analog and the behavioral one.

Clearlyp respondents do use some pattern in approaching a self-initi-
ated leurning project, even if they begin by "reading and praying." There
apveuars to be a progression in this intrapersonal development even though
a linguistlc expressions ot it is difficult to articulate. In any event,
the tollowing expression of reaction from the "other" category of Table 9
may help to elucidate the concomitant linguistic behavior:

Read und pray. I share the word, and trust the Lord for'my
tecisions

Cometimes things are hit and miss. If things don't work right
ror the first time, you try it again a different way.

I basicully tind something I like to do =-- and do it -- I don't
approuch it -- I just do it,

I get the ides, think about it, get all my "junk" needed to-
vether and get to it, An idea may come to me more than once
betore I try it as I always think about things first. Tren
how and what I'l11l need und how long it will take =-- if it will
cont'lict with children's school hours.

None of these. I went to-the store, got the kit., If I needed
help I asked my mother (other crafts) -- just get kit and try
it on my own, *
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After 1t sounds all right, or it works, I Just sesw te
- lonrhmut a-'. u‘u semsthing olse, ’ L]} ) 2.0 L7} ) 39 20 W.7
v
Table 10
Main Places Where Respoudents Prefer
To Do Their Own Learaing
. Moet Next Next Least
Cstegory ’ Important Most Least Inportaat
Home o 66,4 21,6 5.0 7.0
. . On-The-Job Traintng 37.9 33.3 16.6 = 12,1
Outdooxs 16.6 3.1 28.8 23,5
Ciscussion Group 14.3 32.8 30.3 22,6
Clsssroom 12,5 22,0 3.1 32,5
Ltbr.ry 5.8 28.2 31.0 35.0

Public Events (Lectures, Concerts) .
4,0 12,0 35.9 4.}

.
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. . o .
I get books, depending on the situation. I mostly study then .
organize and do it. I talk with other people about what ‘ever

it is I: am working on. I like to gab; so group-talk helps too.

Respondents do have .preferences for the location in which they pur-
sue their learning projects, Table 10. It is probably not surprising that
the home is the best preference. It is however worth observing that on-
the-Job training also has a high degree of preference. One respondent put
-+ the matter this way in ranking that category most important:

I would say on-the-job training with a guaranteed competent in-
. structor. I hate a learning class interested in how many bodies
' are warming their chairs,

; Only a small number (h} cases) of respondents (3,7%) mentioned other

cutegories, These included the church (6 cases), the club or lodge (3
cases and the YMCA and Hospital, each with 1 response. Some of this
additional response could be fitted into the previous categories of Table
9. But the remainder of this open response resembled that of planning °

methods and sources (e.g., magazines, radio, asking questlons) rather than
locution.

The modulity by which respondents prefer to learn was obtained and
displuyed in Table 11, The modalities are the ways people receive the in-
lormatlon employed in the thinklng ‘process, It is interesting to observe
thut "muking notes and writing" is almost as seldom used as game playing.

Only 16 individuals were aware enough of other ways to mention items
which resemble the response when asked earlier (Table T7) how they went
«tout planning a project. There the response ("write-in") was much lar-

‘¢er (14.3%) and more varied. Apparently respondents had some difficulty-
in distinguishing between planning methods and the modalities by means of
which information is obtained.

Among those who consider themselves to be continuing learners, whe-
ther in formal or self-initiated projects, a variety of sources are used
to t'inu out that learning opportunities exist. These sources employed to

seek leurning experlenceo of any kind are displayed in Table la\

A smull number of those responding mentioned some additional sources.
The:e runged widely from the supermarket bulletin board or barber-beauti-
cian to an organization house organ or a hot-line phone. In other words,
the lict gives the appearance of a sample of topical headings in a commu-
nity revsource directory.

The recpondents were asked to rank a number of goals for any kind of
learning, each on a scale from entirely unimportant to a value of extreme
imporvance, Table 13. Some goals are perceived as having more personal
“elevince than others. 'Those which predominate revolve around the intra-
personal environmer of the person =-- satisfaction with one's own intéMior
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s Table 11
Mein Mathods by Which Respendents rut.cr
to Leern - e
A .
- Second BSecond
Category Beat Best  Werst ‘Vexat
Seeing or Obdeerving 45,2 42.4 ° 5.8 6.6
, " Resding S , 4.8 258 13.5 | 16,9
A .
Having A Chance To Telk To Sowe- : :
one Asking Questioas 3.3 6.0 16,2 6.5
. Heering Or Listening 3.1 A0.6  14.2 14,0
Prsctice, Trial snd Exror 29,2 23,3 29.3 18.0
Making Notes and Writing 2.1 8.0 4.7 40.2
L]
Solving Pussles or Playing Some

Games 1 2.8 35.8  6l1.2

Table 12

A1

Sources Used To Pind Qut 'ﬂu‘t Leazning
Oppocrtunitiee Of Any Kind Rxfet

Source . Percent )
Mopﬁr 74.0 .
‘Word Of Mouth : 73.6
. Telavision ' , 65.6
Redto 44,5 ¢
Librery Files . 24,1
Librexy Displey _ 1.9 -
Agency Files 8.3
. Labor Unior. | 1.7

Hot Line ' 4.1
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)

"house," Grouped next in order of significance are those which enbhance
one's interpersonal relations either soclally or economically, ¢

A smaller group of ruspondents (%2,3%) expressed additional goals of

" their own. These statements were distributed across several categories

which have been ranked on the distribution of the first goal since only a o
very l'ew respondents (5.,7%) identiried-a second and third goal. This list
extends and refirtes those goal categories ¢f the previous distribution
(Tuble 13): ' :

Category Number of Goals

1 2 3

L4

Seitl Knowledge and Satisfaction
Broaden Selt ‘
. Muke Money

Huppy Family Lite

Help Others

Get Good Job -

Happiness, Fun :

Develop Skill or Knowledge

" Be Better -Christian

Learn Iéisuré Skill

Keep Active

Gt Most Prem Life
v . Be -Bgtter Person e
‘ Ruise Children Well )
More Formal Education
Better Healtn and Physical Condition
Be Successtful )
Truvel-Move
Kespect and Approval
Power and Influence

—

=N ".JI\JI\)\N-\N\N\N.:J'IO\O\O\Q x\o O
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In uddition te goals, the application in areas of reallife of .learn-
iny were explored in a number of categories, Table 1k, The rank seems to
be compuruble to that of the gouls -- personal satisfaction before the in-
terperconnl and other ureas of the social environment. There appears to

-be but 1 modest interest in the equality of life such as public affairs

or the -envircnment.

{he response to the "other category" was®so small as scarcely to
constitnte o usetul sample., Only 20 individuals contributed an additional
wpplieation and almost all of these could as well have been ranked in the
previons cutegories of Table 1k, Apparently the distincétion between goals
and applizations is one that is often difficult for péople to make.

Keeently (last 3-9 years), there has been quite a vocal interest in
mining aeademic credit available for the completion of -self-initiated

ol
)
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Table 13
. : Gosls For Learning -- Each Ranked On A Scale 1-10 with
' Zero Standing for something that is entiraly rtant
and 10 atands for ao?.thtn; that is extramely {mportant,
vty ) 2,
Category Importent ”Iﬁ?ortant Uninpottlyt

Increase Knowledge . ‘ _ 85.3 15.3: ‘ 1.2

| Meet Responsibility 7.8 1L.6 5.3

Complete A Test , 5.3 19.7 5.2

Peace Of Mind ' 70.3 22,7 6.9

Curiosity, Interest ' - 67.4 29.7 "15.6

. Solve Problems 66,6 25,3 8.1 )

Improve Job Skills 150,58 17.7 15.6

Meet People A 46.0 - 39.7 16.5

' Teach Someone 460 397 1443
Educational Credit for A biplomn _L '

Certificate, or Degree 28,6 30.7 . 40,6

Impress ?éoplo ' | L 15.4 38.3 }.46.3

 Table 14 . .

Areas of Life in Which Respondent Uses Learning -- »

Each Ranked on & Scale 1-10, with Zero Standing for
- something .that is Entirely Unimportent and 10 stand-
ing for something Extremely Important :

. l E)(t}:(t)':stly (7-3) ' Bnﬁﬁ y N
: Category Inportlnt' ~ Important Uninportanf
’ Personal Development . 82,7 14,6 2,7
Home and Family . 80.1 ‘ 15,6 6.5 -4
Hobbies and Recreation 56,8 35.8 7.6
General Education ) 56,9 33.8 9.1 ‘
Vocational (Job-Related) ) 49;9 26,9 23,2
Religion 413 31,0 21,8
' Voluntary Activity ; . 35,3 - 47.2 17.5
Public Affaira 25,6 48.9 25,8

' Agriculture, Technology 22,0 39.4 38.5
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lenrning projects, Sources of credentialling are presented in Table 15,
In udditlon, # smull number of respondents were ‘articulate in expressing
"other" ways in which academic credit might be awarded'

It 1s Interesting to note that no respondent felt that self-evalua-
tion is sut'ticlent; apparently an "outside" evaluator is essentiq@ in the
perceptions of' respondents for awarding credlt In any event, the follow~
ing exumples may be ot' interest to educatlonal brokers* and others concerned
with the credentialling of adult learning experiences:

¢ ’
It would depend on what I learned and its benefits to other peo-
ple. There should be'some type of evaluation institute set up;

or 11" the course is academic maybe there should be teats set up
at colleges, etc,

It you can do a job, and do it right, I think that there should

be some kind of test that you can take, and if you pass it, you .
should be given a certificate.

Depends on the topic. It's doubtful if my topic would be ac-
ceptuble for acudemic credit, If I had chosen "writing a book"
perhaps 1t would be justifiable. But I am really not working
for credits -- just to be helpful to others as well as myself.

+ T should be tested by an authorlty to determine how much I know
and how well I do,

Any competent source -= a recognized expert -- anyone from pri-
~vate courte teuacher to accredited school but only 1n relatlon
S to students competence and ability. -

L]

g .
I think you should have an evaluation and credit for what you

are uble to do on your own, like CLEP tests at colleges.

_Any teacher or a profe,ulonal, someone who could test you, evalu-
ate you und determine whether or not you should receive. credit,

out ot the total population sample, there were ‘283 idults (18.@%)
who were enguged in one or more courses or school-like activities during
the previous year, Such learning experiences are characterized by their
il liation with un agency or institution, the group nature of the parti-
cipation, und the strong role of group leader or teacher. Evidence of
these characteristies appear in the location (Table 16) where such léarn-
ins experiences tuke pluce and in the lower mean hours éf length (approxi -

m:to Ly B0 hours) nin compared to the mean of 155.8 hours of self-initiated
lerndng projects,

obvioucly, the lengthy phases of planning done by one person (the
feqtcher) In tormal Lenrning have ilready taken pluce by the time purtici- -
pants enroll and movement through the learning materials i: expedited by




42 0 SELF-PLANNED LEARNING
, Table 18 o
Source From Whom Academic Credit Bhould
Be Avarded for Self-Initiated learning
Category Percest
Auy School, or ”Non-Spocitiod 8chool 28.1
Collage ' 23.6 .
Spectalist’or Other Qualified. Person 19.6
. Government Agency (local, state, national) 8.3 L
On~Job Training . 5.8
Voc-Tech School 2.8
High School ° 2.1
S_om.tgar, Workahop, €lub i é.l '
¢ Year College 1.8 : T,
Adul..t. Continued Education 1.2 |
Other (e.q., "significant" oti.ers) . . h.6 - .
' . ?.(X).O
)
Table 16 ‘
K Inat.lt;utional Aftiliation or Location Where
Uouraes or Schuol-Like Activities Occurred
’ Nunber of Courses -
Chtegory 1 2 3 k 2 6
VUl lenw efal 3T.7 45,7 bs,5 k3,3 6h.T
eminur, Workshop, Club 23,7 20.2 10,0 15.9 20.0 5,9
VesTech dichoul 17,6 9.6 1.4 15.9 6.7 5.9
‘Ymr\{ullege ‘ K,0 9.6 12.9 9.1 16,7 5.9
cualob Iraining 6.5 5.3 Tl Lk,s 5.5 5.9 v
S e | 6. b,k 2.9 b 3.3 5.9
Anatt continulng Blucation b, 2.6 1.4
el L.y .9 2,9
IR “;nnd--nve "n‘{reie 1, 1M
Ve e Dot g 1.k
Woveriment. b 1.4 1.4 a
Al e, 1.8
Q © vher .9 .6 L,3 4,5 ' 0./ 5,4
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concentrated actlvities. 'he number .of such courses ranges up to 6 proj-
ects (Tuble 17) tor any one person as compared to an upper range of 18-
project:s among those conducting self-initlated leurning projects. Thus,
the range ot subjects covered is about one=-third less than those planned

by the learner.

fal

L

The topics themselves look like curriculum subjects in comparing
them with the more informul coping categories of self~initiated learnlng
(Tuble ') as the tollowing examples indicate:

Category

Agriculture

Axvhitcctule _
Ar t

“Biologleal sciences
L

Bluck studiq"

Business

Computer and Intormation

Seiences
Fcucation

Inyineering

snylich

Foreipmn lunguages
Heelth-related carcer.s

Home wconomic:s

Interdic <1p1Lnnry studies

donrnalin

Example

‘t
¢

Agricultural economics, ag-

ronomy, iorestry, and
soml"

‘Art appreciation, design,

photography, drawing,
sculpting and calligraphy

Botany, ecology, predentistry,
premidicine, zoology and
pollution

_Mexican-American studies or

other ethnic studies

Accounting, business adminis-,
tration, industrial msnage-
ment, Mmarketing, and fi-
nance

Programming dnd systems analy -
sic

Business education, elemen-
tury education, and femi- :
nist education _

Chemical engineering, civil
engineering, electrical en-
gineering and mechanical
engineering

Creative writing, speech and
drama, linguistics, litera-
ture ‘

French, German, Italian, Latin,
and’ upanish -

Nursing, medical tethnology,
and x-ray technology

Diatetics, child birth classes,
tamily and child develop-
ment, nutrition, and tex-
tile‘ and c]othing

Communications, radio and tele-
vision
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Table 11 . ) .
Number ot (ourses or .Sohool-mke Activities Undertaken in Previous Year ’ I !
s ’ Number of Courses
Category ’ 1 2 3 . b 5 6
. B . : 5
Business : 17.3 10.7 8.1  1k.3 16.1 21.1 ’
Voentional - Technical 13,8 “ 5,8 5.4 | 6.1 | 6.5 5.3 Co i
Selence, swetal 20 831 28k 8.2 16.1 211
o Home Economics | 8.1 11.6 6.28 8.2 12.9 5.3
Heulth Related - T.1 5.8 6.8 ’ 6.1 6.5 5.3
. bpurts & Recreation 7.8 1.7 - A 8.2 3.2
Rellgiul; & Philosophy 5.3 2.5 -.;u.1 ' 51 ' f._'i'o..sl‘, )
aee ) b9 5,3 2.1 6.1 )2 , '
Bdu atlon b2 6.6- 5.4 ’ 2.0 :
- Blologieal Science, h.al 5.3 s.uA 2.0 ’ 10,5 . I
" mglitsk ) ‘ 3.9 9.1 9.9 \.1.‘6'.51 12,9 10.5
Mathemnnics a0l 205 5. f2.0 1.2 5.3
) ‘ -l:;vxrnnllsnl A 1.8 8 1k 6,1 5.2 ‘
. scieuce, Physleal 1.4 'a,s , 5.k 2.0 5.2. 5.3
Q U Maste ' 1.1 2.9 | b1 6.5 ' ‘.
computer ticience e 2.5 1.4 P 3.2
languuge o LT ’ 3.2 %3
Meineering s f
Agr'."ult..\u'e . 4 B
ivh;‘r Ctudies . 3.
: Other ch 0 5.0 1.4 '
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Mathematics
Music

~

Philosophy or religion
" Physical sclence

b5

Y

Calculus and statistics

Music appreciation and composi-
tion

Ethics, logic, and theology

Astronomy, biochemistry, chemi-
stry, geology
Anthropology, economics, gov-
ernment,; history, pollti-
v ' cal science, prelaw, psy-
. chology, social work, soci~
. . ' ology, and urban affairs
~ Vocationsl or technicul Automobile repair, carpentry,

’ computer programming, draft-~
ing, plumbing, stenhography,
and television repair

Recreation v Physical edutation *

Other - _ --

Suclal sclences

Intormation Utilization

This ,tudy has; been developed and conducted within the general
KPDU (Knowledge Production, Distribution and Utilization) model. All
people ure presumed to be involved in the processes of utilization at
some level and to some degree. However, it is not as widely.known how
and to what extent the processes of informption utilization and acquisi-
tion are reluted except possibly in short-term problem solving applica-
tion:i. Since it has only recently become evident that self-initiated
learning is common, the effect it has upon info> ration retrieval and ap-
plicatlon and vice versa is open to investigation.

From thils viewpoint, learning can be considered as a special case
ot the more general model ot information utilization as indeed education
is ol distribution. Respondents were asked to indicate and rank the main
sources trom which informutive data is retrieved as presented in Table 18
(continuing leurners) and Table 19 .(non-learners),

Ditan wis obtained about tne recency and duration of the information
ceeiing and utilization processes among the 1501 respondents in the total
popuiation vample, Among respondents who perceive themselves to be con-
tinuiny, leurners, 73.29 had deliberately looked up some information with-
in the pTUViUUU 1 days. The amount of time spent in the retrieval process
varled, with 36.%% of the response limited to one hour or less. In think-
inv buut the information obtained in the last retrieval, 8L,5% of the re-
:nondent cont'ined their deliberaticns to one hour or 1ess.

This probe was conducted within a sequence of questions about the

retrieval and utilization of information., These data are reported out in
'Mible 0 (Receney), Table 21 (Retrieval), and Table 22 (Thinking). Non-
learner: did not look up informution as often and spent less time both in

p
)




U6 | SELF-PLANNED LEARNING

y

Table 18

Main Sources Rsspondents Seek When They Want
' To Kuow Something, or Get Informetion On A
»~ Subject == Continuing Lesrners.

-

Zero stands for something that is completely unimportant, snd 10 stands for
an sxtremely importsat sourcs.’

. 1 ‘Extremely Eatirely
v Category Iaportsat Important Unimportamt
© Expert Who Wes Also A Friend Or Relstive 75.2 19.5 5.3
Books | . n.2 23,7 s
Close Friend or Relative ) ) 58.7 2.8 8.3
Travel . : 52,5 s 15.0
Newspaper ) 48.1 40,7 11,1
Paid Expert | | . ) 48.8 B 1Y 17.8 )
o Television . ' 44,2 42,9 12.8

Self~-Formed Group of Equals ‘ 41.8 45,1 13,2
Individual Instruction or Tutoring - 49,2 7 30.5 20,3 ’
Group, Class Ore Lécture Seties With An

Instructor ‘. 43,1 : 40,7 16.2
Magazines ‘ 39.0 ' 569.6 11,7
Exhibits, Musems, Field Trips 32,3 41,0 26.7
B;wuing 1;1 Libraries | 32,3 41,0 26,7
Radiv : TR 50.0 22,7
Filme 27.6 a:'s.s 26.5
Hunan Relations Trsining, Role-Plsying 26.8 43.0 30.1
Brochures, Newsletters, Mailinge - 20,0 51.8 28.2
Fhonorecords and Tape Recordings 16.8 48.8 36,64
correspondence Study _ 19.3 40.7 40.1

«
\13
AN
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Table 19

Main Sources Respondents Seek When Thay Waat
To Know Something, Or Get informatios Oum A
szjoct -= Non-Learners

Catagory
Expert Who Was Also A Friend
Or Relative
Close Friend Or Relative
Telvision
Newvspaper
Book;
P;id Expert
Radio
Travel
, ﬁngn:tneo

Group, Class or Lecture Series
With An Instructor

s-it-ror-d Group Of
Fquals

Individual Inatruction or Tutorxr-
ing

Exhibits, Mussums, Field
Trips : '

‘Filma
onvging in Libraries _ o
Correlpohdence Study

Bruochures, Newsletters, Mail-
1nES

Human Relstions Training, Role-
Playing

vhonoracords snd Tape Recordings

Extremaly

Impoxtent

65.5
58,0
56.5
49.6
48,0
5.0
35.5
38.4

23,5
28,1
24,1
33,6

26.2
17.2
21,5

16,8 -
13,1

13.4

11,7

Imgortent

21,4
28.7
36.4
38.5
3.4
21,1

47.6

- 33.3

51.3

35,7

43,2

22,4

31.8
w‘s
29,3

29.8

3.1

32,6
37.0

47

Entirely
Uhtlgot:ont

13.0
11.3
7.0
12.0
14.7
27.4
17.1
28,2

25,2
~36.3

2.7

48.8

54.0
51.4
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Tadble 20

Recency of Lest Time When Respoudent
Looked up Some Informat ton

‘ poare e s "
e (:plsm) (4 LLaw) (n n7) (w 142)
One Day 39.8 h . 43,5 23,6 39,9
| Two Deya” 48.4 52,4 31,0 o 4844 N
N : Three Daya ~ 52.6 56.9 34.5 52,6
Four Daya S4.6 "s9.5 35.4 55.2
Five Days 5.7 ¢ 60,2 35.4 55,9
S1x Daya seu 61.1 35.4 5649
Seven Days ‘ 68.8 73.2 30,7 70,0
Tvo Weeka 764 80,4 59,2 "1
- Theee Weeks 78.1 82.1 60.7 79.1
Four Weeke 78.8 82.6 , 62.0 79.7
Tvo Months 88.4 9.1 76.9 R9,4
' Three Months 90.8 . 93,5 79.5 92.3
More then . '
Three Montha 100.0 100.0 100.0 : 100,0
.
"." 3

Table 2]

’

- : Amount of T{me Spent During Least Time Respondent
Looked Up Sume Informstion - Retrieval

- Continuing ' '
Population Leerner , Non<«Le trner Self-
Category - Seample Reapnnag Reaponse Learner
(N 1501 (¥ 1184) (o 317) (¥ 142)
Five Minutes 19.3 17.0 30,/ 17.0
Ten Minutes 34.0 31.3 7,2 31.8
- Fiftean Minutes 45.0 © 42,0 59.9 42.8
Twenty Minutes 51,5 48.8 64,6 49,2
Thirty M{nutes 71,0 68.7 82.1 69,5
v Forty-Five "
Minutes ' 74,3 72.3 84.0 73.0
A tme Hour 81,5 86.5 . 92,9 87.2
One and One-half
Houre 49,5 88,7 ' 94,3 89,2
Two Hours 95.4 95.0 98,1 95,4
Three Hours 97,3 97.3 98.1 9.4
Four Hours 98.0 97.9 99.1 98.0
More ‘than
Four Hours 100.0 100.0 100.,0 100.0
'" ¢4 ‘
DAY

ERIC

.
Aruitoxt provided by Eic: .
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Table 22 .

" Amount of Time Spent Thinking About Information
Obtained on Last Occssion - Thinking

Continuing
. Population Lesrner Non~Learnex Self-
Category Sample Responae Response Learner
- | (N 1501) W na) (N 317) (N 142)
| Five Minutes 29.3 26.8 42,3 26,2
Ten Minutes 641.3 38.9 52,2 38.4
Fifteen Minutes 51.0 48.4 04,7 " 47.9
Twehty Minutes 55.4 | 52.9 67,9 : 52.4
Forty-Five
v Minutes 73.9 , 71.8 84,1 ToT1.4
One Hour 86.0 - 84.5 . 93.5 83.6
_ One and Half :
s Hours .87.2 85.8 93.5 .' 85.0
] oo i .
. ‘Two Hours S92.2 91.3 : 96,5 90,7
Three Hours 94.8 94,2 98.0 93.6
Four Hours 95.8 ' 95.3 98,5 ) 94,8
* More than 4
Hours 100.0 - ' 100.0 100,0 100,0
Table 23
DEPENDENT ° Coa )
Recency of Time Time
( ' ‘ Look-up Retrieval Thinking
INDEPENDENT (Duys) (Mirutes) (Minutes)
4 Grades and Under 26.6 b1 43.9
Jome High S-hool e N 5.5 _ 7L.3
figh School Grad, L, 3 38,6 ' 60.5
Veantional 39,1 126.9 135.9
Bus ! neos - 55.1 33.4 5b.7
Pechnd eyl £0.¢ 6.2 0.0
Gome Collepr _ i1.2 Ik, 2 be. 3
College Degrna ' . 35S AR} 38,7
ariaduate Work 154 Chen ‘ bh, 2
Population {4 above) W3, ¢ be . ' 59-“
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;etrlevul aud 1n thinking about the Intormation obtained than the continu-
tng learner . The relutions ot recency, retrieval and thinking to educa-
stion amd occupntion are presented in Tuble 2% and Table 2L respectively.
Those same relations to sex, uge 'and income appear in Table 25,
. «J
A distinction can be made between the use of information for limi-
ted or sporadic periods of time and the application of it in continuing
" learning project:. ‘The categorler of use of information as ranked by
continuing learner. i precented in Table 26, and for non-learners in
Table 2(. In addition, u small group of respondents wrote in "other"

. comment::, ‘These f'ew responses are extensions of the ranked categories and
appeur to indleate thdt information utilization is app]lcations and goal-
oriented:

My own information or curiosity; broaden my knc/ledge into
something practical and useful.

e * ' .
knjoyment ot learning something new, the surprise element and
selt-sutivtaction of' learning, ‘

‘franstorm culture (impact on value of others), helping them
live rlcher lee" and achieve enllghtenment

The library as one community resource center was selected to obtain
dutae on the freqrency ot use. While '17.1% of the continuing 1earners say
they nse the library on.a rvgular basis, this use by the total sample
drops to U, O% and to €.0% tor non- learners. As for occasional use, an

av

- wddihinnwl'ﬂ' 2% ot continuing learners were included; whereas 26. 34
oot the total poprlation esecribed themselves us occasional user:s, and
only !v.O. ot the non-learner:; gave comparable responses. Conversely,

on'y 1, h ot the vont1nu1ny ;edrners have never used the library as
compared to a 5, %% "never nsed" bv the population us a whole, whereas a
tull L% or non-leurners were in this category. ;

obvicusly, these tigures are "self-perceptual" and would need to be

r-ined in thrther studies. The data can be of interest because very few
et ionad ctudies ot librury use bused on a prohability sample are conduc-
ter inoiny tive- or ten-yeur period. However, despite the "hawthorne"
eifet ol dddee ot question, only b0.3% of the American population used
the Tilrary during the yenr previous to November 1976 on a4 regular or
cocenciona! bactie, What seems to be an even more disturbing fact is that
wliost 00 (29, 06) huve never ased the library or so infrequently as to
recpond with o "don't know" or "no uncwer' (Tuble 29).

Useo o Tibeary cervice was explored in o simple checklist displayed
in ™bdle o These eateporics are procedural.y, or perhaps behaviorally-
criented without retinement as to subject intercst or user applications,
The oster in which the catepories are ranked would seem to indicute an
crientation towards Library use ac o non-humin recource.  Tne small (.3%)
"Other™ response apparently wos provided tfrom o similar orientation, such
voothe Yollowing examples:
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DEPENDENT

INDEPENDENT

' Studeht

Private Household Worker
Jales Worker

Clerical

Prpressloﬁul, Technical
Ser yi ce Worker

. Manager, Administrator
Hohsewife

_ Craf'tsman, Foreman
Unemplosed'

Otﬂor Blue Collar
"Laborer

Retired

Transport Operator

Farm Worker

Cther Operator

Table 24
Recency of :Timér
Look-up . Retrieval
(Days) | (Minutes).
2, .
3.3 56.1.
9.7 89.1
4.8 '29.3
1§.3 - 39.3
21.8 | - 55.8
28,2 | 79.9
#1 %5
5.2 390
62.6 53.L
63.9 73.9
%.2 v L. s
95.9 35.8
99.5 b,
11k.6 25.5
117.3 b2,y
11,7 29,1

51

Time
Thinking
(Minutes)

55.6

1475

T
.t
53,3
116.1
30,8
58,6
55.7T
50.7
4.6
49.0
71.9
31,9
15k,

39.5
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DEPENDENT

INDEPENDENT

Female
Male

Populutibn (Both) ’

18-0h years

OH utid vver
Incone leas
thon B 3,000

o

5,000 =4, 999
RV RVESIR
C00 =, 00
L0, OO0 =1, 999

P, 0000 99

L) and over

Table 25 -

Recency of”
Look-up
(Days)

%3
3.5
| 26 .3
33.6
ST

111.0

2.1
90.2
©9..
oi.l
Al
5.9

23,9

a

SELF-PLANNED LEARNING

Timé " Time
Retrieval Thinking
(Minutes) (Minutes)

k2,8 55.8 |
23.5 64,6
46 .8 "59-3
5’5'.0' '. 78.1
41.9 54.9
46,1 23.3
LY h5.9
25.0 70.1
3745 5.6
59.3 L6.6
36,1 ’ 46,5
16,3 116.1
3,1 54,6
49,9 '5h.h ,
ho .1 62,1
50,6 A S
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Table 26

Uses of Jnformation as Ranked by Respondents
who are Leurners (N 1184) :

Most Next  Next Lasst N
Category Importsnt Most Lesst Importent
Make Progress Toward a Gosl 60,7 33.6 4.0 1.8
I L]
Understanding and Disgnose a Situs :
ation 4403 “5.“ “03 509
Choose Between Options or Alternative
Ways Of Doing Something . . 35,4 34,7 16.6 13.4
O
Cl.riiy ﬂ Situation * 22.8 510“ 15.3 ‘oos
Achieve Self-Control . " 19.6 . 3.1 26,7 16.6
4 s L '
Plan & Lesrning Project 18,2 27,0 355 19,2°
Remove A Barrier 15.8 15.5 41.3 27,4 ¢
Just To have Something To Do 9.8 7.5 44,6¢ 38.1
" Win Approval By Dthers 1.3 . 4,3 32,0 62.4
o Tty
', e *
3
: | ,
. _ , _ Q
v ) Table 27
" Uses of Information As Ranked By Respondents
- Who Are Non-Learnsrs (N 317)
. . Most Next ~Next Leasst -
- . Category Important  Most Lesst Important
¢ Understand and Piagnose a
situation , 52.5 39.6 5.8 2,2
- Meke Progress Tuward a s .
Goal “3.9 “2.3 703 6.5
Clarify A Situation 35,0 51,5 10,7 - 2,9 - -
. a (
' ' Chovse Between Options ox
) - Alternative Ways Of Doing
. ‘ Something _ 31,9 34,7 22,2 11,1
Ah"flieve Self-ConE.‘gol ' 21.9 2.7.0 ‘ 2902 2400 *
Just To Have Something To )
Do . 21.2 1‘08 30.7 35.2
’
R(.’m(:)V(‘ A Bat‘rier 17.0 608‘ 38.6 3705
Plan A Lear ning PrSject 19,5 15,8 38,2 35.5 '
Win Appraval By Others 1.6 7.5 39,8 51.1
(3./

[V
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Table 28, FREQUENCY 'pF LIBRARY USE
Regular 14.0
Occasional ’ 26.3
40.3
, " Never 25.3 ) .
DK/NA : 34.4 ¢ .
59.7
Table 29, WAYS IN WHICH RESPONDENTS
GO ABOUT USING A LIBRARY
. Learner Self Population Non-Lesruer
5 Category Response Learner Sample Response
- : : T (N 1142) (N 901) (N 1501) (N 317)"
Leok fn Card File T 48,9 44.6 45.5 . . 22,4
Look Far Books On .
Shelves Mvself 41.2 41.9 _ 40.3 - 38.1
- % : >
Ask A Lihrarian N 19.8 38.9 . 40.9 45.6
Browse I[n Reference Books : . ' / ’
¢ (Enevelopedia, Handbook, ' .
Manual) : - 19.0 - 17.3 18.0 10.9 ‘
Rrowse In New Books Area 16.7 ©16.3 16.7 17.0
. + N R >
v Browde [0 Magazine Area 8.8 . 1.6 7.9 3.4
. ? . .
Table 30. NUMBER OF ORGANIZATIONAL MFMBERSHIPS
HELD BY RESPONDENTS
¢ Sample Self Learner Non-Learner
Category Population Learners Response Response
(N 1501) (N 901) (N 1142) (N 317)
. : 0 38.8 38.0 35.6 52.5
1 : 66.6 65.6 63.0 80.9
2 80.5 80.2 . 11,8 90.8
3 - 89.0 89.0 a7.3 95.0
4 93,2 93.7 92,4 96.4
_ 5 - 96.6 96.6 96.u 98.7
6 ‘ 98.4 98.9 - 98,1 99.7 \
L s . b .
o ! 98.9 99.3 98.6 1¢0.0
8(or more) 100.0 100.0 100.0
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Depends on reason tor golng to library; i.e., pleasure, refer-
ence or tor informution -- sometimes I ask = librarian.

T.do readiny there because it's quiet, more concentration cun
be nchleved,

Seud wite or secretury, my wife picks up # book if I want it.

The organizutiona™ life of the respondents was explored. Organized
grdups may be sources ot information and learning: but they are also areas
' lire where intormation and learning can be applied. The cumulative
distribucion ot organizational memberships is presented in Table 30, It
appeary that the distribution”of ‘memberships held for coﬁtinuing learners
Lo-hivher than for the population as a whole and with pronounced differen-

ces trom non-learners, “Over hall’ the non-leurners hold no organivational
merterships, | '

A slightly larger percentage ot learners (£2.7%) were officers of :
organizations as contrusted with 20.5% for the populuation sam§§E.~ The

number of hour: per week spent volunteering appears to be comparable among
Leirners and the population sample, Table 21, Approximately 80% of both
samples contribute one day or less a week to voluntary activity. The
aren. or kinds o volunteering done appear to have a similar rank order®
in both the pepulation sumple and among continuing learners, Table %2,

’ Q
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category

Halt Day

One Day

1§u Days
fhree Days
Four Days

One Work Week

vver Five Days

Category
N,

Religivus

-y
Health ﬁelated
Educamion
vitizenship
sovial Welfare-
Recreatioen
Fund Raising
Civic, Community

Help Friends and
Relatives

Political

LJJustice

ident {fied Other

Table 31

N

NUMBER OF 8-HOUR DAYS PER WEEK

SPENT IN VOLUNTEERING BY RESPONDENTS

. Population
© Sample
(N 1501)

64,7
79.6
88.9
914
94.0
96.9

400.,0

Table 37 KINDS- OF VOLUNTEER WORK TO WHICH

Self
Learner
(N 901)
63.6
7.8
a8.2
90.7
93.2
96.2

100.0

Learner

SELF-PLANNED LEARNING

Reapondent

(N 1142)

' 65.7
80.2
89.7
91.7
93.9
96.8

100.0

RESPONDENTS CONTRIBUTE THEIR TIME

Population
Sample
(N 1501)
. 17.4
14.9
12,7
8.8
9.3
7.6
7.0

5.8

3.9
< 3.0

l9

8.8

Self
Learner

(N 901)

17.5
14.9
9.9
8.9
8.6
9.4
7.6

5.7

4.2
3.1
.8

9.4

" Learner
(N 1142)
16.3
15.5'
13.2
8.9
8.5
8.2
7.0

5.6

3.7

2.9

[

Reapondents

&

Non-Learner
Reapondent
(N 317)

53.8

76.9

84.6

92.3

94.9

97.4

100.0

Nun-Learner
Response
(N 317)
33.3
2.6
7.7
5.1
15.4
2.6
7.7
5.1
5.1
0.0

5,5 -
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, FOUR

< RESULTS OF THE ANALYSES
[+

self-planned learning has already been found to be a prevalent char-
acteristic of Americans of 18 years of age and older. The aggregate of
these responses can be viewed as an estimate of an empirical probability
to learn. Almost four-fifth of the respondents (78.9%) could identify
one or more formal or self-initiated learning projects during the 12
month period previous to November 1976.

Of all the respondents to the survey (N1501),°76.1% were involved
with one or more self-planned learning projects. As a result, it is
legitimate to argue that the national likelihood of involvement in self-
initiated learning has a high probability ( over .7). Similarly, it is
appropriate to conclude that formal learning has a probability of about
.2 since 18.9% of the respondents had participated in courses or school-
like activities. - ’ '

‘Not only is learning prevalent in America but the scope of involve-
ment is considerabhle. The total number of self-initiated learning pro=
jects undertaken by individuals ranged from 1 to 18 but with an average -
of 3.3 projects per person (Table 1). On the other hand, the length of -
time devoted to each project ranged from 1 to 900 houts or more, with an
average of 155.8 hours per project. Actual hours were combined into mul -
tiples of semester credit hours for comparative purposed (Table 3). .

On page 27 of the previous chapter the various groups of respondents
were shown as subsamples of the population sample. The essential com-
ponents of this information is presented in a somewhat different -array in
order to facilitate the analyses which follow:

v [

s

ter, "Finuings of the Sirvey"; and those numbered from AA
through ' BC appear in the "Appendix" to this report (pagés A61269),

Notey Marginal tables, as numbered from 1 to 32 appear in the pre-
vious M
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FORMAL
yes . ' no |
Y]
g yes Group 1 Group 2
=
g no
' Group 3 le'o‘up 4

Thus, che four groups of respondents (populatidn subsamples) idénti-
fied 'on the basis of descriptive frequencies include the following:

Yes-Yes: Learners who conduct their own learning projects
' and participate in courses or school-like activi- : ‘
ties (N 241, 16%) who are called combination learn-
ers or Group 1 respondents,

Yes~No: Learners who initiate and conduct their own learning pro-
Jects (N901, 607) are defined for the purposes of the
study as self-initating learners or Group 2 respondents,

- No=Yes: Learrers who participate only iu courses or ichool-1like
activities (N42, 2,9%) who are described.as formal
learners or Group 3'respondents,

No=No: Remainder of the resporidents are considered to be non=-
learners (N 317, 21.1%) because they did not participate
in learning activities of any kind during the 12 months
previous to November 1976 or Group 4 respondents.

The demographics are fairly representative in distribution across
the various cells which can be observed in Tables AA-BC (pages A61-69
of this report). Apparently the sampling procedure employed worked well
in practice despite the economic limitations on call-backs. As sub-
sequent analyses show, many of these demographics can be collapsed into
a smaller set of discrete varigbles such as sex, age, education, income,
occupation and political interest, '

Thus,  learning may be conridered tobe a "fact of life" and the pre-
valence of self-initiating lesrning surely occurs for various reasons
and because of certain conaitions. Although many patterns may lie be-
hind learning, or be fundamental to it, they are not immediately obvicus
from the data frequencies. ‘The reasons and conditions have to be in-
vestigaled in an analytical manner guided by the initial and somewhat
provisional hypetheses. To assist in this process, numerous statistical
"analyses were undertaken,

¢
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In overview, a number of sets of statistical routines were planned
and conducted to respond to the substantiative and demographic questions
raised by the findings of the survey, These analyses are presented in
considerable detail in the hope that other researchers can followup with
additional studies of self-planned learning. In general, this process
occured in three phases: (1) statistical analysis of response within quest-
ions; (2) statiscical analysis between response patterns among such groups
of respondents; ¢3) '"global" cousideration of variable: sets presumed to
be “interrelated. ‘

As the various sets of statdstical routines were planned and conduct-
ed, correlation coefficients (or point biserial correlations in the case

"ot dichotumized variables) were calculated in order to investigate the in=-
Lerrelationships among the variables, Several crosstab contingency anal-
yses yielded differences in response patterns that were greater than could
be accounted for by chance alone., Unless specifically noted, all differ=~
ences claimed were significant at the ,05 level,

All cf the steps in each of the several sets of inyolved and exhaust-
ive analytical routines are not reported in detail, As the data from the
actual questionnaires were reduced and organized into a set of descriptive
tables, su also is the statistical detail summarized in the following
sectivns for ease of perusal, Some of the differences which did occur were
organized into a set of descriptive tables, so also is the statistical de-
tail summarized in the following sections for ease of 'perusal. Some of the
Jdifferences which did occur were organized into analytical tables in order
to highiight the relationships among the variables,

Topics of [nterest ‘in Learning

In the survey, respondents were asked to list the various self-plan=-.
ned learniug projects which they had undertaken inthe year previous to
November 1976, These topics ranged in number from one to eighteen with an
average of 3.3 projects per person. After this initial response, the self-
learners were asked to select one topiceto keep in mind while answering
additional questions about self-planned learning, Each of these topics
were recorded by the interviewer as well as the number of hours devoted t7
it. /

On an ad hoc basis the topics of self-planned study were regrouped in~
to a tri-part scale resembling the learner orientations developed by Hc e
(1903). These were: (1) formal topics similar to Houle's knowledge
orientation; (?) practical topics similar to problem solving; (3) intra-
self topics resembling the processes of personal development., The follow-
ing may be considered as examples of the assignments:

Formal Topics (6.97)

Formal Learning English
History , Language
Mathematics: Science

ra, !
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Practical Topics (75.9%)

Business Child Care
Clerical _ Hobbies/ Crafts
"Driving Gardening

Heal th/Beauty Homemaking

Home Repairs _ Job Search

Job Related Mechanics
Medical Sports/Games
Techniques Travel
Volunteer/Civic Education

Intraself Topics (17.2%)
' ’ )

Sensory Awareness Sociology
Religion . Relationships
Psychology Politics
Philosophy - Nature

Music _ Art

Employing these three major topic sets, a number of statistical rou=
tines were employed to study the relation of these topics with a number
of variables assumed to be associated with information utiligation and
learning behavior, Crosstabulations were made between these three topics
and several other variables, Some of the significant ones are shown in
the following discussion along with the chi-square calculation for each
contingency table, s

The topic-oriented groups were fairly equally distributed in response
to recency of an information retrieval as well as in time spent in both
looking up information and in thinking about it, While some variations

"did exist, they were not significant., Thus, the distribution of response
on the marginals (Tables 20, 21, 22) could pbe taken as representative of
these topic-oriented groups.,

Readiwg as a preferred mode of learning has been selected as an ex-
ample of the analytical processes being employed and as a patterned re-
lationship with the three topic sets within which respondents learned,
From Table 11, it was previously noted that respondents were asked to rank
reading along with.six other modes as methods by means of which respond-
ents prefer to learn. In Table 33, '"Reading as a Modality of Learning,"
it can be pbserved that reading is ranked highest by those who undertook
to learn formal learning topics as defined by this analysis. This mode
ot learning was preferred in second rank by those who selected the intra-
self type of topic, and was ranked lowest by those with more practical
interests, - '

The library as a place to learn may serve as a second example of a
pattern in relationship to the tri~part topical inalysis, Despite its
presumed visibility as a community rescurce center few people actually do
use’it, In the accorpanying contingency table (Table 34), the essential
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+ Table 57
Rending as o Modullty of Learning Kanked by
Respondents Who Learned Certain Topic Sets --
Contingency Table Significant at .05 Level
- Worst and Best and .
Second Worst Did Not Rank Second Best
T 22 L9
Yorma: 78
.09 .28 63
- 160 3% 3?1 o
Practicnl 339
: .20 L2 .38
9 m 7T 85
Tutracely _ 191
.15 RToNN b5
198 k55 k55 1108
- 25'9’ d.fo =
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Tuble 44
Library as a Pluce to Leurn Kanked by Respondents
. o Who Lenrned Certuln Topie Sets -- Contingency
. L ‘Tuble Slynitfiecunt aut .05 Level
Worst and Best and
becona Worst Did Not Rank Second Best
16 Lo 22
Formiol 7 75
2l .51 28 '
S b 110
Iraetiond . 839
51 115 2Y
Intre Ly ' 191
1103




RESUL. TS OF THE ANALYSIES : 63

pattern of the relationship to the three topic sets can be noted. Those
respondents with formal learning topics selected the library as 'best"
or "second best" to a significantly greater degree than those with prac-
tical or intraself topics. Of course, the total number of respondents
ranking it high is small in comparison to those who ignored the library
or ranked it "worst" or '"second worst.,'

A number of other interesting patterns were observed in addition to
the examples given above. All of the following conditiepns are significant
at the ,05 level:

Among places to learn (Table 10), the library and the classroom
are ranked highest by the formal learner; whereas the intraself
learner prefers the outdoors and discussion groups; and the
practical learner ranked on-the-job as highest, '

Among the ways to learn (Table 11), reading and seeing were ranked
highest by the formal learners; while practice was preferred by the
individual with practical interests, Other modalities were not
significantly different among topic sets.

Formal topic set respondents use the library most often (Table 28),
prefer to browse in reference books when using that information
center (Table 29), and employ a group planner in developing their
learning projects (Table 8). '

Among other’ sources of information (Table 18), the intraself topic
set prefer close friends; while magazines received a slight pre-
ference among those with a practical interest, The remaining sources
of information as well as the nine uses of information (Table 27)
were not preferred with any significant differences.

Among the nine ways to discover learning opportunities (Table 12)

and the eleven goals for learning (Table 13) there were no signifi-
cant differences among the topic sets.

Respondents with a practical topic set ranked "home and family'" high-
est as a uSe to which learning is applied (Table l4); while the
intraself topic set ranked vocational use lowest and voluntary
activity highest,

Significant differences were not found to exist among rgspondents in:
(1) the three topic sets and the reasons for selecting self-planned learn-
ings (Table 4); (2) the degree of liking for intellectual figures (Table
AY); or the steps with which information is considered (thinking -~ Table 9),.
It should not be concluded that these nonsignificant patterns are to be
ignored, It merely means that these variables were not correlated with
tvpe of topic. However, these facts may of themselves be of considerable
interest to the study being conducted.
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[t also seems of interest to note that no significant differences
were obtained among respondents in: (1) the amount of learning gained
(Table 6); (2) enthusiasm for the learning (Table 5); or (3) benefits to
others (lable 7) of the one project selected for more of an indepth re-
view at the beginning of the interview, In addition, no differences were
obtained as tv whether academic credit should be received for informal
learning or whether respondents engaged in courses and school-like activi-
ties., ' :

The three types of interest groups were analyzed in relation to the
 hours on the learning project, The distribution of the number of hours
for each of the three topic groups is shown in Table 35, The average
number of hours spent by each topic group is shown at the bottom of the
table. While this table shows the percentage of each group spending vari-
ous number of hours on the topic, the raw data were analyzed by ANOVA and
the difference among the means was significant.,

The grand mean based on these statistical analyses of all respoundents
who planned self-initiated learning projects is 154.3 hours. ‘This differs
by 1.5 points from the 155.8 mean hours reported earlier on the basis of
the marginals. But it should be remembered that the latter mean provision-
ally took into account a cut-off point of 7 hours minimum for a learning
pro ject, In any event, the much higher mean number of hours for a learn-
ing project among the intraself group in contrast to the much lower mean
hours for the practical group is a significant finding of considerable in-
terest. ' '

The differences among the three topic groups as to the active status
of the vne learning project originally selected for consideration in the
interview were significant., The intraself group learners were mostly
active at the time of the interview, fuollowed in turn by -the formal and
then the practical learners., As related to (1) information gained,

(2) enthusiasm about the knowledge gained, and the (3) extent to which
Lthat knuowledge benefitted others, there were no significant differences
among the three topi¢-oriented groups of learners, :

/

The three topic groups were equally distributed (approximately 30%)
in replying that academic credit should be available for self-learning
prujects. A similar pattern was observed in regard to whether any formal
learning had been conducted in the previous year. The proportion across
the three groups was approximately 607 no and 40% yes.,

There were no significant differences among the three topic groups in
the distribution of admiration or lack of it for politically interesting
people, the intellectually curious, those who appreciate fine arts, or the
-~ scholarly interested persons, The three groups were also more or less
cqually distributed with respect to: (1) number of organizational mem-
berships, (2) leadership as defined by officering, and (3) whether they

had volunteered in the previous year.
7

pRR
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¢ 4
L Tuble 3%
¢ Hours (Credit Hour Equivalents) L } '
Spent on Self-Learning Topic (% shown) ' '

~ Hours . Formal Practical Intraself

1-6 o B 148 L e 3.8, .
3 ' ’ - , o N

7-20 o 17,1 19.5 ”

. . : | .
21"35 . 808 < . 1003 ¢ 8"4'
v : h\ ’

36-50 2,1 : 13.2 S1,2 0, )
51-100 ‘ 10. 4 17,2 129
101-150 . 8.8 . 5,0 * 6.7

. ] ] R . J v

151 and over 22,8 , 2.4 37.5 \x
Mein ' ‘cgl'ré.'( (hours) 133.6 (hours) = 216.8 (hours)

f; . M [y R

l.
o  The respanse to length of time devoted to '

"learning’ ,projects ranged from 1 hour to
900 howrs and over,
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Although there was a significant difference in the hours spent per '
week in volunteering, the magnitude of the difference was small, Ob-
~viously, from Table 3o, practical interested people spent a great deal
less time volunteerlng than do the intraself and formal interest learners. “
However, in terms of klndS of volunteer work, thére was a much more equal
distribution,

Similar analyses were conducted using other variables presumed to
have an effect on these three topic-oriented groups. All of the demo- .
graphics and the.sgcioculturals were entered intb these analyses. Of '
all these variables only the following were significant at the ,05 level:
sex, education, self-perceived social class, occupation, degree of poli- "
tical interest, and income. . . o )
In planning learning.projects there was no significant difference
among tk* three learning -topic groups in employing the self-planner,6 mode.
This was true as well in employimg both the non~human resource and in
‘using anotAer human planner in a onesto-one mode. The’ intraself group ap-
parently relies more heayily on the group planner than do the other two
topic-oriented groups.

t

o

Planning and Development

* In the dynamics of individual development,the planning of a learning
project is assumed to grow out of and extend the episodic behavior of a
span of attention, 1f the external imperatives are st¥ong enough, the in-
dividual tends to link these together into the sequential activity of sev-
eral related episodes which defines a learning project.

)

It is ptesumed that those who do link episodes together in the sequen-
tial activities of a learning project(s) differ in many ways from those
who do not, or who only participate in courses of other school-like activi-
ties, These many differences were explored' among respondents in various
questions dealing with sources of information, goals and uses for learning,
poecterns and time spent in '"thinking' processes as well as the socio-
culturals of intellectualism, religiosity and organizational membership
plus a number of demographic variables,

The respondents to the survey were asked to indicate the methods by
means of which they went out about planning the day-to-day activities of
a learning projects The raw survey response appears in Table 8 which in=-
Jicates that four major planning methods were identified: ‘' (1) self as
planrer; (2) nor-human planner, (3) another person as planner; or
(4+) group as planmner, "

In order to identify the actual differences among respondents, a
cross. tabluation of the joint response patterns over the four methods was

conducted (Table 37) From- these data the following observations are
evident : g )

&

a

’
-
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Tuble 4/ ' \
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Ot those who use a self-planner (method No. 1), two~thirds of
these individuals "go it alone," not employing any other method
of planning, :

Of these who use a non~human planner (method No. 2), fifty
percent of these individuals do NOT ewploy methods No. 3
or No. 4, '

. 0f those who do NOT use a non-human planner (method No. 2),
the previous pattern is reversed (i.e., they use a self-
planner). '

Of those who do NOT use either a self-planner (method No. 1)

or a non-human planner (method No. 2), then more than fifty
percent of these individuals use another person planner (method
No. 3). '

Only 270 (23.67) of the 1142 self-planning learners among the
respondeits empley the group (Method No. 4) for assistance at
some point in planning a learning project(s).

These methods employed by the #ndividual in‘linking episodes together
are of parallel if not greater importance than the lifecycle of a self-
planned learning project. However, these patterns by means of which pro-
Jects are planned remain one of the as-yet unexplored areas ( £ self-initia-
ted learning. In fact, as further analysis shows, the last three (non=
human, another person, the group) of the four planning modes are multiply
correlated with the first (self-planner),

P

In Table 37, it can be noted that all four of the planning variables
arce jnterrelatel, This interelationship holds true when the multiple cor=
relation of the four are examined with reference to subsamples Yes-Yes
(combinatica learners) and Yes~Nd (self-initating learners), 1In Table 38,
self-planner is held dependent for the other multiple correlations which’
exist in Table 37, '

This analvsis is chrried one step further by breaking the elements of
the table down into subsample groups Yes-Yes and Yes-No &s 18 shown in
Table 39. A similar analysis was performed by collapsing the data on.the
variable; proup as planner. This set ¢ oputines is not shown in a table,
but the chi-square of significance was 3u.o with 7 degrees of freedom.

Thus, using all four planning variables the X2 testing no multiple
correlation with the self~planner was 58.5 with 16 degrees of freedom,
When the variable using the group planner was dependent, the X decreases
by almost 507 to 30.6 with 7 degrees of freedom, This reduction is a
measure of the importance of the group as planning variable for predicting
membership in the other subsample learning groups, .

]




70 z ) ' ™ SELF-PLANNED LEARNING

{

Tuble 39

beli'-Plunner Dependent, Other
Plaunning Varlables Indgpendent

Helr-Plunner
Yoo No
\ 1, 21 56
. 39 9, 134 )
1% , 1k 27
. _ .
; 1 128 199
1 ) 1*9 ba)
[ ] l»)() s 2 37 P 9/()
; a 40 . g ) 119




RESULTS OF THE ANALYSES

71
Table 39
Oelt” au Planner Compared with
Learner Subsamples
Selt-Planner:  Yes Self-Planner: No
" , -
Subsample Subsumple Subsample Subsample
Yeu-Yes Yes=No Yes -Yes Yes-No
ez,
10 29 39 v 2 26 69 95
4 ! 11 15 3 6 8 1k
l ' 0 no b 37 91 |1e8
O ( L% p) 13 oo} 49
o 5 50 HY 6 %9 198 237
11 19 20 T 2 5 62 2 Y
4 ~ 51 06 3 9 42 51
9 333 W6 162 518 680
X2 = 8,5, d.f. = 16




72 , _ SELF-PLANNED LEARNING

A clear demarcation seews Lu exist in the winds of self-planned
learners belween group processes and individual or at most one-to-one
processes. Apparently, the group is avoided perhaps because it reminds

the individual of the c¢lassroom and the chiildhood learning of topics of
Little relevance to adult life,

Selt-planned learning seems to be a pattern of learning behavior
which is largely undertaken by the individual. Much if any reliance upon
a teacher and a class or group is displaced by one's own effort (planning
wethod No. 1) or by those planning methods (No. 2 and No. 3) over which
one can exert personal and immediate influence. The need to talk out one's
thoughts is met on a one-to-one basis and not by group sessions,

Processes ol lLearning

On the basis of survey returns, respondents were grouped into four
patterns on the basis of their approach to self-planned learning, course=
like activities or none at all, Over three-quarters (76.1%) of the re-
spondents had planned one or more learning projects during the year pre-
vious %o November 1976. For the purposes of the analyses these respondents
were considered in two groups: o

2
Group l: ‘Learners who conduct their own learning projects and
" participate in courses or school-like activities

(N 241, 167%) who are called combination learners
(Yes=-Yes).

Group !: Learners who initiate and conduct their own learning pro-

jects (N 901, 607) are defined for the purposes of the
study as self-initjating learners. "(Yes-No),

a

lhe locations where respondents prefer to learn are.displayed in
Table 40, Respondents, in two of the population subsamples (Groups 1 and 2)
" had-some significant differences with respect to the main loc: “ions they
prefer to do their own learning. 7The home was ranked most important by
both groups Wwith public events in second place, However there were con-
siderable differences in ranking among the rémainihg locations, Discus=-
sion group and classroom were ranked worst,

\ :

The rensons which people give for undertaking learning projects on
their own were initially displayed in frequency Table 4. The first four'
reasons piven are presumed to be an integral component of the self-initiat-
ing learning process. Réasons 5 and 6 are somewhat peripheral to that
process cven though associated with it. The last four geasons ,had con-
stituted the traditional assumptions as to why people do not enroll in the
institutional adult education programs (Table 41), From this Table 41,
it may'be noted that almost 507 of Group 1 endorse reasons l-4; while Group
2 has only about 257 of its respondents endorsing tle same reasons.

4

s

-
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iy
Table 40O
[ocution: Where Kespondents
I'ref'er to Learn
Public ¢
Home . : Events Other

Group 1 99 51 85 235

42,1 21,7 36,2
Group 2 1,80 169 232 881
» Totals ! 579 220 317 1116

X° =

(Ditrer

10 b

, .
6 are signiticant)

d.t, =2
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Groub 1

Groun 2

Totals

Tble bl

Reasons Why People Learn
on their Own

Reasons 1-4

Reasons 5-6°

SELF-PLANNED LEARNING

 Reasons 7-10

97 61, 63 221,
43.3 28,5 18,2 ‘
243 293 291 827

28,1 35,4 36.5
340 | 357 354 1051
X? = LYo, d. ', = o

(Differences are significant)

N
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Table 42 indicates the main methods by ‘means of which self-planned
learners prefer to learn which were previously listed in the descriptive
Table 11. On the basis-of a nonsignificant chi-square, there were no
differences in percentages choosing these methods., In Table 42, the
methods by means of which respondents prefer to learn are ranked on the
raw response of the two ‘groups. These ranks are essentially similar in
both groups. ‘

The response to questions dealing with the goals of learning as well
as the uses for learning were first presented in Tables 13 and
14 respectively, Awong those questions dealing with goals and uses of
learning, one-way analyses of variance were performed separately for each
word or phrase in the three areas., Tables 43 and 44 indicate whether there
were significant differences (at ,05 level) among the four means of the
population subsamples, 1In these tables, the obtained significant mean
differences are displayed for che specified group contrasts,

In their perceived goals for learning, there are some significant dif-
terences among the four population subsamples. These variables included:
Improving job skills, increasing knowledge, teaching someone, and education-
al credit’ (Table 43). There were little or no sighificant differences

among the four population subsamples in the rating of the several other
goals for learning, ' '

Among the uses of learning, there were some significant differences
(Table 44) in the rating of personal development, vocational activity,
public affairs, hobbies, agriculture and gerleral education. For example,
Group 1's mean importance rating of vocational activity is 1.85 points
larger than Group 2's, On the same use of learning Group 1 is 1.42 points
‘higher than Groups 2 and 3 combined. However, the conclusions drawn .from
the descriptive data about uses for learning would seem to include the
principal areas of concern for which learning activities are undertaken.

“The relationships were examined among the responses to the question on
intellectualism (Table AY) for those respondents who were engaged in self~
learning activities, 1In these analyses, contingency tables relating each
intellectualism response set to the six steps in ‘thinking about information
as shown in Table 9 were constructed: However, in these analyses no sig-
uificant relationships were found,

Response on the intellectualism question set was examined in relation
to the subsample groups who had or had not been involved in learning activi-
ties, The percentage ol each group answering "always admire" to the varia-
ble, "Admiring people interested in international, national, and local
caffairs," was lowesL for subsample Group 1 and increasing over Groups 2 and
3 to a tigh for Group 4,

-~

~These percentages are shown in Tables 45 exceptvthat Groups 1 and 2 as
well as Groups 3 and 4 have been combined. 'This was done because thére was
little difference between the components of each combination, The large

magnitude of difference in admiration for politically interested people
were significant at the .05 level. ‘ ‘ :
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Teble 42

Methods by Which Respondents ' )
Prefer to Learn

Group 1 Group 2 ‘ ‘
Reading, and
Quuuo:\l/hlk 117 S L57
Seeing/observing
NotesMriting . 78 219
Practice/Trial o 3 130
Pussles 5 g ‘ .
Hearing/Listening 1

12 was non-eignificant

Table 43

‘Goals for learning -- Each Rated by Respondents
(Twble 13) Analytsd on Basis of Four Patterns of
Learning Behavior (One-Way Analysis of Variance,
Significance at .05 1ow1§.

Group 2 Group 1 Group 1
Groups ve, ve, ve,
categories Different? Group > Groups 2 & 3 Group 2
Improve Job 8kills Yes Yes Yes ' Yes
-1,54 66 - 1.43
Inrrease Knowledge Yeu Yoo No Yes
.55 27
- Meet People No S i - i .-
Curiosity, Interest No s -~ -- v -- “ v
tence of Mind Yeo No 'No Yes . . ¢
- b2
Teach Someone Yea No Yes . Yes
1,01 A7
[mpresas Pegyple ' No - -~ -
& fducational Credit Yes Yes ‘ Yeo Yan
., 2.1 1.11 2.17
solve Problems No .- . -- ~-
Cumplete a 'm_ak No .o -t .. .
Meet Responsibility No - - - -

. 1
Kesulty of ANOVA's on importance rating (ecaled 0-10) for each
goal for learning). Tubled "ves" if significant difference
(/05 level) between meane (obtained differences shown, "no" 1f
non vignificant, Q- '

v Ky
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. Table Lk

Q Uses for learning ~- Mach Rated by
Respondents (Twble 14) and Analyzed on Basis
of Mour Patterns of learning Behavior (One-Way
Analysis of Variance, Significance at .05 Level)

Group 2 Group 1 Oroup 1
QGroupe ve. ve. \LB
Categories Different? Qroup 3 Qroups 2 &4 3 Group 2
Personal Development y Yeso' No Yes Yes
l5§ ' l}‘?
Vocational Activity Yaa No ' (T Yes
# ; 1,42 1.85
Public Affairs . Yes Ko Yes Yes
. 1.17 .99
Voluntary Activity . No A -- - ~-
Hobbiea/Recreation Yes Yes No No
’ N 1.3
Home & Family No - -- -
Religion : No, -- -- -- ‘
Agriculture/Technology Yes Yes Yes Yes
.17 1.2 67
. General Bducation * Yes No Yes Yes
9 .99

Results of ANOVA's on importance rating (scaled 0-10) for each
(uses for learning). Tubles “yes" if significant differeace
(.05 level) between means (obtained differences shown, "no" if
non significant. .

¥

Table 45 y
-~ I:
Admiration for People Interested '
in Political Affaire

Dislike/ ; Alvays
Depends Admire
¥ '-'
= ) S 4o
L Yes ' 1108
¢ CGroups : %62 Y ‘ :
3 1 and 2
8
s '57 c65 -
2 Groups 119 206
3 and 4
681 752 1433
G
Ay
X » 20,05

Obtained Frequency and Conditional (Row) Percent

d
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(3

On the variable articulating admiration for those with an "active
interest in'all things scholarly®™, a recombination occured, “The per-.
centape of Grouns 1 and 3 together was different than the percentage
‘angwering Malways admire"” for Groups 2 and' 4. On the other two vari- ‘
‘ables in the question about intellectualism, there weresno signific~ K ¢
ant* differences among the various pairs of combination, - '

o

B} g

In general, it would appear from these. analyses that t%dse‘respondentg
with greater luvolvement 4in continuing learninggare less likely to adnrire -
~uneritically those with -already established-attainments, Conversely,
“those with less involvement in learning activities are either less critical

in their admiration or were attempting ‘to ingratiate themselves with the
i dnterviewers, ' ‘

. .
T - AR} )
’

- I'ree or not of the stereotypes which cloud thinking; the learner 1inks
episodes of time into a sequential learning pfoject. These episodes of
thinking or spans of attention may range with an average of 30-40 min-°
utes. Thinking is presumed to.occur in a number of ‘six steps which were.
listed in Table 9 in the previous chapter. '

. [X ’

)
d e, '

The percentage of subjects ranking’each of the six steps first was
compired with the responses on most of the other variables in the study.
~Stuniticant difterences yere obtained on only the following variables: '
group or huwan plannet (Table 8), enthusigsum for project learnings (Table
5), educatioual,credit,(Table_lS), reading as a method of learning (Table
y. - (. '

Contingency - tables were constructed and further grouped to combine
steps 1 and 5 Ldgethcr and steps 2,3:4 and 6, Steps'l and 5 are those
rellecting "talking” as a mode of information progessing., The percentage
ot respondents choosing | and 5 first were different from the percentages

choosing the others, However, the differences within steps 1 and 5, or
2.3,4,6 were small, a )

[nformat ion Sources”and UtLilization ' ‘<

,
)

JThe sources from which information is retrieved are often considered
ot majoer importance in the KPDU wodel of which librarianship is a part,
A Lactor agalvsis routine was conducted among the 19 sources exhibited in
Table 18, "Three factors were identified; but, it was found that practically
all of the variables were loading on Lhe first_facgor-accounting for 65,39
of Lhe variance. Therefore it was not considered advisable.to different-

iate awony the sources much less group these sources of information into
mutually exclusive classes, ' . e
A|1:1a+r§sis of variance was conducted employing ‘the four subsamples of
t he Lut‘nl)surve,y response. An eleven point scale wasfused by‘;respondents.
These analyses are presented in Table 46 afid it appears that ‘thesge sources
trom which information is rettieved are employed in signifficantly differ-
ent ways by each of the four population subsamples.. Such diversity among
intormat fon sources has seldom been taken into the consideration it de~
serves within the KPDU model of knowledge production dissemination, and
utilization, - . "

.

'a
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. Tuble Lb Y
: k4
Sources ©f Information -- Emch Rated by Respondents ,
- (Twble 18) and Amalyzed om Bmsis of Four Mtterns of ’
. learning Behavior (Ome-dmy Amalyeis of Variemoe,
P-values reported, u.utm " .0 Lavel) )

) ml 2&5&«92 MI

» L'} L~ ¢

" . ,.  Qatagpriee m._m_mzm_?_p
t LA Closa nim/n.uuw- Yes | Yo . ¥
, ' npen/n-um Yes Yes . ) \
2.1
Paid Kxpert Yés " Yoo = Mo No -
2.8
Books 4 x Y'u : Yoo o ' Yeos .
hos 200 ¢
Group/Class Yes Yos ’ Yesa Yoo
7.1 2.2 2.
Self-Formed Oroup Yes Yes o Y 7
8.6 ' L9 v e .
\ v
Magazines Yas Yeos - Yes Yes o f
- 2.9, 105 108 . 4
Tupes/Phonorecords Yes Yoo Bo Yes
3.3 1.5
' Rad1o Yes' T Yes o »o
N 2.7 .
> . y
Films , Yes Yes . .- Fo' - Yes
1’ 5.~ "‘205 t
Newspaper % T e -~ -
. . . ¥ »
Television _ Yes Yos Mo , ‘o ’
' 2.8 : )
Exhibite Yas Yos »o ¥o
boe ‘
Tutors ‘ Yes © Yes %o Yes :
\ 6.1 2.1
Correspondence Yes * Yes o o .
2.7 ) ) ]
o lhil.tna"/kochuua : Yes z.: Xo Mo
!. . l‘
HumAn Relstions Yhs . Yes ¥o " You
. 1 S.h 1.5
" Librery Brovsing Yes. Yes Mo Yes
' k.9 2.9

Travel Yes Yes - N Yeo
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‘ .
rom Lth Table 46, it can be seen for example that ‘'non-learners
A{Croip 4) rank radio and television almost 3 scale points more import=~
ant than all learners combined (Group 1, 2 & 3). On the other hand,
learners think that vrganized groups and clags are 7 scale points more
meortant than non-learners. In the 'same contrast, tutors (one=to-one
human’ rasohrce) vere 6 points higher; exhibits almost 5 points com-
g parlng S1milarlv w1th auman relaLions training and library browsing.

Other 81gu}f1cantdiffer9nces are smaller in scale points such as

v _books, selfsformed groups, mailings/brochures, .travel, phohorecordings,

s . magazines, etc. It is however, surprising that no significant difference
’ ¢xisted in the cdntrast being noted between learners and non~learners over
the newspaper as.a source of information.

L/

v The discoyery of learning opportunities were rated'by the reSpondents
RN in the two groups of self-planned learners: Group 1 (Yes-Yes), Group 2,
"~ (Yes-No), 1In a second phase comprehensivé analysis, each of these ten op= :
. portunity- sources’ were compared with all of the demographic variables in
" the study, The significant results (at the .05 level) of the chi-sfuares
sunmarized iu the following statements: ' : .

‘ Newspaper is associated with race, education and income.

: |
' Word~uf-Mouth dhd Radio are associated with race.
.& : o ' . S

Television {s associated with sex, marital, status, occupation and
role in the household. R /

v r [

Library Files are ‘assocated with age, occupatioen, household role,
y g p

having children and where lived as a child. 4

A

(nmmeLtl‘l Dlsplay is dSSoClaLed with sex, educatlonal level, age,
huuaehold role, .

| , ‘
Lquary Display (s associated with edhcation, agé and occupation.

. Agency Iilos arc associated with education, age, occupation and
househod role. : C e .

. .
” ] ’ .

Labor Union is associated with sex, occupation, and self-perceived
class, N

A3

. . \ ‘ ¢
f Hot l.ine is .associated witn educationand number of times which one
has moved.,

01 the many demographic variables, only a few are related si ficant-
ly to the sources for discovering learning opportunities. The copgf#idion;
thercfore, is that the der.graphics as a whole are not of great value in
predicting sources of learning opportunities, '
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One of the presumed majpr locales for the use of information is the
organizational life of the community. The frequency distributions for
respondents who during thé previous year were officers of organizations
and who had volunteered during the same time period were displayed in
Table AR and AS (page A66), Cross tabulations were made of each of these
response patterns among the four groups of the population subsamples with
results significant at the .05 level,

. From Table 47,uit can be seen that both items (officering and volun=-
teering) had a decreasing percent participating from Group 1 down through
Groups 2, 3 and 4, Obviously those people who can find the time for vol-

- unteering and for officering organizations can also find the time for

learning activities. It may also be the case that such involvement in com-
munity -affairs requires of the individual to keep up-to-date and interest-
ed in a greater range of knowledge than the uninvolved. .

The respondents in two of the population subsampie groups (1l and 2)
were significantly différent in the ratings they assigned to many of the
uses of information (Table 48)., They were largely in agreement that in-
formation can be employed to clarify a situation and achieve self-conttol.
Beyond those two uses there was little. agreement except that the making
of progress towards a goal was third in importance. From a EQbulation em= .
ploying "worst" ratings, which was significant, both groups were'’largely

in agreement on only '"to win approval by others," but were different on the
remainder. -

The survey response to the uses of information was previously ranked
by learners and nonlearners in Tables 26 ane 27 respectively. These varia-
bles were submitted to crosstab correlations with each of the other varia-
bles in the study. The independent variables which were of signifieance
(.05 level) included the following: degree of political interest, - occupa=- °
tion, age, martial status, educational level, number times moved, sex,
organizational membership and officering, voluntary activity, use of li-

' brary, formal courses, enthusiasm and information gained in the one select-

ed learning project,

The variables as components of the uses of information were submitted
to further analyses. These subsequent analyses were performed on the last
place and first place "votes' of the four groups of the population sub-
samples, The response for the individuals in Group 1 (combination learn-
ers) was comp' ced for least and second least place. This calculation
generated a total of 463 votes which were distributed across the 9 possible
responses,

Similar computations were made for Group 2 and 4., Group 3 was omfitted
from the analysis because it contained only 42 cases, Table 49 displays
these computations. There is almost perfect agreement among the three
groups over the lenst and second least choices, Thus the three grou tend
to agree across the 9 components of use as to what is least importent.

4

- ¢
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Table 47
‘Organizational and Volwiteer Involvement .
. , . During the Previous Year ) e
Officer of : Volunteer
b | ' Organization Activit
N ! Lv ]
o Group 1 . k1.6 . 53,8
[} - ‘ ‘\ . V ) I \ )
Group 2 e - 23,7, | k3.k
Group 3 s 33.3 31.0
Group L | 25.7 | 13,2

(Significant at .05 level)

Table 48

Uses of Information

. .
Clarify Situation  Goal

/Self-Control - Progress Other
_ Groun 1 157 27 52 236
‘ 66.5 11,4 T 2241

299 879
34.1

351 1115




¢ T&ble h‘9

¢ Uses for Information Ranked Least and Second Least.Important (Table 26) g
9. g "' @
7 28 9 8 4 o 2 ‘g
O~ N4 + 3 ~ o ' 0o
g g8 & § & B %8
o8 it By 3:}: o 8+ « >3 g3 E
R i i & os >0 LRy 0 8 88
H o no O K ) > o & ©.0
' 0@ Vo HE Ord L g a (] + . o H
2. g8 3 & fE 88 55 23 gB :
Sa :gq O &5 a8 m A o & ks 2 & 2
Total - — — - - — — — "=
Votes o _ Numerical Display
2. 3% 45  15% v 161 - Group 1
128 138 221 45T 585  Group 2
52 59 69 121 174 Group 4 {
Ranked Display
5 L 3 2 -1 Group 1
P 4 3 2 o1 Group 2
5 b 3 e 2 1 Group 4
0 v .
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Similar. calculations were made for these same three groups among
their votes for most important and second most important, There was a
godd agreement among the groups over first and second choices for im~
portance, Essentially the ranking of the components was the inverse of

4

the ordinal display of least important, -

—0f greater interest are the characteristics of those individuals who
ranked items of high importance when the groups as a whole ranked them
of least importance, Conversely there were a number cf respondents who
ranked low what the groups as a whole ranked of most importance. For the
purpose of further analysis, the following subgroups were indentified:
(1) respondents who voted with the group ("normal," 75,1%); (2) re-
spondents who voted high what group voted low (positive deviants, 14.,9%);
(3) the-converse of the previous subgroup (negative deviants, 6.7%);

(4) those who were both positively low and negatively high(double de-
viants 3.4%), S

The data for subgroups 2 and 3 were collapsed without significant
loss of information, This resulted in 3 subgroups of "normal" respond- ,
ents, single deviants (whether positive or negative), and double deviants,
With these three derived subgroups, it was possible to examine (in cross-
tab correlation matrices) various questions which were presumed to be re-
lated to learning. In general, the scale of deviation based on the uses
of information is negatively correlated with various aspects of learning
which were considered, In other words, deviants from the group norm are
not much interested in learning activities of almost any kind,

Comparisons between the 3 subgroups and several demographi;, socio=-
- cultural and presumed learning variables were made, Many of analyses
were unproductive but those upon which the following list of observations
is based were significant at the .05 level. The greater the deviation
from the group norm in use of information, the greater the expect:ation
that the following conditions will occur:

Earn a low income and have a low educational level with 50% having
less than a high school education, ©

Plans learning brojects with the aid of a non-human planner and
definately avoids the group planner (Table 8),

Credit (academic) for self-planned learning is not important, nor
is the working for.a degree a desirable learning goal (Table 15),

Goal expectations for learning are low which include job”skifls; :
teaching others, solving probleus, completing a task or meeting Y~
responsibility (Table 13),

Use expectations for learning are low which include vocational,

public affairs or. general education. However, hobbies received
a high rank as a useful application of learning (Table 14),

,, | ' 111
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[}

Classroom is the worst place, while the outdoors is the best
place witbin which to conduct learning (Table 10),

Sources of information were all ranked low except radio even

though there was a considerable variatiom in response (Table
18), *

Information is not retrieved very frequently (Table 20), the

library is almost never used (Table 28), and neither newspapers °

nor library files (Table 12) are employed to find out about
learning opportunities,

Organizational leadership positions (Table AR) ®re seldom if ever
held and interest in political affairs (Table AU) is low.

The definition of a deviant from the group norm as a function of the
ranking of information use has served a useful purpose in further analy-
ses. Since people generally confuse goals with use, this profile of de-
viance derived from the application of the uses of information appears
to have been appropriate. Certainly the deviant, so defined, holds some
interesting views and characteristics. The double deviant ranks job
skills low as a learning goal even though such a person has in general
a8 low educational level,

Having less of an educational level than "normal" persons, the de-
viant apparently has not learned.to play the social game as effectively
" a# others., It is not surprising that such a person lacks a concern for
political or social affairs; but it is worth noting that the double de-
viant ranks the '"teaching of others" very low indeed as a goal for learn-
ing. Obviously with information use at variance with the "majority," it
is also not surprising to find that the deviant is seldom picked as an
officer of anorganiza:ion, , "

.Learning and Information Processing

As a systems approach to the recognition of various relationships,
correlation, regression and discriminant analyses were undertaken, Some-
times, a '"global" approach of this.nature can uncover more underlying re-
lationships missed in the detailed analytical routines. . For this cor-
relation analysis, the reasons and conditions for learning were assumed
to provisionally include the independent variables of the study, such as
background traits, importance indices of acquiring information, elements
of intellectual style, and the respondents own assessment of political
interest and réligiosity (Table 50),

The demographic aqd sociocultural variables were selected ‘from hose
presented in Tables AA<BC(Appendix E); while those variables comprising
the learning and information use patterns are presented in the previous

sections of the previous chapter (Tables 1-32), The dependent variables

selected to characterize learning behavior included the following: (1)
probability of involvement in a self-learning effort (2) number of the

103

)
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Table 50 ° ° ha
P SUMMARY OF ZERO-ORDER CORRELATIONS BETWEEN .
o ' INDEPENDENT AND DEPENDENT VARIABLES .
. Time . Formal 2
Self'-Leurning Projects Investment Learning '
Background Traits | '
© Sex -- -.069 - .097 -
Race » - 0078 . . 0104 [ -0109
Education 246 .320° .131 412
Social class 141 154 --y 131
Age - .292 e . =, 256 -,092 -,339
Income 212 «235 -% . 196
" ﬁ |

Importance of ’
Friend or rela- :
tive . .-- - - -0081 o
Expert who is a
friend or rela- .
tive 0132 0100 - - 0075

° Books . .216 214 052 . ,207

t . .
Group, class
with instructs ’
or .179 0192 - 50331
Self-formed o
group 0225 0188 -’- 0145
Magazines 0202 . 0181 v' . - 0084 4
w

Records, .
tapes 124 _ .127 .093 135
Radio ' ".068 . - - - "0079 ’ c
F4lms . 152 2165 .053 .163
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Table 50 (con't) :

3

Newapaper' -- L 055 . -

Television °=,100 -.079 - - -.129 “
Exhibits, musea,
field trips . .163 .199 .120 .161
Indiéidualnin- _ .
struction or tu= T , ' . _
toring .188 .153 .061 . .203 .
Correspondence :

’ Btudy 0088 5 0067 -" 0086

-Brochurés, news-
letters, mail-

ings .159 S V1 .156 --

Human relations i - .

training J.186 ¢ .189 .078 .164 .
Browsing"in 1i- B )

braries . 187 ' 207 .058 4200

Travel 149 .73 085 .119

Admiring people with

: Interest in inter-
¢ - " national, na-
tional, local af- .
fairs ' -.120 -.066 -.058 -.054 -
Intellectual ~ v . y
curiOSity y '052 . .11'9\\“‘ 0089 . 0082 7, ‘.

Appreciating
fine arts - ) 0104 * - 0072

General scholarly .
interests : -.060 | .- -- -.098

Self-Assessment of

Personal in=-
terest in poli- .
tics .153 0158 - - ) 0150

Religiosity , -- - -- .
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i

_ Various self-learning projects which respondents listed; (3) average

hours spent on self«learning activities; (4) probability of formal learn-

. ing in~the,12-months prior-to the timing of the field work.

In table 50 the zero order correlation coefficients are provided be-
tween each of the four possible dependent variables and the demographic
and attitudinal items explicitly considered in this analysis, Negative
correlations with sex indicate the greater tendency of women rather than
men ‘to respond positively to the dependent variables. Positive values of
race correlations point to a greater tendency of whites to respond posi-
tively, "Religiosity is coded from low to high so that neéative correla-

tions indicate propensities of less religious respondents to give the
Positive answer on the dependent variables(s).

It should be noted that, for the most part, these zero-order correla- )
tions are quite low, The significance of a correlation coefficient is a

~ function of sample size., That is, the larger the size of the sample, the

smaller the correlation coefficient needs to be in order to be significant-
ly different from zero. At the same time, small correlation coefficients,
even though significantly different from zero, may have a small value in
explaining variance in the dependent variable, Thus the following ob--

- servations are provisionally accepted:

The lower the age, the-more likely is self-learning, the greater
the number of projects, the greater the time investment for those
who become learners, and the greater the propensity toward formal
learnirg .- ) ' :

The highe) the income, the more the tendency toward self-learning
and formal-learning as well as toward, involvement in many rather
than fewer projects, :

The higher the social class identification, the more the self-
« learning, the more the formal learning, and the greater the num-
ber of projects. '

The higher the education, the more the self-learning as well as for=-
mal learning, the greater the number of projects and the greater'
the time investment. Whites tend to spend more time on projects.
Blacks tend to be more involved in formal learning. "

Race is rathei‘unrelated to propensity toward self-learning or’
the numbers of projects,

Except for the time.investment among the self-learners, the im~
portance of books, group or class instruction, records and tapes,
films, individual tutoring, browsing in libraries, travel and
human.relations training is relevant to the three remaining de-
pendent variables: self-learning prqpensity, formal learning
likelihood, and number of projects the respondent becomes involved
in. .

'

A0
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\

The impnrtance of exhibits, musea or field trips correlates with®

all the dependent variables; while brochures, newsletters or mail-

ings as important information sources relate to self-leagying as
en

such (as well as in terms of projects and time investm but not | -
to formal learning. . ’ ’ - b
Py _ The fmportance of television has a negative relation to both selfe

learning and formal learning; and a negligible negative relation .
to the numbers of projects and time inv;pgments of fhe learners.

7o : ’
The higher the personal interest in politics, the more likely the
self-learning, the greater the number of projects,- the greaterfthe
time, and the more formal learning, ‘

In a second phase analysis, several of the salient demographic or
socio-cultural characteristics of the respondents were included in order

. to determine the extent to which the (linear) multiple regression model
could shed light on eachof the same dependent veriables of self-learning,

- number of projects, hours spent, and formal learning. The attitudinal
variables considered were those which are presumed to mirror the self-ags
sessed importance of various information sourceg which Americans use in d
either episodic or sequential learning, ’

I e ' :
Involvemént .in—~s&1lf-planned learning was employed as a dependent varia-
ble in the first of four multiple regression analyses (Table 51, 52). 1In
“Pable 51, themultiple correlation coefficient turns out to be R2= ,358
' acqﬁﬁh{}ng'fox only 12.5 percent of the variance in the dependent variable,
This is het a robust result but suggests, a tendency for the likelihood
of self-learning to increase the younger the respondent, the’higher the
fiormal education, the higher the income, among women, and the higher the

/éocial ¢lass %elf-identification.

In Table 52, the multiple correlation of R2=,415 accounts for 17.0 , ‘

' percent of the variance. Similarly, some guidelines emerge which may

. prove useful ‘in subsequent research, such as: '

3 Printed media importance as an information source are con-

\ ducive to furiher self-learning; while audial or visual media

(radio, television) are likely o affect self-learning pro-
babilities negatively, '

prs

-’

[N

Admiring people who are themselves interested in politics
seems to be associated with lower inclinations to learn; where-
.as one's own interest in political matters does contribute to

\ self-learning propensities positively,

: Use of experts who are also friends or relatives tends to stim- a
ulate self-learning; while the use of paid experts affects self-
learning probabiljties somewhat negatively,

Correspondence study importance has a modest but significantly

negatively effect i1f self-formed groups or individualized tutor-
ing lead to self-learning.

1oy -
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Table 51

MULTIPLE REGRESSION COEFFICIENTS'WITH °

SELF-LEARNING AS THE DEPENDENT VARI-

ABLES AND DEMOGRAPHIC TRAITS AS INDEPEN-
_ DENT VARIABLES

B coefficient * .Beta-

Age ‘ ~ -.051 -.227

Education Lo 021 - .133

Income | . .021 .088

sex -.035 A

Social classr 029 .046
(Intercept) o (.724) RS = .358

~ Education coded from least to most formal

education.,.
¥/

Sex\coded 0 for ‘females and 1 for males
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Table 52, . . °

. MUTLIPLE REGRESSION COEFFICIENTS WITH A SELF-
LEARNING AS THE DEPENDENT VARIABLE AND SELECT-

ED ATTITUDINAL VARIABLES AS INDEPENDENT PRE-

DICTORS

B coefficient Beta
Importance of self-formed ;
groups : 017 127
Importance of bdoks | .016 .106
Admiring politxcally 1nterest- '
ed people -.130 =.,170
ReSpondent interest in politics .054 .129:
Importance of radio i -.016 -.115
Importance of magazinés 021 . . 147 -
Importance of human rel#®ions .
training, role-playing 011 ' .091

9
Importance of television - -.011 -.076
Importance of an expert who ] .
is also a friend or relative .010 ' .065
Importance of paid expert -.008 -,069
Individual instruction or . o
tutoring importance K 011 .096
Importance of correspondenée | -.009 -.072 4
study.
(Intercept) (.551) R2 = k415

19y
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The extent of involvement in self-planned learning was employed as
a dependent variable in a similar routine. 1In both analyses the multiple
regression correlation coefficients are essentiglly ‘the same, Eithex
set of independent variables can explain the comparable result of less
than 15 percent of the variance. However, the results of the stepwise
‘regression suggest some exploratory tendencies, such as:

Involvement in more projects is the more pronounced the more
formally educated the respondent, the younger that person is,

the higher the income, and among whites and women, -

Books and magazines, when eﬁphasized as important sources of in-
formation, induce the respondents to be involved' in more projects;
radio and television as information sources have more a negative,
or deterrent effect i this regard. '

Having a liking for intellectually curious people and for those
-who have a strong interest”in the world of fine arts, music, drama

literature, ballet and the like, are also factors which contribute

to greater project involvement; while admigation for people with

interest in politics or in scholarship in general has a negative

relationship to the inténsity of self-learning .involvements,

& . Lo

Respondent's own interest in politics yields a positive regression

coefficient --sthe more interested the respondents are the more

they tend become engaged in a variety of seif~learning activities.

., Self-formed groups, human relations training and exposure to exe

v hibits as an important way of acquiring information are all al ,
positive factors in the numbers of self-learning projects. ‘'Corres=
pondence study,-similar to the effect of that variable on the pro-
pensity to engage in any self-learning, leads to a negative co=-
effici-at, '

The time invested in a self-planned learning'ixaject"is not predicte
ed very well, even at a modest level, by any of the independecit vzziables
employed in the study, Neverthless, since some the regression -coeffici-
ents are significantly different (.05 level) from zero, these 'weak re~-
lationships could be noted for possible comparative purposes, such as:

More educated white males tend to spénd more time once they be-

come learners,

1]

Lower income learners and younger people invest more effort in --1f-
learning activities even though people with higher incomes are more
likely to become self-learners to begin with,

People who are more likely to spend a great deal of time on their
project tend toconsider the importance of exhibits, records and
tapes, ‘and of human relations training more import ant than do
others, They also admire intellectually curious people, but not
those whose major interests lie in the sphere of politics, whether
national or international, 1

g g
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‘Brochures, pamphlets and mailings, as well as claases ,0r group con-
texts in which an instrucnor provides the informaton, in ‘turn, are
the less important the more time the respondents tend to spend on
their self-learning ventures.

Involvement in formal learning as expressed by participation in
courses or school~like activities was employed as a dependeut variable
for the fourth of these regression analyses, Perhaps because. it is not
So prevalent as self-planning learning, the results as disgplayed in
Tables 53 and .4 are somewhai more rephst. These preliminary findings
include such observations as the following, B

Education, age and race affect the propensity tq engage in‘more .
formalized learning .as indicated in the significant regreaaion co-
efficients,
Formal learning is the more likely the more the respondent
1s educated to begin with =~ a datum not different from the
self-learning result, The younger the respondent, the

. greater the tendency is to engage in formal learning which
is also similar to the basis results previously observed.

Formal learning is more likely among blacks than ameng whites,
i.e. younger, welleeducated blacks tend to become involved in
formal learning more than do other Americans. -

- The greater the importance of clasefeom-type situations or
‘books or film and mailings the greater the tendency toward
formal learning.

The greater the interest in politics, the.greater ‘he learn-
. ing propensity,
4
The lowey the importance of radio or television: and the correspon=-

dence approach to study, the greater the tendency toward formal
learning, K

The less the admiration for people with general "scholarly"
interests and for those with political interests, the greater
the propensity toward formal learning. .
To alternate the '"global' strategy somewhat three sets of discrim=
inant analyses were undertaken on the three cohort subgroups which emerged
as a result of some initial analyses, It appeared that respondents
could be grouped in two additional functional waye besides the subsamples
of learners versus nonlearners. The first of these two other cohorts
was derived from the topics of the self-learning projects, and the sece
ohd from the uses of information. Thus, in total, the three sets of de-
pendent variables for the discriminant analyses were:

DISCRIM A: Population subsamples '"Yes~Yes" (Cell 1), "Yesg~No"
(Cell 2) and "No~No" (Ce113), see above for derivation,
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Table 53 * .

MULTIPLE REGRESSION WITH FORMAL LEARNING AS THE
DEPENDENT VARIABLE AND DEMOGRAPHIC CHARACTERIST~
IC AS THE INDEPENDENT VARIABLES

B coefficient Beta - -
Education ‘ «062 .362p
Age - - .056 - 235
Race -~ .207 ; - - ,125°¢

(Intercept) (.647) R° = Lo
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0 . Table 5k

L MULT IPLE REGRESSION WITH FORMAL LEARNING EXPERIENCE
AS THE DEPENDENT VARIABLE AND SELECTED ATTITUDES
AS THE PREDIGTORS

,Gw

‘ ' . B coefficient . Beta
] - ' e

Importance of group, class

or lecture series with an

instructor , : | 042 . .310.
Admiring people with scholar- o - S |

ly interest -.096 -.122
Importance of television -.015 . =,098
Personaltinterest in politics ..048 o : .107
Importanee of books - . : 012 . .075
Importance of radio -.0l4 -.008
Importance of f£ilm 011 .085

v | Importance of correspondence : :
study -.016 -.117 -

Importance of brocﬁurea, news- ,
1etters, mailings _ .012 . .086

Admiring polit1ca11y interest=-
- ed people . ’ -.050- -.060

(Intercept) (.202) _ R2 = Lhz3
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DISCRIM B: Topic sets derived from self-planned learning pro-
- jects -- formal ‘(Cell 1), technical (Cell 2), intraself

(Cell 3); see section above, "Topics of Interes*", for .
-, derivation, :

DISCRIM C: Information use as included in the following groups ==
' understand /diagnose situation (Cell 1), progress to-
wards goals (Cell 2), remaining seven uses (Cell 3);
See gection above, "Information Sources," for derjva- -
tion, ' :

Each ofthe three sets of dependent variables in A, B and C were in-
vestigated in turn,. The independent variables employed. in each of the
statistical routines were: enthusiasum for topic learned (Table 5), edu-
cational level (Table AK), self-perceived social class (Table AT), age .

(Table AD), degree of political interest (Table AU), amount 1earned in
topic chosen (Table 6), library use (Table 28), organizational member =~
ship (Table 30), and where lived as child (Table AP) -

In the first of these three routines the variables selected for the
discriminate analysis were able to correct classify only 62.3% of the re- g
spondents into the three cells. Since the base rate was only 60% classif=-
ied in Cell 2 (sclf-initiating learners), the discriminant analysis was
able to ifcrease this predictive ability only 2,37, Essentially, cells

1 and 3 "look 1ike"cell 2 interms of the variables employed in the dis-
criminant routine,

“The discriminant analyses performed on the other two sets of depend- =
ent variables (derived topics and information use) were no mdre success~
ful. Essentially the analyses could not discriminate among the various ‘
groups, or to such a small extent that they overlapped with one another,

Therefore, it was decided not to employ further multivariate analyses on
these dependent variable sets.

Even though the factor of learning was appropriately weighed.in each
of the three sets of discrimindnt routines, the response rate on the items
studied varied greatly. When the discriminant analyses were attempted

. with a large numbar of variables,: the lack of response vectors resulted

in very few cases being availille for the analysis. Consequently, further
work .on this approach was considered not to be feasible.

In expressing these provisions, it should also be noted that non-~

significant differences may hold considerable. import for the study as a n

whole, For example, the fact that the demographic variables are stronger
in predicting formal learning may on the other hand point up the pre-
valence of self-learming in contemporary America,

L1
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FIVE

. CONCLUSIONS AND RECOMMENDATIONS

!

The prevalence of learning in America is becoming evident; and the
realization of a learning society appears to be much closer at hand. Con- |,
comitant with this emerging picture, and perhaps because of it, there is
no single profile of" the continuing learner. Four out of five Americans
over 18 years of age and older were involved in some kind of learning ac-
tivity during the year previous to November 1976.

The probability of involvement in learning activities is about .8;
and thé likelihood tbut such activities are self-initiated is almost as
high (.76). In fanu, this involvement is so widespread and Has so demo-
cratically satureted the American population that the traditional demogra-

s~ phics are no loRger as effective in predicting the phenomena of self-
: plaaned learning as they may still bé for formal learning.

Learning has become a fact of life. Indeed, how else would one re=-
spond as effectively to the transactional imperatives of everyday life?
Even in an episode, or span of attention lasting 30-4O minutes, learning
occurs. When these episodes are linked together, as they frequently are
under the pressures of reallife negotiations, they show-the planred se-
quentiality s0 prized by the learning psychologist.

Learninhg in real life is closely related to the environmenht out of
" which it grows in an organic and developmental manner. Humans learn to
respond ef'fectively to other people, potlects and events around them by
using selective perception and differentiation, forming patterns or con- : .
cepts and seeing relationships, as well as organizing information into out« o .-
- come competencies or products. In other words, the individual articulates .
perceptions, analyzes situations for opportunities and constraints, and
maximizes desirable relationships with retrieved data in order to produce
aome outcome which enhances self-esteem or impacts favorably on the en-
vironment. ) N

0f parallel importance to the emergence of the learning society is
the obvious individualism of self-planned learnirng. In thé past, it has
often been a voiced regret that Americans are becoming conformlsts, orien-
ted towards group-think and institutional loyalties. But the evidence is
energing that individualism is alive and well in America expressed in the
prevalence of self-initiated learning activities. J
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Indeed, the more involvement in learning activities of any kind, the
more critical are respondents in admiring those with established attain-
ments., Findings such as these take .on added impact as Americans both have
more léisure time and fncreasingly turn inward because of curtailed out-
ward expuansionist opportunities, Learning could well be the key to a new

- ' Individualism that is more ‘socially responsible than the exploitive be-
. havior it would replace,

[4
¢

Untortunately, -however, there appears to be a clear demarcation in |,
minds of individual§ that groups are classes or vice versa and that the ’
individual's planning efforts have to be limited to the one-to-one con- °
sultant and non<human helpers such as books, recordings, libraries, As
the adult coping skills are a prerequisite for using the latter effective-
ly, so ure the group skills for the former. Unfortunately, for most Ameri-
cans the group is a class and ‘they are inhibited by what might be called a
"puritan"” outlook about group processes and from even attempting to con-
sider participating in groups effectively. i
This tinding is of considerable importance to informal educators such
as liprarians who are in a position to try and change such attitudes and ,
motivate participation in informal groups, This opportunity is a.chdllenge
as well since these same educators and consultants may at best suffer the
. similar stereotyves.about the group as their clients. At worst, librarians
have «lmost no personal experience in this type of group participation let

"« 4lone any training whatsoever in eliciting appropriate responses among
. clients in groups, , ' .
This stereotype about the group is the more unfortunate as it
-~ 1inhibits the exnression of a basic need in planning learning projects.,
The planning and developing of sequential learning episodes can be a
comnlex and difficult set of tasks; for in a new field, how can the °
individual know what resources are most useful? How cah s/he predict
< the emotional blocks, the required skills and other problems that may
arise later in the project? Actually, it is a credit to the remark-.
. able votential of the human individual that self-learners will set
' out in most instances without professional help but with varying de-
grees of defYberateness to plan a strategy for the entire effort.

The talking out of one's ideas about a situation, a personal diagno-
sl or even retrieved informative data appears to be a necegsary step in
the learning process among most people, But of' equal or even greater im-
¢ portance is the deep-felt need to preserve the "right" to'set one's own
' learning style and pace. Unfortunately, stereotypes about the group limit
the runge of' exploration in the minds of many people to another person or

thing (non-humun planner) over which one can exert personal and immediate
int'luence,

¢

Selr-Plunned learning

Severul strikingAbehQViors and potentially significant characteristics
of Amerlican adults have been identified. Almost 30% (78.9%) of the popu-
lntion of 13 years and over perceive themselves to be?continuing learners
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whether In selt'-planned or formal courses, Surprisingly, very few (2.9%) °
. were engaged only in courses or school-like activities, Apparently,
coursework in continuing education is but a supplement to the more commonly
. accepted self-inittated learning projects.

Over three-quarters (76.1%) of the entire U,S. population had planned
one or more learning projects on their own during the year previous to
November 1976 when the data were collected. These learners had initiated
4 number. of prqgects ranging trom 1 to 18 per person in a wide scope of
“toples largely reluted to the transactional nature of everyday life, FEm-
ploying ‘the cut-off duration of 7 hours minimum, established in previous
reseurch, the number of projects was 3.3 per person who was -identified as
4 selt-initiating learner. :

2

The length of' time devoted to a single project may range from 1 hour
to 900 or mone‘ but the mean average was of 155.8 hours duration. Thus,
selt-initiated learning projects are on the average about 3-4 times longer
than a typical 3 credit semester length course of about. 45 clock hours.

Ot course, in the latter instance, it must be recognized that most if not

practically all of the planning is done for the student. The teacher takes

uo uway the "burden" as well as the opportunity to be obtained in planning
one's own learning behavior. '

s

_ There may be as many reasons for life long learning as there are in-
dividual learners. Certainly, numerous reasons have in the past been
given a: to why &8ults may be inclined to avoid the program of institu-
tionil ndult education; but among respondents to this study such tradi-
tionul reusons as the folliowing were ranked very low indeed:

Lick of time to engage in a group learning program.

Trunsportation to a class is too hard or too expensive.

Didn't huve enough money tor a course or class.

Didn't like a formul claséroom situation with a teacher.,

On, the other hand, a number of other reasons for planning one's own
lenrnipy behnvior emerged and were ranked very high. These reasons indi=
cate that o greuat muny people are concerned about setting their own learn-
ing puee und exploring their own style of learning rather than submitting
to tormil course-oriented experiences. The following comments indicate -
an inereasing maturity among adult learners:

I wunted to keep the learning strategy tlexible and easy to
chunge.

I want to put my own structure on the learning project rather
than wait for a cource,

The prewvalence of reasons 5Uch ag these for undertaking self-initiated . *
leurning have implications for librarians as adult educators. A rapidly
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growing number of individuals prefer those planning modes which include the

self as planner (" teacber ") or a closely assoclated and personally accessi-

ble instructional "aussistant" such as another human or a non-human planner.’ﬂ‘;,///
Clearly selt-learners tend to deemphasize the group planner with its asso-

clated rellance upon a teacher, Adult educators may increasingly want to

take into account this growing need of many people for more- control over
tile learning enterprise. .

The topics of everyday concern to self-planned learners cover a full
runge of human interest. As one may have suspected, three-quarters (76.9%)
of these topics are what might be described as practical concerns. Less
than one out of five topics (17.1%) devolve around intrapersonal affairs,

such as interpersonal relationships or sensory awareness. A minor propor- ¢
tion (6.9%) of the topics were in some way related to formal learning or
sichool-like activities. Lo e—— B2

@

The purposes for learning include both goals and uses; and respondents '
ulong with most people appear to confuse the two. The evidence of this
confusion may be taken from the fact that the two goals listed most impor -
tant are essentially the same as the two uses for learning ranked most

impor tant, such as: 7
Goals . Uses
Improve Job Skills Personal Development
. .* Increase Knowledge Vocational Activity

!

The thi:d ranked goal/use for learning was public affairs. These pur-
puses tfor leurfilng are not to be confused with the topics studied in'a self-
plenned learning project. Any or all of the topics studied could be rele-
vuiat und applicable té the three main purposes which respondents had in
mind when learning, such as: personal development, Job/vocatlonal condi -
tions, und public or community affairs, These priorities seem also to be
expressed in the greater degeee of organizational involvement among con-
tinuing learners. Certainly those involved in learning expressed a greater
degree ot interest in political affairs tnan those who vere not.

Re:pondents do huve preferences for the location in which they pursue
their learning projects, such as the home, the church, the club or lodge,
the . YMCA und the hospital. Course-oriented locations were the least ac-
ceptuble, It is probably not surprising that the home is the‘best pre-
terence,  One respondent put the matter this way in ranking Jjob training
485 most important:

I would say on-the-job training with a guaranteed competent in-
structor, I hate a learning class interested in how_many bodies
are warming their chairs.

Huspondentslhad some difticulty in distinguishing between planning
me bhodss and the modalities by means of which information is obtained. The

]
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modalities ure the ways people receive the information employed in the
thinking process. It issinteresting to observe that "hearing and listening"
1s almost as seldom usel as "trial and practice." On the other hand, those
individuals who use thFhmass media of communication, particularly television,

~Jdo not do nearly as much continuing learning as those who use individual hu-

main and non-human resources,

Indlviduals” get involved with a number of transactions whose place in
the pruposed seguence may initiully be only dimly perceived. These sets
ot negotiations have been culled pluanning modes which respondents articu-
lated as clustering around the following four major methods of planning a
Jelt-]eurning prolject: .

Self-Pluuner retains the major responsibility for day-to-day de-‘*
“ci: ion muking about needs and criteria for selecting and using
"inrormative data. ’

Non -Humun Planner such as a series of television programs, pro~"
grammed instructional materials, a workbouk or other printed
mitter can provide a learning blueprint.

ilvmun Plunner or signiticant other person helps the learner in
a4 one-to-one situation to fill the gap between the individual's
level of competence and the skills necessary to access appro-
priute resources. )

Group Plunner such as a workshop or & class is accepted in
wHole or in part by the learner as the source of directions
, regarding what to learn or do in each epirode.

* The duplication among or combined use of these-\four planning modes by
any one individusl-is not as great as one might have suspected. Given the
“tereotype which people huve of the group as class; it is not surprising
thiut the humun pisnner received the greatest response, and that the over-
lup which does occur is with those who employ the non-human planner. Of
particnlar rignificance is the fact that, of those who use the self-
plunner mode, over: two-thirds of' these respondents do not use any other -
method of' planning, Thus, aulmost thirty percent (27.:2%) of the self-
plinner. o not use any other mode of planning despite’the need of the
myjority to talk out one's developing ideas gnd plans,

Oonly . %.6% (N 270) of the 1142 self-initiating learners in this pres-
ent otndy empleyed the group plunner for assistance at some point in plan-
nim o learning project. Apparently from the "write-in" response, the
sroup ecan cerve as a source of ideas for information, resources to explore
and tuectics which might be employed in a subsequent learning strategy. But

“in pructienlly every instance, any rellance upon the group for support

W but o temporury expediency among this sample of continuing learners.

[n the last 3~Y yeurcs, there hus been quite a vocal interest in making
wendeni o eredit avallable for the completion of self-initiated: learning

1 Iy
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projects. Most respondents recognized that credentialling has been con-
trolled by the academlc institutions such as schools and colleges. i&t
enough "other" responses mentioned various nonformal agencies which thus
rulses the question of whether the state may in the not too distant future
be asked to broaden the bese of credit awarding instrumentalities such as
libraries and other informal learning genters,

o,

Formul Leurning

. While the likelihoud of informal learning is high, the probability of
being involved only in courses or school-like activities is very lew in-
deed, Of the total sample, only 2.9% (or k2 individuals) were engaged
only in courses where the planning and scheduling of what to study was
done by u teacher.

~ . ,
_ However, there were a number of respondents who throughout this report
have been called combination learners. These individuals together with
the couwrse~-only learners brings the probgblllty of involvement in formal
learning up to almost a .2, About 1 out of every 5 Americans (18.9%) are
involved with courses or school-like activities.,

'The combination learners, those engaged both in self-initiated and in
cour.es, tend to differ in some ways from those who are only self-planned
learners,  From g traditional viewpoint, such individuals are more socially
"mature" whatever that means. At least, there are not as many "deviants"
among them or those who 'shy away" from the group processes so often cols-

sidered es sentlal to social maturity. :

It should not be construed from these observations that such people
are limited in their learning activities. They simply have not been given

avequute attention when the scope of research studies are limited to formal‘

leurning. In this study, on the other hand, there have been a number of
finding. which mey lead to & more comprehenslve and integrated perspective
about all types of learning or sequential information processing.

The more education people already have, the more prone they are to
scquire ,more, This means, of course, that opportunities to learn which are

20 widespread and so numerous are inequitably utilized. More specifically, .

ir we aissume that higher formal educatipn "does equip the individual with
‘more information and knowledge to begin with, and if it shapes hi/r atti-
tudes dirferently from those with lesser formal educational accomplishments,
then Amerlcans who might most benefit from further learning are making

les:t uoe ot the opportunities than are Americans already better equipped
ilong the leurning tront.

Inviriably, younger people tend to be more inclined to learn, infor-
mally und formully; und they spend more time on more varied projects.
(learly, younger people have somewhat more.time on their hands because they
are generally lese integrated into the ongoing fabric of society and have
tewer mutually binding obligations within the existing social structure.

».[tl()“
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However, older people too have more time on their hands -- in absolute,

it not also in relative terms. One might have expected to find a U-shaped

relationship with both young and old Americans being more likely to become
learners, while the patterns of responsibilities which surrounds or even
delineates adulthood could be of interesty;but the genuine opportunities
are more often unavailable, ’
Rather, a strong tendency can be noted for younger people to learn
more ol'ten and more. To the extent to which the younger generations of
today might sustain their interest .in learning, the future augurs well for
selt-learning as well as for formal learning, and the new national pattern
in the muking may increasingly be recognized. To an extent younger people
will, or may feel forced to abandon their hunger to learn as they too be-~

, come more intermeshed in the fabric of daily life. Thus considerable social
- unrest may ocrur as coming generations continue to have a desire to acquiire

knowledge und information but without the capacity to sustain these moti-
vations throughout their lifetime.

Women more than men are likely self-learners, and they also become
involved in more varied self-learning exercises. But men, onee they be-
come leurners, use up more time. It is probably quite tenuous to conclude
that this suggests that women are seekers of knowledge and information of

various kinds, perhaps, in an effort to anchor themselves in the ever-
illusive identity for which knowledge can provide an appropriate nesting.

In turn, men seem to focus more, and thus display higher intensity ‘on
the fewer and more specific things they are likely to want to learn. -And
l'ewer ot' them it seems seek to learn, at least in the informal context:
thus there is some indication that the fabric of male obligations remain
a partinl deterrent or one in terms of time or of unrealized opportunities.

People with higher incomes learn more often and are characterized by
u yreatér varlety of undertakings. But peoflle with lower income spend more
time leurning once they become learners. Agdain, somewhat like the contrast
between men and women, the higher income earhers seem to be searching, while
the léwer income eairners-are focusing. It ig not surprising to argue that
higher incyme females rontrast in these regards most with lower ipcome
male,

Individuals who use the printed media as their important information
sources, especially bouks and magazines, tend to mote likely be learners
involve.d in more projects and spend more time learning. By contrast, A-
mericuns who rely more on audio (radin) or audiovisual (television) media
tor their information are less inclined to become learmers., Perhaps-it is
too much to cay that television (and radio in part) deter rather than en-
couruyge leurning. It could be, perhaps, that the learning which occurs
through radio and television is assimulated differently.

However, learning would also occur through the printed media; yet

their impact on the Mbpensities to learn is generally a positive one.
Perhaps this is due to tne fact that formal learning, at some point, tends
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to requireoigg/éerusal'of the printed word. Thus, people more attuned tp
the world print are ipso facto intellectually and emotionally closer to
some of the key ways by which knowledge and information is conveyed in
~modegn societies, At least, that constitute the traditionally held expec-

" Lativne of the role of leurning in coriety., I'vem such o viewpoint, the
other we i play o« :i"t'erent role und are lurgely gynsidered to be surro-
gates or substitutes tor personally intensive learfing experiences whether

intormul or formal,

Persons who consider self'-formed groups of equals to be important
source: or learning ure more likely to participate in courses or formal
learning. They are also more likely to be involved in a variety of other
learning project:. In turn those who favor group learning of a classroom
variety tend to spend more time once' they become learnefs, and they also.
tend to tuvor formal learning over self-learning of qﬁ informal type.

o

Americans who view exhibits, visit museums or take trips as important
source. ot intormation tend to be .engaged in more projects and spend more
time in leurning activities once they become learners. But self-learning

) or formal learning is only very little affected by such exposures., Thus
it nppear.: that once the desire to learn‘is present and once it becomes
uctivated, exhibits, museum and field trips become excellent ‘sources for a
variety ot opportunities. Learners tend to expand their use of them which
also artects the time investment in the variety of learning efforts posi--
tively.

Personal interest in at'tairs of the body politie, too, are conducive
to learning. All the dependent variables_are positively related-to poli- -
tical interest., However, admiration for others with.interests in inter-
national, national or local atffairs is actually negatively related to self-
lenrning, to the number of projects and the time invested as well as to for-,
m:l leurning. Thus, it cah be construed that the vicarious pglitical in-
terest meusure is u proxy for personal interest in the"world at large.
Lenrners are themselives the curious and interesting people. While
they muy admire generul intellectual curiousity in others as well as the
intere.t.: ot others in the worid of the fine arts, they do so while trying

te emulate them on s#n equul basis, But the political Interests of others

dr their scholarly engeavors are in themselves unappealing. There is even

perhap. o ctigmutizing undertone uttached to- the term "scholarly' interests..
'/ toosibly, there 1o too much of a reminder of the "schools". and "schooling"

which tent to be ausociated with these terms,

¢

Intorm:cion Processing

Jror the perspective of the KPDU model (Knowledge Production, Distri-
busion, and Utilizatior) within which this study was conceptualized, learn-
inye i cne aspect, of information utilization. As u broad topic of social
soneert, intormation sources and utilization huve been investiguted exten-
Slvely by librarians, adult educators, information specialists and other

12




7

RESULTS OF THE ANALYSES 105

goclal scientists. In relat;Bn to information sources and retrieval pat-
terns, it is interesting to consider the response to those sources used to
find out that learning opportunities of any kind exist, Only learners,
whether informal or formal, were asked to rquand to this question.

Many investigautors have found patterns in information retrievals and
in utilization which are associated with the various .demographic and socio-
cultural variables. For example, those with a lower -educational and eco-
nomic level are presumed to use television or the neighborhood "elders"
to the exclusion ot a greater variety of sources. Conversely, those who
are more cognitively flexible and plu "listic in their values are pre-
sumed to use not only a greater varieLy of Sources but also those which

are morg complex such as news magazines, books, libraries, ete,

some of the unalyses in this study would tend to support such gener-
alizations., For example, non-learners rate radio and television more im-
portantly as sources of information than do all of the learners combined.
On the other hand, -formal learners think that prganized groups and ‘classes
are superior sources of information than those who do not learn. The &if-.
terence: among other sources were less pronounced, such as trgvel, phono-
recordings or magazines. Among several of the other sources there were.no
slgniticant differences at all. This suggests that many people may employ
whatever source that comes readily available. _ v

A distinction can be made between the use of information for limited
or sporadic periodg of time and the more sustained application of it to
continuing learning projects. The categories of use of information as
ranked by continuing learners appear to be related to the sophistication
with which learning is undertaken, such as:

Clarity a situation und make progress towards a goal..

Understend and diugnose the situation and thus ‘achieve self-
control.,

Choouse tetween options or altérnativg ways of doing something.

The library as one community resource center was selected because of
s @renumed "visubili+r" to obtain data on frequency of use despite the
et that response muy be "self-perceptual” and would need to be refined
in rurther studies. The data can be of interest because very few national
studies of library use, based on a probability sample, are conducted in
wny trive or ten-year period. However, desplte the "hawthorne! effect of
s direct question, only 40. 3% of the American population used the library
iwring the year previous to November 1976 on a regular or occasional ba-
~i:. Whut ceems to be an even more disturbing fect is that almost 60%
(9, 74) have never used the library or used it so infrequently as to re-
sponi with a "don't know" or "no answer."

The organizational life of the respondenis was explored. Or&anized
groups may be sources of intormation and learning; but they are also areas

-
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of 1life where inférmation and ledrning can be applied. ' It appears that
the distribution of memberships held by continuing learners is higher then
for the population as a whole aud with pronounced differences from non
learners, Over half_ the non-learners held no organizational member ships
whatsoever, Apparehtly organizational involvement provide: a framewerk
within which to apply individual learnings,

Somewhat more than 3 out of every 5 Americans (64,7%) spend 1 day or
less a week in volunteering. The amount of time spent in volunteering
tends to increase with learning activities. Apparently those who are al-
ready involved find time to hold more organizational membefships than
others; and these persons also are frequently elected to office. Findings
such as these are dommon in other stiudies of learning; but, unfortunately,
they tend to support a hidden assumption that learning and information
processing is or "should be" oriented towards group activity.

The concept of an episode has been establ*shed by this and other
stuflies as the basic unit around which the developmert of a learning proj-
ect is constyucted. A learning episode has been defined as a period ‘of
time that is held together by the similarity of intent, activity or place
within which it is involved. The episode has a definite beginning and end-
ing, and is not interrupted to any extent, by some other, activity or pur-
pose.- Episodes are not Jju¥t. mental constructs superimposed upon . human be-
havior but correspond to actual "chunks" of time and activity ihto which
most adults appear to divide their working hours in everyday life.

This episodic "span of attention may be as brief as ten minutes or
last more than an hour, Among respondents who perceived themselves to be
continuing learuers in November 1976, T3. 2% had deliberately looked up
some information within the previous 7 days. The amount of time spent'in
the retrieval process varied, with 86,5% of the respondent's time limited
to one houwr. In thinking about the information obtvained in the .last re-
trieval, 3Ls5% of the respondents needed the better part of an hour to de-
ve lop leaxning tactics and presumably their thoughts as well.

>

Sustained attention reduces "random" activity, discovers the informa-

“tion and builds the competence te plan an entire learning sequence. In

the plOF“Su, new ‘competencies are built by observing and receiving "in-
struction" from environmental imperatives; by making trial performances
betore adjusting-to teedback; and by zrowing more flexible and independent.
The choice of a particular planning mode seens to be based to a considera-
ble extent on individual and transactional considerations, at least ini-
tinlly, . . .

Competence in learning is a patterned activity designed to perform a
coordinuted set ot behayiors and accomplish a gcal set. Self-initiated
learnifig by respondents involved the comparing of behavioral patterns a-
gainst remembexed or retrieved knowledge as well as the modification of
perceptunl connectiongs, As predicted by previous researchers, ‘continuing
leurner: tend to articulate behavior in the. following ordinal display of
questioning modes: .
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, Intransitive questlons explore the nature of some subject: What
is 1t? Where did 1t come from? Since they are predicated on
intransitive verbs, answers to such questions elicit reports in
terms of description, definitions or comparisons,

Transitive guestions with both a subject and direct object de-
note & dynamic relationship. Since they probe into the effect
of one thing upon another, response requires explanations of
cause and effect, or connectlons between fact and theory, trans~
lations and’ evaluations. v {

Subjunctive questions exnlore possibilities and syntheses of as-
sumptions, cause and effect. They predicate change, new inter-
pretations and knowledge based on conclusions, predictions and
integrations.

[

In real lite, the individual apparently mulls such. questions over in
mind. They may lie dormant for weeks while the strength of their interest
© dissipates if the stimulus is not reinforced. If, however, the individual
has been under siege'as it were from several stimuli, s/he may be induced
‘or motivated to become involved with episodic information processing in
the following behavioral steps as ranked. by respondents' o

Naming and describing an area not only separates it ffom other
ureas but’allows the individual to voncentrate, screen out in-
terterence and in general "get a handle" on things.

Anulyzing the referent situation into constraints.and opportunie
ties helps the learner to get going without coming up immediately
with a full-blown statement of the topic, or problems of interest.,

Free ulsociatlons, not 1nh1bited by outside expectations allows
the individual to "play around" with any variety of if-then "tax-
¢nomies” about the nature, effects and conclusions implied by hi/r
concern. .

Overt questions, tasks or "shopping" lists of things to do indi-
ante that the learner is ready to "go public" about hi/r project
and talk w'th other people about it, M

Blueprint emerges from "going public" including articulations a-
cout wants (goal ) and activities which in practice remain un-
differentiated.

Satiufaction occurs when the learner tries somethings out and
tinds that leedbuck is favorable where feedback is largely non-
verbal, supported perhaps by a brief word or appreciation, or
where feedback is just a feeling of "that's enough."

5
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In the dynamics ot individual development, the’ planning of a learn-
ing project grows out.of and extends the episodic behavior of a span of at-
tention. If the external imperatives are strong enough, the individual
tends to link these together into the sequential activity of several re-
lated episodes which defines a learning project. From this point of view,

it 1s probably not surpriqing that so many Americans are involved in life-
long learning.

Professional Implications

In drawing out these recommendations from the study, it should not be
concluded that they are limited to librarians., The findings of this type
of research hsve implications for a broad range of social professions and
disciplines., It is to the benefit of the citizen taat these recommendations
are made. Since that cltizen has increasingly taken on the characteristics
of & continuous learner, s/he will become increasingly impatient with a
"Pun  around” from one professional consulta.® co another.

In generul, it is becoming increasingly evident that the learning
needs ot Americans cannot be serviced from a single agency however visible
library service has traditionally been presumed to be. The prevalence of
selt-initiated and self-planned learning demands a "shopping-center"” ac-
cess to the delivery of appropriate human -services. Librarians will in-
creusingly be expected to participate on the specialized teams required
by the demands of the new learning society. ‘

The librarian's traditional message of quality service/%o the indivi-
dual uppears to be still relevant to the needs of the times. But this ©
csuge hus to be reformulated in the idiom of the day. Of even greater

prlorlty, it needs to be given a firm foundation in the psychology of’
leurning behavior and become enriched with the personal competencies which
come only trom effective group participation.

All people cun und presumably do learn. At least, the findings of
this study would” seem to indicate that learning is almost a fact of life.
Incourngement, a helping consultation and professional 5upport appear to be
more vigniticant in bringing learning out in people than characterizations
bused c¢n the traditional: demographics.

In other words, learning is almost an ubiquitous response to a situ-
ation. The stronger the contextunl imperative, the more likely is se~ °
quentiality to occur. However, sustained effort is impossible to maintain
when the lite coping skills are difficult to perform and the availability
of proressional help is distant. This distance in accessibility may be
elither a matter of locational or of poliCy limitatibns.

Some of the truditionally significant predictor variables may still
have some value in indicating formal learning. But apparently along with
the concept of class, self'-planned learning as & unique phenomenon is bee
ginning to disappear. Certainly, the role of the demographics are no

L
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longer unique explanations of the reasons and condiﬁions for learning
which continues to spread. Learning is a way of life and can not be con-
aidered as & particular characteristic of demographically "mature" persons

ociological sense,

The support of survey research in a university setting has considera-
ble pay-off value to funding sources even though the field work required
by a national survey demands a nation-wide data collection network. But
once the data has been collected under quality controlled conditions, the

s reduction and analysis of that data can be efficiently handled by the
small or large teams available from a wide range of spe~ialized personnel
resources available to library school faculty largely to be found only in
mdjor universities.

The recomméndation§~8f this study grow out of the implications of ‘
the findings. These recommendations are in two parts <- those concerned '
with research and those for professional applications:

Research Recommendations

Since this study has addressed one of the major problems which
has continuously plagued librarianship, the second problem of
the effect of message treatment on people should also be in~
vestigated.

Since the traditional demographics exhibit considerable weakness
as soclocultural predictors, components of the contextual situa=-

Jtion,within which- informatlon is processed may have greater dis-

crindnant value.

Since reseurch depends upon the extensive resources and flexible
teunms ot specialists "to be found in the university, library
schools in major universities should begin to train the social
researcher: needed when the profession becomes involved with the
voclal psychology of individual, group and community problems.

Professional Recommendations

Since audministrators and supervisors now have the "evidence" of
prevalent leurning behavior, current limited service patterns
need to be examined and changed to meet the conditions of the
new learning soclety.

vince so muny udults are involved w1th sequential learning ac-
tivities, the servi €€ of the "floor" librarian could be reex-
amined in the light“of the case~«load patterns required by the
continuous involvement of learners.

Since learning adults initially "waste" a great deal of time
in what appears to be random activity, librarians trained in .

VBTN
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developmental counseling could be more effective in helping
clients articulate needs.

Since the interests of the continuing learner grow out of the
negotiations of everyday life, librarians would be wWise to ac-
cess community resources indexed by coping-skill categories
.that are more appropriate to the information brokerages and
reterrals needed by involved citizens.

Since so many learners have negative tendencies towards group
activity, librarians could help individuals increase social
competencies by counseling for group participation.

Since uelf-planned learning develops out of the imperatives of
daily life, community-oriented researeh specialists should be
employed by local library systems to plan and conduct the market
-unalysis and audience studies needed to support relevant changes
in policy. »

Since learning psychology and instructional design have scarcely

ever been considered as service prerequisites, recurrent profes-

sional education has a theme to emphasize for the next five years-

Q R ,

So of'ten when recommendations are couched in the phraseology of in-
tormal learning, interdisciplinary teamq and community psychology, many
types of librarians turn a deaf ear or "pass the buck” by pointing the
finger of responsibility at the public librarian. If these recommenda-
tions ure’ thought to be limited to any one type of librarian, much of the
emerging social science approach to librarismship will be doomed. 1In
point ot fact, it is the academic and school librarians who have the larger

respdonaibility because of the greater range of specialized resources a-
valluble to them.

Recommendations such as these will not just be picked up and acted
upon by the average librarian no matter how strongly supported by research
rindings. It used to be said that it is the administrator as a leader in
the profession who is "on the spot" as it were. But today it is the super-
visory -wtaff who hold the responsibility and thus the power to accept and
aet. on these recommendations.

s lPerhups of even prior attention, however, is the imperative felt by
librarians i1 foreing chunges upon the training programs of the professional
schools,  For how reulistic is it actually to expect rapid change or even
iny change at all in thé inservice programs of libraries? Can expectations
such us these be anytl.ing more than doomed when one finds that those 1li-
brary stuffs have been trained in schools where human learning or human
communi cation are not spoken or, worse, remain but "dirty" words?

This study supports a behavioral psychology which ie in conformity
with the traditional principles of librarianship. As to practice or the

2N
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application of those principles, it may take more than the findings of this
‘dtudy to encourage any implementation at all. Nevertheless, the basi¢ psy-
chology is available (and hopefully will be expanded in further research)
whenever librarians are forced by external Imperatives to participate with
the interdisciplinary teams required in today's community,

Some of these soclal imperatives have already forced librarians, how-
- ever hesitantly, into such developments as the information broker and the .
learning consultant, These services will remain as they now are largely
limited to those few people who do use libraries anyway until librarians

teum up with other professionals in the community dedicated to the delivery-

o' human services through shopping center access., Then, librarians will

be torced to turn to a behavioral psychology which accommodates their

principles in a "language" understandable to the cohorts of other helping
professionals in the community.

Librarianship,bas the oppor tunity.in this lgat quarter of the twenti-
eth century to realize the human‘objectives held for it by several genera-
tions of' leuders. Resource sharing networks have made the redeployment of
stafy Possible, und given librarians the opportunity to develop a truly
protessional helping relationship, This'study has added to that endeavor
by Jdetining the psychological groundwork for its realization.,

s
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. : APPENDIX B

GLOSSARY OF TERMS

, ' - Within the profile being developed, the preliminary literature
: " searches have already revealed certain concepts which keep coming '
up regardless of the area of focus and regardless of the level of
, analysis. These themes can be stated as definitions which may ‘serve
“ " an integrative influence as the literature analysis, the data collec-
tion,and interpretation develop. N

. Adaptive control organism (usually human) is the micro-system
which negotiates its way through the physical, KPDU and socio-
cultyral environments that are always perceived as transaction-

' al and thus informative.

N Communication (nonverbal and verbal) is, a process (persuasive).
of engendering meaning in (an) other person(s) by creating the
conditions within which it cam occur or be discovered.

Episode of Learning is a short (perhaps 20-40 minutes) .uninter=-
rupted period of time similar to span of attention which has a
. - deflnite beginning and ending.

Formal Learning is the participation in a course like activity
of a sequential nature where content and sequence are largely

determined by one or more persons (e. -2 teacher) not involved

as participants.

Group Resources: Sometimes learners attend a group er conference,
In this instance, the grcup (or its leader) makes the decisions
about the activities and the subject matter to be learned. The
groups considered by the participants are less formal than in class-
room instruction. They are more a resource, which suggests and '
guides, rather than holding the participant to a detailed syllabus.
Informal group meetings help the learner estimate the current level

of personal knowledge or the progress being made in acquiring some
skill.

Human Resources: The planning or deciding on details may come from

another person who helps the learner in a one-to-one situation as a

, human resource who can provide guidance and advice, There is a need

L for .his kind of helper to fill the gap between the individual's lev-
. el of competerce and the skills necessary to access appropriate re-
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sources., Learners may know the sort of person they need.or the kind of
knowledge such a person 'would have, but they are not often able to think
of some particular individual_who has the competence to help,

Information prncessing includes the behavioral dynamics (intra-and-inter- .
personal) set up in a human adaptive control organism wren confronted with
informative data, : , - . -

Informatjon space is the totality of objects and artifacts (real or- made),»
various visual (painting) and audio (music) representations. as well as
the speech and sounds of real life which have not been recorded==~in other
" words, all the stimuli to which the senses repond, including humans as re-
‘source persons, ‘

1.

Information data (neWSWOrthy 1tems) has surprise value (in the Shannon
~sense) including those knowledge and-or information components which have
temporarily become stimuli to one or more human beings and strong enough
to cause them to pay attention,

KPDU (knowledge production, diasegination and utilization) is the macro=
system encompassing the scientific and professional communities, the vari=-
ous media of communication (dissémination channels) and the network of
media, library and information.centers which store and retrieve documents,
as we11 as the general effect of that knowledge (diffusion-:of innovations)
on the various collectivities of individuals in society.

Knowledg¥iﬁpace is the corpus of human recorded thoughts in whatever form
it is composed and produced, including the visual and audio if accompanied
by language discourse,

Learning (prOJect) is a series of episodés on one or more closely related
topics consciously and deliberately planned so that each episode activates
developing bzhavioral patterns which achieve articulated goals.,

Motivation is the response made to environmental influences whether external
or internal and is expressed in activites or prOJects related to some goal
sat, ,

Self-initiated learning is a systematic and sequential éon81deration of
the information associated with an interest or concern with the. deliberate
intent to achieve some purpose or goal

Self-Planned Resources: 1In many instances, learners retain the major re-

spongibility for day- to~day planning and decision making. A learner tries
to detect specific errors in ¢urrent knowledge, or specific weaknesses in

current skill or style., This person studies his/her own particular needs

and decideson the criteria to be used in selecting a particular resource,

Such an individual also gathers information on the advantages, weaknesses,
accessibility, level and suitability of certain resources or activities.,
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“Span of Attention (10-60 minutes) is the period of time which it takes
an individual to process the informative data received from stimuli
through a cycle of behavior.
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LIM. INTERVIEW STARTED: . . 65211
I'IME; INTERVIEW ENDED: - 101876
LENGTH OF INTERVIEW: : ‘

. SURVEY OF INDI”IDUAL SELF-PLANNED LEARNING Y

29 Data °

NANNRENNNRRNNEE T e

I'm » and I'm working on a survey being conducted by Opinion Research
Corporation of Primveton, New Jorsey. We're talking to people about activities they
engage in and things they have tried to learn on their own. 1I'd very much like to
interview you. The interview will be completely confidential.

L. I'm interested in listing the things You -have tried to learn during the past
yéar on your own initiative. . , .

e . _Wf\en I say "learn," I don't mean learning the sorts of things that people
learn in’schools and colleges. I mean any sort of deliberate effort at all
to learn something, or to leam how to do something.

Perhaps you tried to get some information or knowledge -- or to gain new
skills or improve your old ones -- or to increase your sensitivity or
tnderstanding or appreciation. Just as long as you spent some mmber of
hours at these efforts to learn samething. ‘

Can you think of any efforts like this that you have made during the past
Le-months? Did you actually complete same leayning project on your own --
hat is, not in a formal teaching setting for credit? Have you, in other
words, gone as far as you wanted to and felt that you had finishéd the
articular projects? What were the projects or the things that you learned?

(IF RESPONDENT NAMES ANYTHING, CHECK ''YES'' AND LIST THE PROJECTS OR THE THINGS
LEARNED UNDER '"TOPIC" ON PAGE 3, THEN TAKE RESPONDENT THROUGH ALL THREE PROBES
' SU AS TO GET AS COMPLETE A LIST OF TOPICS AS POSSIBLE. - IF RES
NAME ANYTHING, ALSO CONTINUE THROUGH ALL THREE PROBES. DO NOT -ACCEPT "NO,"
"DON'T KNOW,'* OR "'NO ANSWER" UNTIL YOU HAVE BEEN THROUGH-ALL THREE PROBES AN’
. RESPONDENT STILL IS UNABLE TO NAME ANY TOPIC. CHECK "YES" IF A TOPIC IS
NAMED AT ANY POINT IN THE PROBING, BUT ALWAYS GO THROUGH ALL THREE PROBES TO

, GFT AS COMPLETE A LIST AS POSSIBLE.)
YES | ,_—'j ' /
. o m— ’ . .
Y ‘ ~

' — v 30/9
DON'T KNOW lf_l 60 10 Q.10

liJ/J ! 15 | ) .

NO ANSWER
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SURVEY INSTRUMENT A-25

)
-

>

Probe 41 -«
*, Ity to think back over all of the past 42 months -- right back to last year.
‘I am interested in any deliberate effort you made to leamn anything at all.
Anything at all can be included, regardless of whether it.was easy or hand,
big vv little,  important or trivial, serious or fun, highbrow or lowbrow.

(PAUSE -- LIST ANYTHING MENTIONED UNDER 'TOPIC.'")

Probe #2

7 .
It doesn't matter when your éffort started, as long as you have spent same o
+ time at it sometime during the last year. : :

We want to get as complete a list as possible, because we think that people
.,make far more attempts to learn than anyone realizes. We can include any
sort of information, knowledge, skill, or understanding at all that you have
tried to gain -- just as long as you spent some mumber of hours at it during
. the past 12 months. What else do you recall?
(PAUSE -- LIST ANYTHING MENTIONED UNDER '""TOPIC.')

_ . )
Probe #3 -- HAND RESPONDENT CARD "A."
Now,. I have a list of some of the things people learn. It may remind you
of other things that you have tried to learn during the past 12 months.
Read and try to think about whether you have tried te learn samething

similar. .
(GIVE RESPONDENT TIME TO READ THE EXHIBIT CARD. LIST ANYTHING MENTIONED
UNDER '"TOPIC.") , o . ‘
TAKE BACK CARD "A." , ' ' | ) .
© .
LY
6

4
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10.

11.

15.

14,

15,

16.

\ 17. . —

18.

————— -

la. (FOR EACH TOPIC LISTED, ASK): ‘ '
Would you please tell me approximately how many hours
? s

overall you spent in learning gtogic) —_—
(ENTER ACTUAL HOURS NEXT TO . .

Okay, thank you. That gives us a fairly coﬁtplete list. If you suddenly
think of samething else you have learned, though, please tell me.

L5
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“

<+ Now, let's take any one of your learning projects which you have listed. 1
would like to find out how you went about doing it. (HAVE RESPONDENT CHOOSE *

v ONE OF THE TOPICS., ENTER IT AND THE HOURS SPENT ON IT BELOW.)
" Topic ((‘ Houys
« 31<3379%9 34-36/999

HAND RESPONDENT CARD 1,

2a. Here is a card that describes some of the main ways by which people who try

- to learn samething determine their detailed day-to-day plan on how to go about
doing it. .o

Please look thése items over and tell me which ones, if any, apply to your own
. experience. If there is something else you do that is not listed on the card,

would you mind telling me how you actually go: about. thé detailed planning of a
learning project? ‘ 4 ‘

<
'

“ 1 make all detailed plans for the learning by myself. ' -1 |. 37/0,9

LY

| get detailed direction regarding what to learn or what - -1 38/0,9
to do from some object (from a nonhuman source). ' '

{

The planning and deciding on details comes “from one
other person-who helped me in a one-to-one situation : sV 39/0,9
F g . . (a hman resource). -

¢

1 tried to attend a group meeting or a workshop or

-1| 40/0,9
- conference

Other: (Please specify)

: ' ' -1 41/0,9

TAKE RACK CARD .




INTERVIEWER: QUESTIONS 3 TO 7d REFER m THE TOPIC ENTERED ON Q.2. REMIND
, RESP(NDENI’ OF THIS, IF IT IS NOT CLEAR. : : '

2

3. Which one of the followi@ answers describes your learning project at this time?
(READ-ANSWER . CATEGORIES. TO- RESPONDENT" § +~ v ’ o

. NOT VERY AETIVE -~ that is, you have dropped it or.
-0 completed it, or you have set it aside for awhile

(or you are spending much less time at it now than
you were before)

[

,,,,,, .

k2/9 ,

© DEFINITELY ACTIVE'-- that is, are youdefinitely
71 . continuing this leaming effort right now? Are you:
spending about as much time as ever at it?

[2

4. Please think for a moment about how mych knowledge, information, and under-
standing, you gained as a result of this one learning project -- or think about
how much your skills and habits improved -- or how much your attitudes or

. Sensitivity changed, Would you say that altogether --
(READ ANSWER CATEGORIES TO RESPONDENT . )

-2 you leained a large amount or changed a great deal?
“ you learned or changed a mdest’”mm? - o~ h3/9
N -0 ~ you just changed or learned a little? L

5. ‘How enthusiastic have you been about having this new knowledge and sxill? .
(READ ANSWER CATEGORIES TO RESPONDENT.) - ‘

1

-2 VERY ENTHUSIASTIC, ‘ |
-1| - QUITE ENTHUSIASTIC OR FAIRLY ENTHUSIASTIC © . kg
-0 NOT ESPECTALLY ENTHUSIASTIC

-~ 1 . : B

6. "Let's set aside your own benefits for a moment and look at any benefits for
other people. Your new knowledge and skill might have been of some benefit
to your family, your friends and relatives, your boss, your company or organ-
ization, your job, or even to péople who live in other places. :

To what extent did the knowledge and skill you gained provide some benefit
" to people other than yoursel £?
(RCAD ANSWER CATEGORIES TO RESPONDENT . )

-3 TO A FAIRLY LARGE EXTENT

2T DA MODEST EXTENT o 4579
1 ONI O A SMALL EXTENT

T

-0 NOT AT "ALL : 1




SURVEY INSTRUMENT

o

JIAND_RESPONDINT CARD 2.

7.

7a,

3

7b.

¢,

" d,

llere are listed some of the main reasons forr which people prefer to lcarn on
their own, insteas of taking a course or class sm\ewhgre.

Which one of these reasons would you consider to be the most important one.
for your decision to learn this project on your own?

( ' FOR- ITEM NAMBD MOST IMPORTANT.)

¢

Which one is next most important? ‘
(MARK "2 FOR TTEM NAMED NEXT MOST IMPORTANT.) °,

Which one is least ,inportént as best you can tell? .
(MARK "1" FOR TTEM NAMED LEAST IMPORTANT.) -

And which one is next least important to you?
(MARK "'0" FOR ITEM NAMED NEXT LEAST IMPORTANT.)

(NOTE: MARK "8" FOR EACH REASON NOT RATED IN ABOVE QUESTIONS.)

| wanted to learn this right away and
couldn't wait until a class might start.

3 -2 fr ] Lol L8 wer

1 didn't know of any class that taught mErnEPEs
what [ wanted to know, - , s e ) 8 4179
[ don't like a formal classroom S T e R - - )
situation with a teacher. : 3] ‘ 0] |8 48/9
. Transportation to a class is too hard’ -3 | -2} -1 -0] |-8 | 49/9
" or expensive. y '
besire to set my own learning pace. -3 |-2( | -0| [-8 50/9

I wanted to keep the learning s'trategy
flexible and easy to change.

-3 |~29 [-v] |-o] |-8] 5'/9

Desire to put my own structure on the

learning project. -3 {-2) |-V | {-of |8 52/9

Desire to use my own style of learning. -3 | |-2] |1 -o| [-8 53/9

lack of time to engage in a group

learning program. -3 |-2f |-'] |-O] |8 54/9

{ don't have enough money for a course -3 2] [
or a class.

-0 -8 55/9

- et St A s

Other: (Flease specify)

-3 -2 -t -0f |-8 1. 56/9

———— <+

A BACK CARD 2.

A-29
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HAND RESPONDENT CARD 3.

8. What steps do you usually take in making. your planning decisions?

7 In the process, as you get information on a topic ovex. some period of tine
trom various sources and explain it to yourself or other people, can you
think of the ways you go about it?

Do any of the steps listed on this card describe what you do? . Could you
put them in the order which you use them? Which one would be first,. which
: one second, .and so on?

N (HAVE RESPONDENT RANK AS MANY STEPS AS POSSIBLE. ENTER RANK NUMBERS IN
APPROPRIATE BOXES.) . ' : »
I talk about the interest I have and the situation which
made me *“Lnk dbout it.
[ try to clarify it by thlnkxng about the problems in ft, a
and what [ want to get out of it.

a-. , oo .

I'try to organize what I want to get out of the study
project, -

L

8}

vlook for some infgrmation that will help me, and then
try to organize what I have found out.” v B

When it seems like I have a good approach, I try it out
by talking to several people, or put it into action if
it is something I can do. .

After it sounds all right, or it works, I just seem to
lose interest or go on to something else.

Other: (Please specify)

R i U —

TAKF_BACK CARD 3,

57/1-7,9

'\ 58/"7)9

1]

s9"'7'9

60/"7'9

6'/"709

62/"7p9

6¥1-7,9
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\ ' .
9.  When you learn something on your own rather than in a more formal course,
do you feel that you should be able to get academic credit for what you have
learned if you should desire academic credlt?

Lt

s {-2]——» 0 10q.9
¥ DEPENDS | _ |-V |——> 060 T0 Q.92 AND Q.9b
t » ’ i ‘ N
NO -0
64/9
* DO NOT SEEK ACADEMIC CREDIT .|-3
. —® © 0 Q.11
- DON'T KNOW _ -8
NO.ANSWER . 9] | b

" IF "YES' OR "DEPENDS'™ ON Q.9, ASK: | -

9a. Who should be able to award such a credit?

[F "DEPENDS' ON Q.9, ASK:

9b. What does it depend on? How would you explain this?




A-5

SELF~PLANNED LEARNING

10. We are interested in finding out the things you may have learned during the
last 12 months by way of courses or school-1ike activities, rather than things
learned completely on your own. ' Have you taken any courses or workshops or
seminars in the last 12 months? ‘ i '

YES . 65/9
NO ————— IF "N0" HERE AND ALSO O Q.1, G0 TO Q.16a.
IF ONLY "No" HERE, CONTINUE WITH Q.11

v

[F_"YES" ON Q.10, ASK:

10a. What were the topics covered or included in this more formal lhammza_

Q.loa € Q.10b Q.10c
Topic _ Where Taken . Hours .

10b. (FOR EAGH TOPIC LISTED, ASK:)
Where was this course, workshop,
or whatever held? —

10c.  (FOR EACH TOPIC LISTED, ASK:)
How many hours overall did you spend in this course or woikshop? —




" SURVEY INSTRUMENT

.S

1o

HAND _RESPONDENT CARD 4.

11. From which of these sources do you find out that learning oppoi‘umities of any

kind exist?
TELEVISION
RADIO
* NEWSPAPER

LIBRARY DISPLAY

COMMERCIAL DISPLAY

= BEE)

LIBRARY FILES -
- WORD OF MOUTH

AGENCY l_‘ILES

HOT LINE

LABOR UNION

m: (Please specify)

EEEE

—— e

TAKE BACK CARD 4.

66/0,9
67/0,9
66/0,9
69/0,9
70/0,9
71/0,9
72/0,9
73/0,9
74/0,9

- 75/0,9

76/0,9

A-33

A




SELF~PLANNED LEARNING

11

’ Data
| 11{ Card
. [ ¥

E2d

o . HANI) RESPONDENT CARD 5.

l7. Despite the length of time spent in finding oyt about samething, people have
©various goals for going about that ‘earning. On.this card is a_'siqale scale,

lero stands for something that is entirel stant, and 10 stands for
something that is extremely i rtant. TS in between, of course,’
A represent various degrees o rtance. I am goi , to read several goals or

objectives that you might pursue when you learn. For each ome, please tell
me how important it is to You personally -- using the scale,
(mmmm ENTER SCALE NUMBER IN BOX BY EACH OBJECTIVE,)

IMPROVE JOB SKILLS - 12-13/99

INCREASE KNOWLEDGE 14-15/99
MEET PEOPLE , ~ | 16=17/99
| CURIOSITY, INTEREST o :’ -|8¥|9/?9
N PEACE OF MIND D 20-21/99
TEAGH SOMEQNE ¢ 22-23/99
?  IMPRESS PEOPLE , E o 2-25/99
EDUCATIONAL CREDIT FOR A DIPLOMA, - . - ' = zs-.27/99
CERTIFICATE, OR DEGREE |
SOLVE PROBLEMS T 28-29/99
COMPLETE A TASK R 30-31/99
J MEET RESPONSIBILITY | |  32-39/99

I




SURVEY INSTRUMENT

l2a.

13,

12

There may be other important goals which I have not mentioned. If there are
such other important goals, please tell me \[hat they are.

10, rate how important to you each area of life is with respect to putting

. your learning to use.

(READ EACH AREA. HWI‘ERS(N..EMIBERINWBYFAO{AREA.)

PERSONAL DEVELOPMENT . | M-35/83
VOCATIONAL (JOB- RELATED) 36-37/99

* PUBLIC AFFAIRS 38-39/99
VOLUNTARY ACTIVITY ) ko-41/99
HOBBIES AND RECREATION E k2-43/99

HOME AXD FAMILY (] weusss
RELIGION | 46-47/99
AGRICULTURE, TECHNOLOGY A [ Y

. GENERAL EDUCA{1G [: " 50-51/99

OTHER: (Please specify)

k)

52-53/99




A-% ' : SELF~PLANNED LEARNING

13
HAND RESPONDENT CARD ¢
14, People have preferences for the way they learn. On this card are listed some ,
of the main methods by which people learn, _
" Wa. Which oe is the best method for you? .
- (MARK "'3" FOR*BEST METHOD. ] L |
‘ . . . .. ' Y “ . »
14b.  And which one, if any, is second:best? : ..
(MARK "'2" FOR'SECOND BEST.J = | ' :
b l4c.  Which one is the warst method for you? : | S
+ (MARK "1" FOR WORST.)” — ——
o ¢ ?
. .. 14d.  And which one is second worst? - . L
(NOTE: - MARK "8" FOR EACH METHOD NOT RATED IN ABOVE QUESTIONS.) SRS
HEARING OR: LISTENING C -3 2] [2] [ 1-8] sus9
" [ .
READING | =30 2] Lo [-o] |-8] ss/9
o ) P .'
SEEING OR OBSERVING =~ - 3| -2 {-1] |-0] [-8 56/9
s . :
SOLVING PUZZLES OR PLAYING SOME GAMES 3] (2] [ o) [-8f s ",
! ! » l .- . '
HAVING A CHANCE. TO TALK TO SCMEONE " i 31 E :
ASKING QUFSTIONSJL ' 3y Y o] [8] ser
PRACTICE, TRIAL AND ERROR ‘ g -3 l_zJ 1] o] |8 ser9
* MAKING NOTES AND WRITING 3] 2] [] [eo] [-8] eors
R l - ' < ‘l
OTHER:  (Please specify) : . . . .
30 1= [ -0 |-8] &ise
[ ) B [
' TAKE, BACK CARD ¢,
— ‘
J ‘
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* SURVEY INSTRUMENT

14

[AND RESPONDENT CARD 7.

15, Where would you say you most like to do your learning? On thi¢ card are listed
some of the main places where people do their leaming. '

15a. Which one do you like best?
(MARK '"'3" FOR BEST.)

_1sb, Which one is the neXt most preferred place?
WL (MARK 2" FOR NEXT WEOST.)

15c. And which one do you like least as a place for your learning?
(MARK "1'" FOR LEAST.) '

15d. And next least?
(MARK "0 FOR NEXT LEAST.)

~

T “INOTE:: MARK '8" FOR EACH PLACE NOT RATED IN ABOVE QUESTIONS.) ,

\ N

3] [2] [] [] E 62/9
: VLIBRARY ‘ 3] [ r_ﬂ 0| |-8| 63/9
OUTDOORS | ][] ] [ 64/9
CLASSROCM _T_' [_z_l -1] [-o] [-8] 6509 "
" PUBLIC EVENTS (LECTURES, CONCERTS) -3 z E Z] 8| 66/9
DISCUSSION (:ROUP . =3 |-2| | ;_-0_] -8( 67/9
ON-THE-JOB TRAINING -3 [-2] 4 Fo-! -8| 68/9
" OTHER: (Please specify) _ ‘
. ) -3 -2 |+ -0} [-8] 69/9
IAKE BACK CARD 7.
e [ ]
- ¢

PISS
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/f’ -
. /’/// \
7 ’/’ \\; // ’ )
/ 15
2
ASK_EVERYONE

l6a. -When was the ver} last time that you looked up some .information? - How long ago?
(Days) oR (Weeks) OR (Months) 70-72/999

leb. Ahout how much time did you spend on that particular occasion looking up
the information you wanted or needed? : .
(OBTAIN ANSWER IN MINUTES,) '

(Minutes) ‘ 73-75/999

. 16c. Did you spend some time thinking about the information you got this very
. lust time? About how much time did you spend thinking about it?
(OBTAIN ANSWER IN MINUTES.)

) (Minutes) 76-78/999

Data
1 11} Card
: 3

17. I will now read you a few statements. Please indicate for each one of them
whether it is samething you always admire in other people, or something

you
- always dislike in other people, or samething that depends on the situation
%eiﬁér you admire it or not., .

ALWAYS  ALWAYS  DON'T
AIMIRE DEPENDS DISLIKE KNOW
Having a keen interest in international, - .2 ) - -0 8| 1279
national, and local affairs , ' : ‘
¢ - .
Having a strong intellectual curiosity -2 -1 -0 -8 13/9,
Developing an appreciation of the fine arts o[ R j - ~
- music, drama, literature, and ballet 2 ! 0 8 '“/9]
Having an active interest in all thirgs -2 -1 -0 -81 15/9
scholarly ‘
Q.
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SURVEY INSTRUMENT

o

“HAND RESPONDENT CARD 8,

18.

[ would like now to read you a brief list of scise of the main sources which
people go to when they want to know samething, or get information on any subject.
Would you please tell me how important, in geneval, each of these sources is in
your own efforts to know or find out somothing. Again, zero stands for something
that is go_?letelx unimportant, and 10 stands for an extremely important source.
You can, of course, use any nmber of this scale, depending on ﬁgg 1mportant
each of these sources is to you,

(READ EACH SOURCE. ENTER SCALE NUMBBR IN BOX BY FACH SOURCE. )

CLOSE FRIEND OR RELATIVE |6-|7f39
EXPERT WHO WAS ALSO A FRIEND OR RELATIVE 18-19/99 S
PAID EXPERT 20~21/99
BOOKS ‘ v | ’ 22-23/99
%KSXJM&SS OR: LECTURE sgmss WITH AN 24-25/99 ' K
SELF- FORMED GROUP OF tnm.s - . 26-27/99
MAGAZ INES _ :_J 28-29/99
PHONORECORDS AND TAPE RECORDINGS 30-31/99
RADIO ' 32-33/99
FIIMS | ' . 34-35/99
NEWSPAPER o E | 36-37/99
TELEVISION | 38-39/99
EXHIBITS, MUSEWMS, FIELD TRIPS 4o-41/99
INDIVIDUAL INSTRUCTION OR ‘TUTORING h2-43/99
CORRESPONDENCE STUDY hh-45/99
BROCHURES, NEWSLETTERS, MAILINGS D b6-47/99
HUMAN RELATIONS TRAINING, ROLE- PLAY ING D 48-49 /99
BROWSING IN LIBRARIES 50-51/99
TRAVEL ‘ 52-53/99

TAKE BACK CARD 8.

4/




A-40 : | -, " SELF-PLANNED LEARNING
-l . . N

HAND RESPONDENT CARD 9.

- 19, infomation is used for various purposes; Do any +f the reasons listed on
this card explain your use of information? _ '

19a. Which ong is the most important?- ' o . i~
(MARK "3' FOR MOST")

Igb. Which is the next most important?
(MARK *'2"" FOR™NEXT MOST . )

19¢.  Which one is the least important? ' o
‘ (MARK "'1'" FOR LEAST.Y .

19d. Which is the next least important? - :
(MARK "0 FOR NEXT- LEAST ) ‘

(NOTE: MARK "8" FOR EACH PURPOSE NOT RATED IN ABOVE (XJESTI(NSJ '

, CHOOSE BETWEEN OPTIONS OR ALTERNATIVE - =31 (-2 |- 0] (-8] 549
# WAYS OF DOING SOMETHING
N ' ——
REMOVE A BARRIER . - 30 (-2 |-1] [-of |-8 . 559
N . :
 JUST TO HAVE SOMETMING 10 DO ‘ 3] [-2] [71] [0] 8] ses
' 'UNDERSTAND AND DIAGNOSE A SITUATION 3 (2 |- [0 |-8] s/9
MAKE PROGRESS TOWARD A GOAL ‘ “3L|m2f |-t |-o] [-8] s8r9
CLARIFY A STTUATION 3 =2 [-1] [-0] [-8] s .
. ACHIEVE SELE-CONTROL -3 |-2) |-t| [-of [-8] 6o
PLAN A LEARNING PROJECT : 32 [ [-o] (-8 w9
h—--J
WIN APPROVAL BY (IHERS , S A2 ] [o] [-8] sws

UMHER:  (Please specity)

e -3 2 |-t q0] [-8] eye

LAM: BACK CARD 0,




- | A-41
" SURVEY INSTRUMENT . _.

18

20. Would you gonsider your use of the library to be reg\ilar, occasional, rare,
or have you never used a library?

oy B -

(“ .
© OCCASIONAL -2
a . [:: 64/9
RARE .
_NEVER USED -0 [———G0 10 Q, 21

IF_LIBRARY IS USED ("REGULAR, " "OCCASIONAL," OR "RARE'" ON Q.20), AsK:
HAND RESPONDENT CARD 10. ' | |

20a. Using this card as a guide, how do you usually go about using the library?

ASK A LIBRARIAN" 1| 65009
'LOOK IN CARD FILE - 66/0,3
Muyagléwpon BOOKS ON SHELVES y 67/0.9
BROWSE IN NEW BOOKS AREA - 68/0,9
. BROWSE IN MAGAZINE AREA - [-1]  69/9.g ‘
BROWSE IN REFERENCE BOOKS '
(ENCYCLOPEDIA, HANDBOOK, -1 79/0,9
MANUAL)

OTHER: (Please specify) -

< E 71/0,9 .

<k

TAKE_BACK CARD 10.
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21

SELF-PLANNED LEARNING

o vou belong to any. organizations? Please include religious, souul
traternal, educational, or recreational organizations. If yes, how many?

[

, " 72-73/00,01,...,99

(Namber of organizations)

B ANYHING OMER THAN NONE ON Q.41 ASK:

Jla, luring the past year, have you been an officer of any of these
organizations or the chairperson of one of its committees?

YES =1

74/9

NO -0

luring the last 12 months, have you done any voluntary work to help a group,

. m organization, an agency -- whether governmental or pnvate"

‘¢ YES -1

, : 799
NO -0 [————mco 10 Q.23

F YES" ON Q. 22, ASK:

22a. About how many hours per week would you say you have spent volunteering?

.
76-78/999

(Hours)

2

22b. What kind of activities have you performed as a volunteer?

79-80/99

._ ~l ey ’




SURVEY INSTRUMENT -

Data
| . )| Card |
"
. 23, INTERVIEWIR: Please check one of the following categories from observation:
BLACK -1
WHITE iy -2
N2/9
ORIENTAL -3 ’
| SPANISH | -4
24. Also check one:
MALE -1
- ezt 13/9
FEMALE -0

NOw | would llke 10 ask a tew questions tor statistical purposes only.

. 25. About how long have you lived in this community?

LESS THAN 1 YEAR - (
C ) - 5 YEARS -2
| 1879
6 - 10 YEARS e
OVER 10 YEARS -4

26. How many times have you moved your residence since 18.years of ige?

15-16/93

(Mumber of Times)

A=43

.
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u

<" Ind you spend your childhood in a.town, city, or on a fam? . - -
CITY - -2 4
FARM -3 6G0.T0°Q. 28
4 . 7 -

LF_""[OWN" OR "CITY'" ON Q.27a, ASK:

<7b. How large a town or city was that?
UNDER 1,000 -0l
1,000 - 2,499 - -02
2,500 - 4,999 -03 Y
: 18-19/99
5,000 - 9,999 -04 Y
, 10, 00 - 49,999 -05
50,000 - 100,000 -06 ‘
100,000 OR MORE -07

h V)

@

28, What are the ethnic rrots of your family? That is, of what national origin,
- No matter how far back, o You ronsider yourself to be?

<9, What ethnic group(s), if any at all, is/are most important in terms of the
wWay you currently describe and think about yourself?

e e ———— ..




SURVEY INSTRUMENT . | | ' A<45

S0, What was the last year of school you completed?

UNDER 8 GRADES -0}
SOME HIGH SQHOOL - -02
' HIGH SCHOOL GRADUATE 403
vocmm, ) -0k
BUSINESS 05 20-21/99
TECHNICAL -06
SOME COLLEGE |

B.A. (UNDERGRADUATE) DEGREE .

GRADUATE WORK
DON'T KNOW -88]

i1, To what social class do you belong? (READ ANSWER CATEGORIES TO RESPONDENT.)

v

UPPER -4
MIDULE -3

" 22/9
WORKING -2
LOWER -1

, 32, what is your marital status?
MARRIED -1
! SINGLE . |-2|———®® T0 Q.34

WIDOWED ' FJ—

et 23/9
SEPARATED - o]
PIVORCED -5




SELF~PLANNED LEARNING

A=46
Y. Do vou have any children?

NO 24/g

[F YES: How many are . .

over age 187 ' 25/9

under age 187 '—*———- 26/9

preschgol age? :::::j 27/9

3. What 13 vour age? .
28-29/99
What s your occupation? (PROBE FOR ADBQUATE DESCRIPTION AND CHECK APPROPRIATE 'BOX.)
PROFLSSIONAL, THECHNICAL, AND KINDRI ) WORKER R Y
\b\.\’-\(?llk AND/OR ALMINISTRATOR, EXCEPT FARM -02
SALES WORKER | | o ' - 03
SLRVICT WORKER, EXCEPT PRIVATE HOUSEHOLD ' -04
CRAFISMAN, FOREMAN, AND KINDRED WORKER | -05
TRIVALE HOUSERILD WORKER ’ 06
FRANSPORE EQUIPMENT OPERAT [V 07 ‘
‘ VEERTCAL .{Nl) KINDRED WORKER | ) 08
Q rl RALIVE IXCLT TRANSPORT - . -09 30-31/99
e ' r.{im WORKIR . 10
THIER BLUE (0L AR WORKER SR
N FARORER , EXCE) FARM 12
HOUSEW ) 13
UNEMPLOYED :,f,
—_— GO TO Q.37

HETRE -15
SN ~16

MK (Please specity)




SURVEY INSTRUMENT

W N are ot the head of houschold, what does this person do?
HUNE CATRGORTES H«hiQ.SS)

T e . 32-33/99
- Y ]

e

P anemploved or regpe

J, what kind of work did you most recently do?
O OMGORLES FROM (. 35)

i

e ey S

e  3h-35/99

fwontere e ted are

PO national politics?  (READ ANSWER CATEGORIES [0
SESFONDENT Y .

VLY INTERES TED l -3 ,

SUMEWHAT INTERES 1D

36/9 ' 3
A TTITLE INTERESTED -1

NCEAL ALL INTERESTED -0

and Larye

AV hies

- would vou consader cour
Tothe tems to he very liberal
T Conaeryat tve, wonservative, or ve

political views in
y liberal, neithe
Ty conservative?

terms of present
I particularly liberal

VEKY LIBERAL

-1
1.I81ERAL -2
MIDDLE (ONFIIVIER | §RERA]L ;E] 37/9
. v NOR CONSFRVATIVE) -
‘ CONSERVAT IVE [E}iJ

VERY CONSERVATIVE . : ESJ

IO T RNOW ’ D]

) ANSHEK ! Eﬂ
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LD iESUONDENT, CARD 11

0. In which of these groups was your total family income for 1975, before taxes?
Please include income for all members of this household from all sources.
lease just tell.me the mumber category that includes your total family income.

LESS THAN $3,000 -
$3,000 - $4,999 Co}-2
$5,000 - $7,499 3
. . $7,500 - $9,999 [_h- 38/9
- $10,000 - $14,999 -5
7 $15,000 - $24,999 -6
R $25,000 AND MORE 7
DON'T KNOW : -8
NO ANSWER -9
EARE BAGR VARD 11, p
I, What 1s yvour religious preference?
' PROTESTANT S
[WIMAN (ATHOLIC -2
JIWISH . -3
AGNOSTIC e -4 319
AELST -5
ONER:  (Please specify) -6




SURVEY INSTRUMENT

1
v

How wtrongly do you tee] about your raliglous.ﬁeliefs? ’
CREAL ARSWER CATEGORIES 1O RESPONDENT . ) -

H
VERY STRONGLY

STRONGLY

MODERATELY

NI SO STRONGLY

N STRONGLY AT ALL

THANK YU VERY MU31. .

e
L]

IRVLARERY s NAMD

SECCE CINTERV T
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<

APPENDIX D

Interviewers and Interviewing Procedures
. 1

Opinion Research Corporation

The administration, execution, and maintenance of all field work at top-
quality levels is the responsibility of the ORC Interviewing Department.

In addition to conducting the:field work for ORC'S custom research pro-

jects, the ORC Interviewing Departiment fields, on a regularly scheduled .

basis, such mass data.collection programs as ORC's.General Public Caravan

Survey, Executive Caravan among top and middle management of the leading -

. U.S. companies, the ORC Corporate Image series, and the Security Analyst .
series among financial and investment professionals. : \

A major function of the ORC Interviewing Department is the recruiting,

- training, and maintenance of the quality of the staff of ORC'Ss national
probability sample. The sample is staffed by over 1,200 carefully re-
cruited and training interviewers. In addition, some 300 ORC-hired and .
trained interviewers operate in commmities outside the probability sample
and are’ available for special assignments. + Approximately 90% of all
interviewers receive their assignments through a local supervisor.

Selected -individuals in the interviewing.staff arf designated as Execu-
tive Interviewers, qualified for Aassignments involving publics consisting -
of executives, professionals, or specialists in varied fields. In addition,
ORC has recruited ‘and trained many special field crews for studies requiring
particular skills, qualifications, or techniques, including intérviewers
fluent in a foreign language. ‘

Interviewer Selection and Training

‘Interviewers are selected on the basis 9f having a pleasing personality,
a satisfactory command of English, and the ability to follow specific
instructions. He or she should not be too aggressive-nor too backward; -
thére should be no obvious prejudices; and his attitudz toward people
should be empathetic. '




HIELD WORK

Prior interviewing experiunce and/or knowledge of special areas is not
necessary. An interviewer with good pcise and the ability to follow

directions can.administer any survey calling for direct questions anc a
the recording of specific answers. If, l-nb-?:r, the subject matter i _

of a sensitive nature (e.g., birth control, jnterviewing drug addicts,
etc.), interviewers are gereened and advised/ or the subject matter to
avoid indirect bias of the survey results., .

Training of Field Staff'

.' .

The ORC field staff usually receive their preliminary training in a .
session conducted-by an ORC field representative. Such sessions usual_y |
inclwde ‘participation in a meck interview and andlysis of situations. that
develop in the interview, instryction in questionnaire campletion prg-
Cedures and in the use of mmrvi%ae}miquas such as the probe, a
. Teview of sampling procsdures, and & discussien of ways'to establish :
' rapport with respondents. v :
The ORC Interviewer's Manual is used in the training sessions and serves
also as a permauent source document. The 100-page Manual covers research
. 4nd administrative procedures in-detail and is updated periodically. . -

Interviewer Relations -« -

Y .

Ar‘i-«interviewer's first formal assignment is carefully anal)?zed and rated
by ORC supervisory persomnel in Princeton. Continual follow-up analyses
., are made: during the probationary pericd.

T ‘Reviews afe contimued for all members of the permanent staff on pruc-

t . " = tically every campleted assignment. In tHe review, the interviewer's
work is ded, and a report is made to thz interviewer., These reviews
Cover all interviewers whether they be independent or working through
supervisors, . o ' ,

4
]

One of the most j.x'\teresting features of QFC's relationship with its field
O staff-is that, on each study, the interviewer is provided with s phone
oo ey to call toll-free for answers to any questions that may ariss Jur-
ing the conduct of the study. In this way, ORC is able to maintain personal
con

tact with interviewers and to uncover problems and difficulties at their
inceptign. ‘ SN '

' ORC enjoys-a very favorable relationship with its interviewers for several
Teasons: | : ‘

1. ORC provi‘c':s, explicit instructions and questionnaires that
are easy to follow. o ) ‘ '

' .
Aruitoxt provided by Eic: . ]

ERIC
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3. The field staff is informed of n research techniques  y -
+ through periodic memoranda and field meetings. :

3. Interviewers are always paid within two weeks of our
receipr of their bill for services and expenditures.

Background of Interviewers

A detailed file is maintained on each interviewer, 'cdfréring background,
experience, interviewing assignments, cost performance, availability,
imprgssions of work, = * o ¢

The median length of time our interviewers have been with us is four years.
Approximately ‘80% of our interviewing staff are female;. one out of four

is a college graduate; and an additional one out of three.has had some
college training. .

Field Supervisors .
As indicated earlier, most of ORC's interviewers report to supervisors
located in urban and'metropolitan areas throughout the country. Virtually
all of ORC's 150 field supervisors are personally well known to QRC's vice
president in charge of field operations, Sarah Hmeycutt. She has come
to-kmow the field supervisors through her extensive activities in the
Marketing Research Association. (She served as president ¢f that organi-
zation during 1971-/2.) She meets iith most supervisors at least on an
annual basis, and she is in phone contact with each of them much more
frequently. On the average, these supervisors have been with ORC for |
more than five years; three out of four have had college training; 97% ' .
are female; and they range in age from 30 througi: 64. )

Stpervisors are responsible for interviewer training on specific studies
(as directed by ORC) and for the day-to-day supervision of interviewers'
assignments. '

ORC's national probability sample is divided into four geographical areas
for monitoring purposes. That is, within the Intervi Department in
PrTinceton, there is a person whose main responsibility is the maintaining
of personal contact and commmication with supervisors and independent
interviewers within a particular geographical region. Essentially, this.
means that every person working on an ORC study in the field knows there
1s & person in Princeton who can be contacted for immediate assistance at
any time. ‘

Steps Involved in Fielding a National Study

This description bypasses the area of sample selection since the Inter-
viewing Department's responsibility begins upon receipt f the sample
locations. _

1 PR
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The sample- locations are recorded in a book and are referred to as 'con-
trols." These controls provide space for the following entries: |

Name of interviewer and/or supervisor
Code ngﬁber | |

" Rate of pay
Scheduled audit, cost anilysis

Date stidy notification sent

Result of notification (e.g., acceptance,
refusal, no Tesponse) , -

[late study materials mailed

Return of '‘working postcard," indicating
assignment received and interviewer proceed-
ing with assignment. If the card is not
returned within a reasonable period of time,
a télephone call is made.

Date of retwrn of completed a.signment
Hours and dollars spent . (:
Number of contacts and result of each

Space for notes Juring course of field work
(e.g., extension granted, change of location,
etc.) : :

The control book is designed to give an up-to-date picture of a study
during the entire interviewing period and for later referencé, if neces-
sary. It also gives us more flexibility in that each member of the office
staff can, at a glance, determine the status of the study. L

When the sample locatioi. have been entered in the comtrol book, a member
of the Interviewing Department selects an interviewer and/or supervisor for
each location.- This requires review of the interviewer's file 5 deter-
mine which of the interviewers should be alerted. (Since interviewers

work on a part-time basis, it is necessary for us to hire a sufficient
number of interviewers to ensure coverage for any given study.) We must

be selective in our choice of interviewers since selection is deter-
mined by several factors -- distance from the sample location, availability,
capability of handling a specific type of study, frequency of assigrments
handled, etc. Once the selection has been made, the interviewer's file

Ly
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is reviewed to ascertain wheher an audit should be scheduled. This is °
determined by number of assignments and/or last grade received. If the
review of the interviewer's last assignment was not 100% satisfactory,
another audit would be made on her next assignment. (The audit will be
Covered in more detail later.)

The field staff receives notification of the study by mail. The noti-
fication briefly describes the study, type of respondent, length of
Interview, number of interviews assigned, length of time allowed for

+ completion. The interviewer responds by returning a postcard which was
enclosed with the notification. If for some reason an interviewer re-
fuses the assignment, another is selected imediately and, most likely,
notified by telephone if ~ime does not permit mail notification. It
should be noted at this point that mail (regular and air) notification
is usual for a study since it is the least expensive. However, at least
two weeks prior to acturl sendout of materials is needed. Other methods
of notification can certainly be employed, but at greater cost (e.g.,
special delivery, telegram, telephone.)

In areas where supervisors are selected, each Supervisor is provided
with a list of the sample areas. Providing the areas in advance allows
for selection of interviewers who can most efficiently handle the area.
The superviscr makes her selection much the same way we at ORC do.

The actual organization of and packing materials for each location is
handled by members of the Interviewing Department, We place great impor-
tance on. the packing of material because time is of the essence. We
carmot afford the delay that could ocour if something were omitted from
the sendout. During the actual send-out process, each person involved

is checked by others periodically to be sure everything is accounted for.

wiclosed in the package is a postcard that is to be returned by the
interviewer upon receipt of the materials. If this card is not received .
within a reasonable length of time, the interviewer is,called. The purpose

- of the card (and/or call) is to assure us that each sample location is
being worked on and will be completed within the specified time period.

~ In addition to initiating phone calls, the Interviewing Department re-
celves calls from the rield covéring various aspects of the work -- a
“probiem relating to the handling of a specific questionnaire item, a
problem with the area assigned, an emergency which requires additional
time to complete the work, etc. All members of the department are know-
ledgeable about each study in the field and can, therefore, answer the e
question or refer the interviewer to sameone on the research staff who
can. Int:rviewers are encouraged to call us station-to-station collect
any time they have a question aud/or problem that cammot be answered by
their study instructions or Interviewer's Manual.

As the campleted assignments are received in Princeton, the Interviewing
@ ‘ Department begins the check-1in procedure, . :
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Assignments Not §cheduled for an Audit

The first step in the check-in procedure is a review of the Interviewer's
Report to Study Director. This is a form providéd to each interviewer on
each of or studies. The interviewer reports any difficulty with the
study and indicates whether the difficulty was hers or the respondent's
(or both). This. report is forwarded to Director of the prow;‘:ct :
Next, the Housing Unit Listing Sheet is reviewed to determine whethsr

the interviewer followed the proper route through the assigned housing
units at the appropriate time of day for maximum productivity, and listed
the respondents' names and phone mmbers for verification purposes.

Following this, the interviewer's completed interviews are arranged in
order of the addresses listed on the Housing Unit Listing Sheet. First,
the face sheet is reviewed to be certain that the face sheet r'mber
corresponds with the address on the listing sheet; that the address has
been entered on the face sheet as it appears on the listing sheet} the
location number has been entered correctly; eligible residents in the
household were listed in the proper order and the resident to be inter-
Viewed was selected according to instructions; and, finally, whether the

interviewer indicated completion of the interview on the first or second
call. '

The next step is to determine if, in fact, the interview is complete.
Then the background information is reviewed for possible omission. If
the interview is complete, this is indicated on the Housing Unit Listing
Sheet. When this process has been completed for the entire assignment,
the results are entered in the controls. :

The final step is the review and calculation of charges on the inter-

viewer's time sheet. Here are the points we consider when reviewing the
time sheet: ,

Maximum productivity on first trip to'the area

Planning of callbacks for continued maximm
productivity

Realistic study*, edit*, and interviewing* time
Realistic travel* time and mileage charges

®STUDY TIME -~ time spent readine thie instructions and rev-
iowine the questionnaire,

¥EDIT TIME - time spent cheching over the completed work, fil- ',
ing out the time sheet and supilementary reports,

HTRAVEL TIME =~ travel time to and from the sample area. It does
not include travel time from one housing unit to another within
the sample area,

#INTERVILWING TTME ~~ includes travel time within a sample arca from
one housing unit to another and time spent contacting housing units
and actually conducting the interview.

155 ..
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Assignments Scheduled fgf Audit

As mentioned earlier, audits are indicated at the time of interviewer
selection. However, it should be understood that any interviewer is
Subject to an audit if the work does not appear to be up to our standards.

- The audit is a detailed review of the interviewer's assignment, including

the points covered earlier in the check-in procedure. A form is used SN
for the audit on which we indicate eryors made by the interviewer. This ;
form, along with copies of the errors, is returned to the interviewer
with our comments. The interviewer is rated and this' rating is entered
in her file. The audit consists of two ratings -- one for intervi
mechanics and one for sampling. One advantage of this method is that it

allows the Field Representative to better plan seminars with the inter-
viewers. . : - .

At one point, we graded the interviewer's work with A, B+, etc. But, we
realized that some people viewed a "B'' rating as very good, while our
Opinzon was that the grade was average. Thus, we now grade by the rumber .
system with a brief explanation. . ' ’

: 2

Verification of Interviews

Each supervisor verifies 10% of the interviews completed by each inter-
viewer before they are forwarded td Princeton. Additionally, ORC con-.
ducts an independent and additional 10% verification of its own. This .
is accomplished in one of three ways -- through the mail, by phone, or
by a personal visit from an ORC representative. At least 20% of each

interviewer's assi t is verified. If an interviewer's performance
1s suspect, however, ESU% of ‘her completed interviews are verified. |
© Verification consists:‘of determiring whether or not an interview has
taken place, verifying the respondent's address, verifying key items on

the questiornaire, and obtaining any information that has been omitted
and/or is not explicit on''the questionnaire, '

»

To avoid antagonizing respondents, ORC takes a positive stand for veri<
fication purposes. In other words, rather than asking the resy Mdent
if she has been interviewed, we tell her that we are calling to thank °

her for participating. Obviously, we ask other quéstions to determine

if the interviewer conducted the interview, including asking the respone

dent for his or her address. " - e B
o |




APPENDIX X

L Opinion Research Corporation Master Sample

Introduction . | , @

.For over 30 years now, it has been an almost invarisble practice to saxple
hunan populations for personal interviews by areal methods -- that is, by
using maps showing blocks or other small goographic segments for which
rough preliminary population estimates can be mede. .

This method, while quite rigorous in concept, lus‘ many:difficulties in
- practice. Most of these difficulties are associated with.the great popu-
lation mobility and rapid growth in this country. For example:
1, Census data ascribing population figures to very small
geographic units are usually out .of date in the inter-

‘censal years. Independent estimates for small geographic
‘dreas are generally quite unreliable or nonexistent.

2. Maps are usually either out of date or, in some cases,
far ahead of the cultural development of the land. In
other cases, the maps may be just too inaccurate, or.
incomplete, or simply lacking in necessary detail.

these difficulties are found,
clerical errors in 1 out sample segments and the
interviewer's errors in finding these assigned segments
. . from 2 map and counting households can still be very -
\ - troublesome -- the combination of errors can often
- --result in significant inaccuracies. - |

The purpose of the procedures that are described below is to establish a
tractable sampling method that avoids these various diffitulties, is
easily applied and economically efficient, and is statistically unbiased -
(or so nearly so that the bias is negligible). ’

5. Even when few or no

In essence, the method is very simple to apply. The basic procedure is
as follows: ' . = :

1. A current telephgne directory is specified by each choice ' =
of a Primary Sampling Unit (PSU) or Minor Civil Division

2. The desired number of starting points for the PSU are se-
- lected at random from this directory. These starting points
~ are, of course, listed telephone addresses. - -

. (i
Q l 90) Vo
o . .
. -
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3. An interviewer is directed to a starting point by the spe-
cific address given for it in the directory, and is . oo
instructed not to conduct an interview in.that household. "

4. Facing a designated address, an interviewer starts with
the household to the left of the starting point, and con-,
ducts interviews in that household and each successive.' s
adjacent household (whether or not a household has a listed -
telephone). The particular respondent to be interviewed _
is specified by a random selection from the eligible .
i itants of the household (e.g., all those 18 years old .
and older), : : -

5. Weighting procedures must be applied to compensate
for any inequalities in probability of selection.
The result is an unbiased sample of the populdtion
under study.. 4

The General Structure

The master sample of counties, and of Primary sampling units within the
counties, designed for Opinion Rasearch Corporation by Marketmath, Inc
is in itself a gobability sample of the continental United States
(excluding Alaska and Hawaii). - ;

The ORC master sample consists of 360 Counties, arranged in 6 blocks,

with the 60 counties of each block distributed into 6 replicatiors of

10 cowmnties each. Each block is a randam sample chosen with probability
proportional to size of population (PPS). Prior to the sample selection,
all 3070 counties were grouped into the 173 areas designated by the United
States Office of Business Econamics; - these area groupings were then
arranged in geographical order from north and east to south and west --
from Maine to California, and within each area the counties were arranged
in order of descending population. Random choices were made by systematic
sampling in order to ensure representative geographical 4ijtribution.

The selections were made, and documented, on an IRM.360/65 digital

L

computer, ‘ :

The master sample of pri sampling units -(PSU's) was derived from the
selected counties, A 15 gene y-detined in the literature as an
"interviewing place' -- in this instance, and in the context of this
method of sampling, it is a device for initiating and localizing the
choice of a "starting point" within each county. Thus, in the ORC sample
the PSU is defined as a telephone book. Sample sizes can be adjusted by
varying the number of starting points selected at each PSU. -

Unless an entire county is covered by a single telephone book, all Minor
Civil Divisions (MCD) within each county were listed and described _
(usually, according to the 1970 U.S. Census). These may be towns,
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townships, cities, parts of cities (which are sometimes distributed
over more than one coumty), or simply "remainder'' areas (denoted as
"outlying distriets"), .

In general, only 1970 U.S. Census population figures are available as a
starting basis. nger, gixere have béhoen mafny Simiﬂintldxang;s in the
intervening years. es¢ Iigures are therefore campared place place
with current known county and City populations, in order to detemmine
population shift trends. Such trends are extracted; all individual MCD
population figures are then appropriately scaled, up or down,” to give
estimates of the current actual Population distribution, |,

When acceptable estimates of aurrent population distributions among the
MCD's of a county have been established, systemgtic Sampling from random-
izedsta.r:sisagainusedwithinthacomtytosclectasingleBCDas
the base for a PSU, with probability proporticnal to size,

The end objective is to designate uniquely a telephone book selected to

determine ''clusters'* of households for interviewing. To ensure that the

- final sample of interviews is a true probability sample, this process of
Selecting PSU's was carried out with considerable rigor.

Selection of "Starting Points"

The next step is a random selection of individuals to be interviewed.
The general approach is as follows:

1. Each MD designating a PSU is coversd by a telephone book;
the required number of starting points are chosen, using
randomizing techniques, from the households listed in each
such phone book. :

2. Each starting point is then used to determine a ''cluster
of households (both with and without listed telephones)
in which interviews will be ‘conducted. o

3. The interviewers, working through a cluster, select indi-
viduals to be interviewed from the households of the -
cluster using a random selection procedure, .

4. The interviews. obtained are then weighted in the various
Ways necessary to ensure proper representation in the
sample., ,

For the survey of self-planned learning, 240 PSU's were used for a
1,500-respondent sample -- six or seven interviews per PSU.
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Summary of Contactg'w"

" Actual -
1st Call 2nd Call

Households contacted - 5,493 ©1,956%
Ineligible households 113 8 °
Total eligible households 5,380 1,948
Interviews completed 1,033 468
Refusals 828 365
Other barriers 188 80
Households eligible for '
2nd call 3,33

* ™Not all households eligible for a second ¢all actually .
receives one, since interviewers are instructed to
stop interviewing in a location after completing a
specified mmber of interviews.

"Completion rate" is a difficult concept for which there are mmerous
definitions. The method by which we compute "completion rate" for the
ORC National Probability Sample is as follows:

Let X = Percentage of completed interviews on
second call (first callback)

= # of interviews on second call
¥ of calls made on eligible
| households on second call

Y = & of households still eligible.for
- callback after first.call" |

"Completion Rate" = # of interviews first call + 'gxzm
: Total # ot eligible househo B
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For the self-planned learning study, the 'calqu_.ation is as follows: '

"Combletion Rate' = 1033 «{ 468 ) [ 3331
1948

' " 5380 - -
= 1033 + 5.24) (3331) o ,
= 1832 = 34

5380

Since the sample plan for this study called for one callback at most (a
total of two calls) at any household, the 'completion rate" is relatively
low compared with that of study designs calling for more than two calls.
The sample plan used for this study was designed to be cost-.effxc:lent, and
it works extremely well in practice.

RESPONSE PATTERNS INVENTORY
(Dumoéraphic and Socto-Culiural~Characteriaticl) ¢

Table- AA  SEX OF RESPONDENT

Populat {on " Formal Self’ Self-Initiating . .
Samp L Learners -Learners Leatners Non-Learners
(N 1501) . (N 28Y) (N 1142) (N 901) (N 317)
v Female b, 2 ’ - 59,0 60.5 6l.1 55.0
¢

Male - 40,8 41,0 39,5 ' 38.9 45,0

' . . Y
. Table AB .RACE OF RESPONDENT
. . : hal

Fepolatfon Fonaal '{ Self Self-Iniciating
Sample [.earners Learners Learners Non-Learners . ’
(N 1501) (N 283) (N 1142) (N 901) (N 317)
Black 7.9 13.4 7.4 © 6.3 7.5
White 88.6 83.4 89.1 90,4 88.3
b o :
Uriental J . 8 A 1.1 1,2 0.0

Spanish 2.7 2.8 2.5 . ' 4,2
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’ o ‘ Table AC MARITAL STATUS OF RESPONDENT : '
' Populat fon Formal Self Self-Initiating ‘ § ' N S
Sample Learners Learners Learners - Non=Learners :
' (N 1501) _ (N 28)) (N 1142) (N 901) (N 317)
, Married 68,2 : 62.9 69.8 - n.e 62,9 . s
» .' A ‘v
Stngle 4.7 28.3 16.7 13.3 1.2
< Widowed . - 10,8 3.5 7.8 . 8.9 22,1 7 i o
separated 2.3 2.5 : 2.1 ) 2,0 -» - 2.9 PR "
' . ‘ A B ’. . . ¢ } . N
- Divorced - 3.9 © 3.2 - 3.5 3.7 . 48 .
DKSNA 10 .0 W1 o .1 .0 ’
' 1 L} 1 .
f ‘ . v 1) [ : v ’
Table AD' AGE OF RESPONDENT
Populat fon . Fornal Self . Self-lniiilfing
Sample . Learners lLearners - Learners - Non=Learuners
(N 15C1) (N 283) (N 1142) _ (N 901) ° (N317) |, =
LY=24 15.3 . 28.8 " 18.7 14,9 4.7
Shay 19.6 (34.9) 29.3 (58.1)  22.0 (40.7) "~ ..20.2 (35.1) 9.0 (13.7)
’ . ' *
- [ E TN 20.9 22.1 22,4 . 22.3 17.0 .
450 12:9 , 10,0 12.6 13.6 . 13.1 '
et 134 5.5 1.6 13.6 21.2 -
nhmaver L Lud 3.9 12,2 R U R 33.0
DR/ NA L1 - .9 .9 2.0
. Table AE ROLE OF RESPONDENT,
Populatton Formal self Self-Initiating
sample l.earners Learners Learners Non-learners ) .
(N 1501) (N 283) (N 1142) . (N0l - (N 317)
. Husband — + 3p,8 . 32,20 34.5 . 35.3 ' & 44.0
Wite 632 49,5 5.8 56.3  48.9
. single '
o Male .6 1.1 .7 g .0
" g le . o < _
Femal e .Y 1.4 .9 .8 . 1.0
. Son 3.4 7.8 4, 2.8 ' 1.3
¢ . Fa
. Danght er 2.9 6,0 3.3 - . 2.6 1.0 '

TMother ot , ' A - .
. Head i) A /S o2 e . 1.0

Mot her n 6 P
l.aw 3 0, A .1 1.0
Ot het ]

. . Kelat fve 1.4 1.5 1.3 1.2 . 1.6

DR /NA Y S0 .1 .1 ' g
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POPULAT ION SAMPLE : : ' '
e Tebla AP HAVE CHILDREM
. - ) . Populetion Formal Self Self-nitisting
. Sampla Learnere Leerners * Léarnere Noa-Lasrners
_ XN 1501) (N 28Y) (N 1142) - (W 901) (w 317) .
L . No 19.1 19.4 T 18.8 s 20.8
. . ) C.
, " Yes 68.9 ISR 67.5. 70,6 73.0 .
d ) . A ‘) . L I .t P '
e ' DR/ 12,0 . 21.9 13.7 1.1 ) 6.2 .°
LY ' P 4 ' 1 . '
. Teble AG' NUMBER OF CHILDGAN OVER 18 , '
N A .
Populet fon Formal Self Self-Initieting . ,,'
Sampla Learners Lesrners - Lasrnere Non«Learnexe
(N 1501) (N 28)) T (N 1142) (N 901) (n 317) ,
0 3.8 39.6° . g . « 30 2.1 .
1 10.9 7.1 8.7 R 17.9 !
) 2 ' 10.5 6.0 10.2 1.3 ;u.l\’
3 6.5 3.2 6.2 7.2 7.8 ’
. 4 ’ .
4 3.7 2.5 3.0 3.2 . 5.9 N '
. .
A _
. 5 1.7 .4 1.4 1.8 2.6
o o 9 .0 5 g 2.3 oo ]
KA . - 312 41.3 32,2 . 29,1 28.3
. & .
. )
Table AH JTUMUWER OR CHILDARN UNDER 18
Population Formal Self Self-Initieting . ‘
» Sewmple- Learners Learneras Lesrners , Noun-Leayners
(¥ 1501) (N 28%) (N 1142) (N 901) . (%3 .
¥ Wt
0’ 34,0 - "‘ 24,/ J30.9 C 334 44,5
1. 11,9 12,0 11,9 11.7 ;g6
. 12,9 13.1 14.2 C Mg 8.1 . - |
‘- C ’ ;’ ' [4
) 6.2 5.3 6.6 6.7 5.2
“ .2 2,5 2,5 2.5 1.6
1.1 A 1.1 1.3 1.3 L
n i g " 6 1.0
) 5 ) - .
K/ NA 30.8 41,3 32,2, 29.1 20,7
- , ] t
Table AI NUMBER OF PRESCHOOL CHILDREN ' h ’
. Population Pormal Self Salf-Inftieting .
h Semple Learners Lesrnarae Learners Kon<Learnere ’
(N 1501) (N 283) (N 1142) « (N 901) MmN
. 0 32.7 37.5 4 49,7 B 53.9 p 62,9
1
1 11.8 1,1 13.4 12.8 + 6.8
2 4w 6.0 4.5 6.3 3.3
3 ‘ .5 : 1.1 .5 b 3
’ (“ .1 . b .l 0. .0

DK/NA 30,5 41,0 . 31.8 28,6 2.7

Aruitoxt provided by Eic:
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Population Pormal Self Soli-\lnltuilng .
Ssmple Learnera . Learners Learnera Non=learnets
(N 1501) (N 28)3) (N 1142) (N 901) [CREY)) .
1]
6.3 L 4.8 5.3 12,4
6.8 4.9 6.9 1.4 16,6
9.3 1.4 8.8 9.2 9.8 RTET
9.9 8.8 10.2 10.1 8.8 ' &
21,5 24,0 23,2 2.0 16,0
22,7 21,6 25.7 24,7 | 12.7
9.8 v 14,8 11.3 10.2 Y42
“11.6 7.8 9.1 '10,2 19.5
’
Table AK HIGHEST LEVEL OF EDUCATION % ’ , .
) A .
lupulet ton Formal ‘Self Self-Initiating .
ample Lesrners Learners lLearners Non-Learners -
(N 1501) (N 283) (N 1142) (N 901) (N 317)
12.3 2,1 1.7 ! 9.6 29.6
17.9. 8.1 16.0 18,6 24,1
29.9 19.4 30.6 33,6 29.3
2.3 2.8 2,5 . 2.5 1.0
2.6 4,6 2.9 2,3 1.3 L
1.6 3,5 1.7 1.2 1.0
16,2 27.9 ) 18.6 ~15.7 7.8 L
9.2 15.5 10.9 9.2 3.3 P
7.9 15.9 9.0 7.3 2,3
2 .0 .1 1 L, oo
_lable Al OCCUPATION OF RESPOND o o
Popylat fon Formal " Selfelnitiating . .
Sample Learners Leftners - lL.earnera Non-«Learners
(N 1501) # (N’ 283) (N 1142) ' (n901) (N 317),
4 - 5 7 s
15.3 29,3 18,0 14,5 6,2 . "
5.0 7.4 - 5,6 5.0 2.9, . o
1.1 5.3 13.4 2.8 » 2.0 -
G.4% 3.2 b6 y oo “,6
6.3 5.7 6.2 6,7 5.9
N Lt ' .8 .8 S R : .
1.4 , e 1.4 1.7 ' e /
9.7 8.5 e 6.3 5.1, . 3
1. N 1.3 i P T [: .
1.1 .7 o8 .9 2.8
Lt 2.1 r.s "2.0 2.6 " .
26 ¢ P2 S . 2,1 2.0 4,6
78,8 + lb.b ; 8.6 °, 3z, 1" 3.9
3.5 LK N fo.f) < 3.6 0 3.4 2.9 .
1427 3.9 vy 11,9 13.8 - 6.1 ,
2.0 6,7 2.9 l.¢ 0 7
1.3 1.4 . 1,2 1.2 1.3
.3 vLb 3 23 3 ¢
%
} \
\
\ .
. I (J 7
: -, .
>



_ | | | §
POPULATION SAMPLE . : ” A-€3 .

Table AM  PREVIOUS JOB 1P UNEMPLOYED OR RKTIMED

. /
o O Popuiot:ion Formal Self Self-Initisting
- ¢ . Sample Learnera °  Lasrnera Leazners Non~Learners
(N 1501) (N 28)) . (W 1142) (n 901) n 317)
P l. Professionsl ' 9
technician 2.9 1.1 2.9 3.2 4.9
2, Manager Admiutetrator 1.5 7 1.5 1.7 1.3
» 3, Sales Worker 1,2 .7 1.4 1.7 2.9
“c Service Worker 201 201 1,7 1.8 1l6 L)
3¢ Craftoman Foremsn 2,4 ‘07 1.7 1.9 9.1 .
N 6. Private Household Work .1 .0 .1 1 0
7. Traneport Operator o3 .0 b .6 1.6
8. Clerical 2.2 1.8 2,2 2.3 ! 1.0
9. Other Operator 1.9 o? 1.0 1.0 2,0
10, Farw Worker 1.6 A 1.1 1.2 2,0
LI, Other Blue Collar .2 .0 2 . 2 7
120 L.bor.r lcs N lvo 1.1 206
13. }bu.“‘f' 06 .4 - os og ';
1“. Mley.d no oo oo ¥ [ L4
ls. Rtt’.l‘.d ol .0 .1 ’ v lz ’ll
16, Student 1l ' .0 .1 .1 .0
17, Other o o2 .0 ] - ] o7
DK/NA 81.0 91,2 84.1 60.6
X Tehle AN HOW MANY TIMES MOVED SINCE 18 YEARS LD
Population forul Self Self-Initiating
Sample Learners Learnere " Learnera NoneLeatnexe
(N 1501) (N 283) o (N 1142) (N 901) ™ 317)
‘0 7.1 13.8 7.5 6.2 4,2
1 9,2 9.9 9.0 8.9 9.4
‘2 1“.0 N 12.’. 1“.3 1“.“ 13'“
3 1603 - 1509 16.7 1608 15.3
4 12,3 10.3 11.7 11,7 14.3
S 902 905 900 808 10.‘7
6 8.1 8.8 8.0 7.8 8.8
7 3.8 2,8 3.9 4,4 3.
8 3.7 2,1 4.0 4.5 2,9
9 1.3 2,4 1.1 1.0 1.6
10 4.3 4,2 4,1 4.0 5.2
* Ilel5 times 4.8 3.3 4.5 4.8 5.2
1620 times 2,7 3.3 3.2 3.0 1.3
o, 21“25 times 9 .8 9 9 .3
N 26 and over 1 5 4 lns 1'6 103
DK/M “ 1.3 oo 09 09 209
! e Table A0 HOW LONG LIVED IN COMMUNITY
Population Formal Self 891!~In1t“t.1nl
Semple Leerners laarners Leaznere Non-Laarners
(N 1501) (N 283%) (N 1142) (M 901) (N 317)
Less than 1 year 9.3 12,0 ) 9.5 8.8 8.5
1«5 years 23,7 28,6 ¢ 25.4 24,4 16.6 \
6-10 years 12,7 16,6 14,4 13.2 7.2 \\\ .
10 and over 54.3 “42.8 5.6 . 3.6 67.4 g

m/M ‘ .1 ' oo .0 .0 ) .3




A-66 , _ ‘ ‘ SELF-PLANNED LEARNING

Tabla AP WHERK LIVED A8 CHILD °

) Populaiion " Forma} Self Salf~Initiating
i Semple Learnava. Learnera Learners . Non-Lesinera
’ (N 1501) (N 283) (W 1142) (M 901) (I ) V)]
) . Town T 298 1.2 n.7 3.8 2.5
City . 44,4 49.1 45,1 44,1 40,1
Farm 26,0 17.7 23,0 24,9 36.8
mlm Ol -o . 02 & 02 .0

Table AG HOW LARGE CHILDHOOD TOWM Of CITY

Population Formal 'Salf Salf-Initieting
Sample learnare Learneras Learners Non-Learnare
(N 1501) (N 283) (N 1142) . (¥ 901) (N 317)
¢ Under 1,000 o 4.8 2,8 5.0 5.6 4.2 .
1,000-2, 499 3.7 3.2 3.7 3.7 4.6
2,50044,999 3.5 3.2 3.6 3.7 3.3
5.000-9,999 7.7 10,2 8.3 7.7 . s2
10,000-49,999 16.2 18.7 7.4 ¢ 17.0 na e
50,000~99,999 “10.8 10,2 1.2 11.2 10,4
100,000 or ovar °* - 27,1 32,2 27.4 26.2 25,1
DK/NA B 26,1 19.5- 23.4 24,9 36,1 v

¢
Table AR OFFICER OF ORGANIZATION IN PAST YEAR

Populat on Formal ~  salf  Balf~Initieting
Semple Learnera Learnaras . Learners Non-Learnera
(N 1501) (N 283) (N 1142) (N 901). (N 317)
, Mo 40.0 42.8 41.2 40,9 3,2
Yes 20,5 29,0 22,8 20.7 . 12,1
o ) oK/MA 39.6 ! 28,3 3.0 8.4 53.8 g
¢ Table AS VOLUNTEBRED DURING LAST YEAR
v Population « Yormal Salf Salf-Initiecirg
Sample Learnera Laarnara Laarners Non-~Learnare
(N 1501) " (N 283) (N 1142) (N 901) (N 317)
™ el 0.5 53.9 55.8 87.0
Yea 38.0 50,2 : 45,2 ) 43,2 13.0
DK/NA o7 b .9 1.0

Teable AT SOCIAL CLASS OF RESPONDENT

Population Formal Selt Salf-Initfeting

¢ Sample Learners Leaxrners Learnars Non«Learnera
(N 1501) (N 283) (N 1142) (N 901) (N 317)
Lovar 6,7 2.8 4.8 5.4 14,7 ‘
Workiag . 34.8 1.8 34.2 35.1 36.5
Middle 53.4 59.0 55.1 53.8 45.9
Upper 4,5 5.3 5.3 5.3 1.6
DK/NA & 7 1.1 o7 b 1.2

ERIC

Aruitoxt provided by Eic:
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P&PULAT ION SAMPLE 6

. _
Teble AU DEGAEK OF LIVERSST IN POLITICH _
. 6 Populetion Yormal se1t Self-Initieting

Semple Learnere Learnere Leaxuess  Nou-Leaynare
(1 1501) (n 283) (M 1142) (n 901) 1
. Not et All 13.7 ’.2 10,9 Q16 4.4
Litcle Interset 21,7 14,1 20,5 - 22,0 26.7
Sumewhat Interested 6.6 41,3 36.6- 35,5 25,7
" Very Inunitd 30.2 35,3 - %0 50.9 23,1
DK/MA .0 0 .0 0 .0 )

Teble AV TYPR OF NOLITICAL VIAW

o Populetion Pormal selt Sslf-Indtioting
Semple Learnere Learnere Learnere Non<Lsarners
(¥ 1501) (N 289) (W 1142) (¢ 901) ™ 17) .
Very Libetel oss . 6.0 C A0 3.4 3.3
’ ' Liberal 19.3 25.8 20.4 1.7 15.3
_ Middle Rosd s 3.6 %.6 36,9 32,6
Conservetive 25.6 26,1 26,0 - 26,2 23,8
Very Coneexvative 3.8 1.4 3,7 _'6.6 : 4.2
; . DK/MA 1 6.0 9.3 10,5 20,8

Teble AW RELIGIOUS PREFERENCE

Populetion Formal Self Self~Iniciating
Sample Leamrnere Learnere Lestnere  Jon-Learuere
s (¥ 1501) (W 283) (W 1142) (o 901) (n 317)
Protestent. 60.5 56,9 © 85,9 60.3 63,8
cothol e 27.4 24,4 27,2 w2 0.9 !
Jewish 2.2 2. 2.5 22 . . 1.3
Agnoetic o 2.3 6.0 2.4 1.3 1.6
Athedet 1.0 2.1 1.3 1.0 0
Other ' 6i3 7.4 . 7.4 1.4 . 2.6

mlm ' ’ 03 o 0 . o’ oo

Teble AX STRENCTH OF RELIGIOUS PREFERENCE

Populat don Formal Self Self-Initiecing v

Sample - lesrnere Leernere Letrnare Non-Learnere

(N 1901) (N 203) (W 1142) (N 901) ( N17) :
Not Strong At All 6,2 7.1 6.6 6.3 3.5
Py Not So stl'ou.ly 705 3.3 7.7 7.0 6.2
Mw.'.t.ly 27.0 25.4 2707 2003 ’ 25.7
Strongly 22,4 22,3 21,8 21,9 23,8
very Strongly 3.2 " 36,0 38.7 5.8 . 38.1

DK/MA 6 ok o6 6 ol
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SELF~PLANNED LEARNING

A-68 9
. .
— L
» Tabla AY
4. [
o . ’ CHARACTERRISTICS WHICH RESVONDENTS ADMIRR/
- e, ’ S : 3
DISLIKE IN OTHER PROPLE <~ OPULATION SAMPLE
. ALRAYS . ALWAYS
. CATEGORY ADMIRR DEPENDS DISLIKE
. ' 'Hlvina 8 atrong intellactusl curiosity 70,6 26,3 3.2
. T ¢
Levaloping an appraciation of tha fina
arta -- ousic, drams,literature, end’
ballat 58.1 1.9 8.0
Having an active intaraat in all thinga B
acholaxly 57.0 38,9 4.1
Having a kean interest in intsrnationatl, :
nationsl, and local affaira 52,9 44,8 2,7
(]
Table A2 )
CHARACTRRISTICS WHICH RESPONDENTS ADMIRE/
Fa
DISLIKE IN OTHER PEOPLE -- CONTINUING LEARNERS
19
CATEGORY ALMAYS ALWAYS
v _ ADMIRE DRPENDS  DISLIKE
& .
Havirg s atrong intellectusl curioaity 76.1 22,1 1.8
. Devaloping an apprecistion of the fina ¢
\ : arta -~ muaic, drama, literaturs, and
"ballet 62.0 3.1 4,0
Heving an active {nteraat in &1l thinga
lghoh:ly 49.8 < ‘0609 3.3
- ) Having s kean {nterast in internationel, ‘
N * natlonal, and local saffairs 49.3 46,7 - kO
;
9 . ) Table BA
~‘ CHARACTERISTICS WHICH RESPONDENTS ADMIRE/ y
, DISLIKE IN OTHER PEOPLE — SELP-1LRARNERS
. ' AINAYS ALWAYS
. : CATEGORY ADMIRE DEPENDS  DISLIKE
Having a strong intellactual curivaity b 26,0 2,6
Developing an appreciation of the fine arts - R
munic, drama, 1iterature and ballet _ 58,5 33.2 8.3
Having an active interest in a1l Liings sch- ¢
olary s 55.2 40,8 4,0
Ha*ing & keen interest in international, nat-
o ional amd local affairs 49,3 K17 3.1




Table BB

CHARACIRRISTICS WHICH RESPONDENTS ADMIRE/

"DISLIKE IN OTHER PEOPLE -~ BXLT-INITIATING LEANNERS

ALVAYS ALNAYS
CATEGORY ’ Amnu_: DEPENDS DISLIKE
Naving a stromg intellectual curioaity 68,0 ) 26,6 2,8
Having an active interest in sll thinge . .
.chol‘rly ° ss.“ 38.“ l‘.l
Developing an sppreciation of the fine _
arts -- music, drems, literature ond
b.llet ’ 55.0 32.2 9.3
Having a keen {nterest in international, ¢
> national and local saffeires . 48.1 46.1 2.9
) Table ¢
' CHARACTERISTICS WHICH RESPONDENTS ADMIRE/ °
DISLIKE IN OTHER PROPLE -- NON-LEARNERS
' ALWAYS ALAYS
CATEGORY = ' ADMIRE DEPENDS DISLIKE
Having a strong tntellectual curiosity " 66.8 27,9 5.4 0
Haviug an active interest in @ll things
scholarly : . 65,0 30,7 4.2
Having a kécn intercsat {n 1ntirnationll,
national and local sffeirs 63.9 - 34,6 1.4
Developing an appreicstion of the fine ’
arts -='music, drama, litersture, and
ballet 57.5 36.0 6.5




