International Journal
of
Self-Directed Learning

Volume 3, Number 2- Fall 2006

O 2006 International Self-Dhrected Learmng Symposum Group



International Journal of Self-Directed Learning

Volume 3, Number 2, Fall 2006

GUEST EDITOR:Roger HiemstraSyracuse UniversitfEmeritus)

EDITORS
Huey B. Long,University of Oklahom&Emeritus)
Lucy Madsen Guglielmind;lorida Atlantic University

EDITORIAL BOARD

Ralph G. BrockettUniversity of Tennessee

Robert J. BulikUniversity of Texas Medical Branch
Philippe CarrélUniversité Paris X, France

Gary J. Confessor@eorge Washington University
Paul J. Guglielminoklorida Atlantic University

Joan H. HangrCalifornia State University San Marcos
William J. Kops,University of Manitoba, Canada
Germain D. LudwigPalm Beach Atlantic University
Patricia A. MaherlUniversity of South Florida
Magdalena Mo Ching MoklThe Hong Kong Institute of Education
Michael K. PontonRegent University

Kathleen B. RagetJniversity of Oklahoma

Thomas G. ReigUniversity of Louisville

Karen Wilson Scottidaho State University

EDITORIAL ASSISTANT: Peter L. Zsig&lorida Atlantic University
WEBMASTER: Richard E. DuriRalm Beach Atlantic University

The International Journal of Self-Directed LearnigSSN 1934-01) is published biannually
by the International Society for Self-Directed Leiag. It is a refereed, electronic journal
founded to disseminate scholarly papers that dontsedf-directed learning research, theory,
or innovative or exemplary practice. Submissiordglines are atttp://www.sdlglobal.com

© 2006, International Society for Self-Directed tr@ag. All rights reserved. No portion of
this journal may be reproduced without written @nts Exceptions are limited to copying as
permitted by Sections 107 (“fair use”) and 108Hféries and archives”) of the U. S. Copyright
Law. To obtain permission for article duplicati@montact the editors at:

International Journal of Self-Directed Learning
College of Education, CO 138, Florida Atlantic Uerisity
500 NW California Boulevard, Port Saint Lucie, F986 |IJSDL@fau.edu

International Journal of Self-directed Learningplume 3, Number 2, Fall 2006 il



Preface

The maturing of self-directed learning knowledgel déiterature can be seen as scholars think
about the topic in increasingly varied ways. Tlsisue of the journal reflects such variation as
six authors in five articles present a myriad ofysvéo address self-directed learning. It is my
delight to serve in a guest editor role and brimggse articles to you.

In the opening article Scott moves us to think alsalf-directed learning in some new ways as
she describes congruous autonomy in terms of uhusaability and a commitment to
extraordinary involvement. She shares the voicesemht people who demonstrated
outstanding commitment in the pursuit of persomalatiopment.

Johnson, too, interviewed a group of people, 24hitrg professionals. He discovered the
processes trainers use to obtain the knowledgeedetdprepare for the training required on
topics for which they have no or limited prior exjise. The themes and categories he derived
will be useful in planning future educational etfor

From time to time, each of us faces the dilemmaading too many choices from which we

must make a viable decision in moving forward. He third article, Brockett uses his many
years of experience in self-directed learning tip lus think about how the freedom to choose
among many options can actually hinder our choices.

Canipe and Fogerson continue the ongoing effotbetter understand ourselves as scholars
through content analysis of our published materidiey examine selected dissertations
pertaining to self-directed learning over a 22 ygenod. Using charts and tables they report on
several trends and frequencies pertaining to tha@af self-directed learning research.

The pervasiveness of the Internet impacts muchoof e now gather and use information.
Hiemstra (in an article accepted under previoutoeship) reports on the use of the Internet in
rural areas. In a mixed mode research effort, hes ugaphs, tables, and the “voices” of
numerous people living in rural areas to tell aystd how the Internet has impacted their lives.

Roger Hiemstra, Guest Editor
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Self-Directed Learners’ Concept of Self as Learner

SELF-DIRECTED LEARNERS’ CONCEPT OF SELF AS LEARNER:
CONGRUOUS AUTONOMY

Karen Wilson Scott

This study explores how self-directed learners cage 50 employ congruous autonomy to
exercise control over self-selected learning endesavi his analysis of their voices revealed that
learners pursuing self-selected endeavors folloverircues, engage positive lifetime patterns,
and experience an impelling “pull” of identity witmd commitment to their pursuit and personal
development.

In 1991, Candy suggested that “. . . much reseasnh autodidaxy has tended to
compartmentalize existing and new understandinginmuple learners’ intentions from their
approaches, and to submerge or ignore how peopistroat meaning in their lives and
interpret and define their actions (p. 173). HethHer claimed that “In the case of an
autodidactic project, one rarely encounters desorip of what the learner feels or what he or
she thinks as the project takes shape . . . [aaidl éixamining the attitudes and intentions of
learners is essential to gaining full understandihgheir actions” (p. 438). Candy challenged
the research community to investigate learnerstepts of themselves as learners and report
findings in learners’ voices.

Researchers should examine learners’ conceptseaistlves as learners. This
would include trying to ascertain both generalized subject-specific images

of their learning competence; the origins of suohams in their past; how they

change or consolidate their self-concept as a éeadiring the course of a

learning endeavor; the particular points in leagniexperiences (both

autodidactic and instructional) where they feltheit especially blocked and

incapacitated, or else especially competent andldapand the cues embedded
in the learning situation that they believe inhibit release their potential for

exercising control over the learning situation.4p8)

In 1999, Merriam and Caffarella recommended bugdaricher research agenda as critical to
understanding self-directed learning (SDL). Thegcsiied unaddressed questions, including

disregard of previous researchers’ observationgermmmendations and a predominant use of
a quantitative or positivist paradigm in data-basedties, suggesting that SDL can benefit
from a variety of paradigms including qualitatiyigp( 311-315). Most recently, in an analysis

of the SDL literature in the United States, Gugfiglo, Long, and Hiemstra (2004) suggested
that Merriam and Caffarella’s questions and Candgt®mmendations remain open.
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Self-Directed Learners’ Concept of Self as Learner

PURPOSE

Both Candy (1991) and Merriam and Caffarella (198&)ommended seeking substantive
theory through a qualitative design. A groundedtipestudy (Scott, 2002), positioned in the
self-efficacy literature, indirectly addresses CasdRecommendation Sevép. 448). The
study focused on a dual purpose: (a) to understhadlived experiences of highly self-
efficacious adults persevering in new challengiifg pursuits; and (b) to discover the central
theory for the processes, beliefs, and stratedidsgh self-efficacy and perseverance in self-
selected pursuits at a time when their cohorts \aesving their age as an obstacle to
capabilities. The present analysis juxtaposes th@2 2interview questions with Candy’s
recommendations to describe self-directed learreenstepts of themselves as learners through
their own voices.

The 2002 study focuses on high self-efficacy andgwerance in new challenging pursuits, and
describes self-directed learners over age 50. Huagsented the notion of SDL to the research
community with his 1961 tex@The Inquiring Mind Tough (1971) advanced understanding of
the self-directed learner by developing an intewiprotocol with which he collected
descriptions of the number, duration, and scoplearhing projects of numerous self-directed
learners. Knowles (1975) offered a widely acceptefthition of SDL.:

In its broadest meaning, “self-directed learningscribes a process in which
individuals take the initiative, with or withoutehhelp of others, in diagnosing
their learning needs, formulating learning goalgntifying human and material
resources for learning, choosing and implementirgpr@priate learning
strategies, and evaluating learning outcomes.gp. 1

Knowles’ definition describes a self-directed lesta approach to his or her learning, but does
not suggest parameters for a learning project. iqu§71) designed an interview script, which

has been adopted by many researchers of SDL, dgfanlearning project as either initiated by

another or self-initiated and approximately 7 howrgluration. The 2002 study investigated

learners’ self-initiated, self-directed endeavorsmuch greater duration including learning to

sail around the world, write mystery stories, plagz piano, and speak a nearly-extinct
language. This paper also describes their selfequisas competent learners.

METHODOLOGY

The constructivist grounded theory tradition of gtedy on which this analysis is based (Scott,
2002) stresses the importance of understandingipants’ realities (McCaslin & Scott, 2003)
and the meanings they give those realities (Char2@@0; Weimer, 2002). Constructivism is
relevant to understanding learning through the nieiés perspective (Pratt, 2002). The
methodology led to a substantive theory that mobegond self-efficacy, to focus on
participant autonomy and the congruence of theeractions within personal contexts (Scott,
2002, 2004a). The study adhered to traditional gged theory rigor (Glaser & Straus, 1967,
Strauss & Corbin, 1990, 1998) beginning with pugiolly selected participants. The initial
2002 data collection will be described first, folled by a description of the current thematic
analysis and findings.
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Participants

At the time of data collection, four of the eighdrpcipants had just completed their pursuits.
Karen, age 59, had left her job, learned to saltj fer house to purchase a 36-foot boat, and
became the first American woman to sail solo arotedworld. Nancy, 58, had galvanized
inner strength to move from being a single-pardrgixowith a subsistence income to being an
entrepreneur of a business (recently sold to arnational firm) assisting employees affected
by a corporate downsizing. Richard, 68, began lécyacing at age 60, and won two world
championships. Patricia, 70, retired at age 65utsye Master's degree research investigating
the revival of ancient Cornish, which she learnedspeak in order to interview her study
participants.

The other four participants were continuing theirquits. Robert, age 68, a tenth grade dropout
with no engineering training, invented a framingtsyn for one- to three-story buildings at age
60, and invested his life savings in patenting tesling his invention. Lou, 65, retired from
sales at 62, out of shape and needing nine kngerses, won over 30 gold medals in cross-
country competitions, then began training for nadlodecathlon competition. Floyd, age 56,
purchased his first piano and course of instrucabrage 50, and then left a state agency
position to learn to play, compose, and record ovigational jazz. RT, 58, left a career as a
federal drug-enforcement agent at 56 to write nmesgehas published many short stories in the
prestigiousAlfred Hitchcock Mystery Magazinand is seeking his first novel publication.

Instrument

The interview protocol, nine semi-structured quesi was vetted with two prospective
participants and piloted with one. Interview quasssi were designed specifically to address the
dual grand tour questioWhat is the deep, rich, lived experience of persegean new life
pursuits for an adult population over age 50; ankdatvis the central theory that explains how
high self-efficacy and perseverance are experiemretlexercised by adults committed to new
challenging life pursuits after age 5@?andy’s (1991) recommendation, calling for leasher
concepts of themselves as learners, parallelsG@2 &udy’s purpose of understanding of lived
experience of persevering in a new life pursuitn@és sub-recommendations specifically call
for examining cues for exercising control over lg@ning situation and of learner competence.
The second element of the dual question callsXplagning how high self-efficacy [exercise of
control] (Bandura, 1997) and perseverance are epmad and exercised in new challenging
life pursuits. The 2002 study questions parall€l@hdy’s recommendations with purposefully
selected, highly self-directed (Guglielmino, Aspeindley, Lunceford, McVey, Payne, Penny,
& Phares, 2005) adult learners over age 50. Taldkeghs Candy’'s sub-recommendatiand
Scott’s corresponding 2002 interview question(ajmbered in the original order.
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Table 1. Candy's (1991) Recommendation and Scott’'s (2002)réSponding Interview
Questions, Numbered in the Interview Protocol Order

Candy’s Recommendation Scott’'s Correspondirgrigw Questions
Origins of learners’ notions of their learning How did you choose your pursuit?
competence

5. What were your beliefs and values when you
began this pursuit? What are they nowaww
does persevering in this pursuit sayualyou?

Cues embedded in learning situation that learners. WHat thoughts, games, sayings, strategies
believe inhibit or release their potential for helped sustain your resolve with your pursuit?
exercising control over the learning situation

6. What is it about you that enables youdmspvere?

7. Do others help with your pursuit or doytlget
in the way? How has that affected yougpess?

Particular points in learning experiences 2. Howdu measure success? How do you
where learners felt either especially know woe achieving it? How does achieving
blocked and incapacitated, or else it oraffeict what you do or think?

especially competent and capable
4. Have you ever hit a wall and you didn’obkn
how to get over, under, around, or thioiig
What did you do?

How learners change or consolidate their 8. Hoswymaur vision of your pursuit changed as
self-concepts as learners during the course ou cpntinued? What caused those changes?
of a learning endeavor Were there unexpeeteds or turns that

affected you or your goals?

5. What were your beliefs and values when you
began this pursuit? What are they nowaww
does persevering in this pursuit sayuagou?

9. How has your experience so far affected ho
you will continue to pursue this chatieror
approach your next phase? Is age arfacto

Subject-specific images Informed by all interviguestions

Generalized images Informed by all interview stimns

Delimitations and Limitations

Eight participants over age 50 were purposefullged as a theoretical sampling for the 2002
study according to pursuit-specific criteria. Egmlrsuit was a personally compelling, self-
selected endeavor that changed the participaf€sdirection. The pursuit had been ongoing
for at least two years prior to their selectionclE@articipant had demonstrated commitment to
the pursuit despite adversity. Participants residedthe Western United States. While
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transferability is the onus of the reader in qa#ife research (Creswell, 1998; Lincoln &
Guba, 1985; Merriam, 1998), findings may be limithee to the small number of participants
and their age. As researcher bias is a concerpraexerification methods were employed.

Initial Data Collection and Analysis

Purposefully selected participants satisfying teknaiting criteria received a study description,

involvement expectations, and the human subjeftsmed consent form. Confidentiality was

rigorously maintained. As the researcher, | corellichudio-taped interviews (90-minutes
average) with the participants. Interviews tookcplan their homes to foster candor and to
observe each participant in his or her ecologyhEamtributed a reflective journal.

Verification

Recognizing the interaction between participant a@oetext and striving to convey the

participants’ reality is incumbent upon a respolesdualitative researcher and important in this
and the 2002 study. To establish an audit traifigaht for another researcher to follow,

interviews were transcribed verbatim and validaagdinst original tapes. Participants were
included in verification via a crystallization appch (Richardson, 2000). Participants
validated the story line for relevance and fit. Tddjusted story line was validated across
related literature. Participants then validatedeheergent theory for trustworthiness, and rich,
thick description.

Data Analysis

Rigorous grounded theory procedures (Strauss & i68orb990) proceeded through the
traditional open, axial, and selective coding pbkaseoding followed an iterative constant-
comparative process, categorizing and relatingcthrecepts derived across participants, and
capturing them in a database linking each passaghe original transcript. During axial
coding, a Conditional Relationship Guide (Scott0#8) established the core category by
relating structure with process(Strauss & Corbin, 1998Selective coding and the process
phase determined conditions of the emergent th@drgre the core category was confirmed as
commitment to extraordinary involvemelmteractions were then clarified among categories.

Findings

The emergent theory explains a form of autodidaetazning termecdcongruous autonomy
Congruous autonomy is an enduring, self-efficacidagdief in personal capability and
compelling rightness and identity, inspiring conmmeint to extraordinary involvement in a
pursuit (rich in lifetime patterns and trends), plesssacrifice and risk, to develop one’s highest
potential (Scott, 2002). Congruous autonomy ansivédre 2002 questioiWhat is the central
theory that explains how high self-efficacy andspeerance are experienced and exercised by
adults committed to new challenging life pursuitermage 507?
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DATA RE-ANALYSIS AND FINDINGS

The present study re-examines the 2002 data fondkedescribing participants’ concepts of
themselves as learners. Using Table 1 as a gum]dd responses to the interview questions
aligned with the following categories:

Origins of Learners’ Notions of Competence
Embedded Cues that Inhibit or Release Control
Points Blocked or Especially Competent
Learners’ Consolidated Self-Concept

Specific Images of Learning Competence.

Origins of Learners’ Notions of Competence

Origins of learner’s notions of their competenceraveategorized into these themes: (a)
Lifetime Patterns and Trends; (b) Follow the Diieat that Inspires Me; and (c) Open to
Possibility.Quotations excerpted from 2002 study transcripgst@eme exemplars.

Lifetime Patterns and TrendfiNancy Two major trends | noticed in my life were
medicine and healing and being outside. | alsodlike build things. . . . | also was very
interested in photography. . . . | need the serisikeedom and variety. I've noticed trends
going through my life that seem . . . consistemnt stnong.

Follow Direction that Inspires Mg Floyd] | allowed myself to follow that and to get

interested in new kinds of music that | was draawards . . . | like the concept of expression
and communication . . . | liked the tactile sentenyg fingers on the keyboard . . . It's really
finding the voice. . . . to explore your own exmies. I've always been attracted to things that

have no limits.

Open to Possibility[Richard Never had raced a bike. Didn’t ride very much...I
wasn’t trying to be a racer. It's just | wantedgeet better. . . . You have to not limit yourself. .
Be a possibility thinker.

Learners’ beliefs and values expressed in tern&etftefficacywere foundational for perceived
learning competence. Efficacious locus of contaried individually, internal to external.

Self-efficacy[Karen Even though | knew | wanted to sail around theld;ol didn’t
have the knowledge, the experience; | didn't evavela boat. . . . So, the first thing | had to do
is [sic] learn how to sail. . . . | certainly didn’t know wao skipper a boat. The electrical
systems, the weather, the navigation, | didn’t hamg of those skills. But one by one |
acquired them.

[Lou] The first year | started competing, | got beabathevery event. . . . | knew | was

just as good as some of them, better than somd.j&sit, worked at it, and just started winning
medals. It's in your blood. I'm one of these persgou don’t have to push.

International Journal of Self-directed Learningplume 3, Number 2, Fall 2006 6
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Embedded Cues That Inhibit of Release Control

Belief systems seem to point to the cues that selpatential. Participants described conviction
galvanized by these themes: (a) A strddgnse of Autonomyp) an age-relate®ense of
Urgency;and (c)EpiphanieghatSacrificing Ordinaryaspects of life was worth the risk to gain
a desiredExtraordinaryaspect.

Sense of AutonomjNancy I've learned how to trust myself.
[Karen | wanted to sail around the world. | wanted toitdsolo.

Epiphany/Sense of UrgencjKaren] No American woman had done this. | really
wanted to be out there on my own . . . to be vetiynate with the ocean, with the world. . . . |
said, “Why would | want to do this partially; Ijust do this all on my own. . . . I've got to do it
now or | won't ever do it. I'll just sell everythgn” . . . | realized that the biggest fear | hacdswa
not being able to try.

Sacrificing Ordinary for Extraordinary[Floyd] If | want to be a good jazz piano
player, I'm not going to do it by sitting down dtet piano every once in a while. | have to
understand that somehow I've got to make that tane, that in a normal situation people don’t
make that time. That’s an extraordinary thing to tdiomake that kind of commitment. We can
only do that if we’re willing to make . . . | donftecessarily want to call them sacrifices, but
those adjustments in how we spend our time.

Participants developetlearning Strategiedo advance their pursuits. The strategies varied
widely: some were highly specific, self-imposedn@and others broad attitudinal principles.

Learning StrategieH.ou] Every day | run 3 miles in the morning, then abn | go
play basketball for an hour and a half. And thdg la the evenings I lift weights for an hour
and a half. And then sometimes | go over to thé Bichool and go through my events. . . . 9:00
or 10:00 at night. | practice on the long jump, thgle jump, and you know sprints. That's my
life.

Nancy So, my strategies are to be aware. What am Infgeight now? And if it
doesn't feel resourceful, then | shift it. What &meant to be learning from this?

Participants also described the following: (a)CAmmitmento their pursuits; (b) these were
strongly linked to having thAbility to Adapt and (c) they held a view, too, tHabstacles Are
Part of the Process.

Commitment[Floyd] It has a lot to do with the commitment to the endking. . . .
what am | willing to sacrifice or exchange or giye to pursue that. If | say, “Well | want to do
this because this is what | want to do,” and | kntisvnot all going to be wonderful, when that
happens that doesn’t change the fact that | wadlotd. . . . If those reasons continue to be
fulfilled, then it's not a matter of perseveran@ersuch as just you are getting out of it what
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you expected and what you wanted, so you keep dbing. The most important thing is that
you enjoy the process.

Ability to Adapt.[Rober} You become very adaptive. And so adversity isientl, if
you use it well.

Obstacles Are Part of the Proceg&aren It's business as usual down there in the
Southern Ocean. That'’s just the way it is. . . e Storms happen, the winds happen, the waves
happen, the birds, the sea creatures — it's jesivey it is. And you're a guest.

[RT] You need to get beyondejection of storiels because after you've been in writing
long enough you find out it could be a good stbry, that particular editor can’t use it. . . . You
have to learn, it's part of business.

Participants discussed avoiding cues that inhii@igess, specificallilegativity from Others

Negativity from Others|RT] Some friends . . . were not very supportive oftivwg.
They considered it to be an artsy-fartsy occupatma they were more intoanlythings.

[Karen| | just didn’t want to share and hear any negatlweas too convinced
that was where | was going. | just didn’t want eahthat.

Points Blocked or Especially Competent

Like Candy (1991), | was patrticularly interestedpioints within learning experiences where
learners felt especially blocked or especially cetapt. Surprisingly, participants reported that
they never “hit the wall” with respect to their puits. The theme noted abow@bhstacles Are
Part of the Processelated to learners’ belief systems, indicatingrargy sense of competence
facing challenges. Learners described competendecapability as beginning with these
thematic areas: (aProgressive Realization of Worthwhile Gga{b) moving to aSense of
Accomplishingand (c) resulting in &ense of Self-worth.

Progressive Realization of Worthwhile Goa[&obert Progressive realization of
worthwhile goals. . . .i§] always a moving target. . . . That's why it ispantant to recognize
small successes, because without small successe&stho motivation to go to the next one.

[Floyd] To me music . . . is a growth process; it's aeseof small accomplishments.

Sense of AccomplishinfKaren There were unbelievable levels of success. The
stormy nights at sea, the landfalls, the depariuhespeople you meet, all the emotional stuff.
You can't possibly imagine that wonder, that amaaetnthat thrill, that immense peace of
accomplishing something . . . all alone.

Sense of Self-wortfiRT] It's self-satisfying just me. . . . and the rendgpn of self-
worth.

International Journal of Self-directed Learningplume 3, Number 2, Fall 2006 8
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[Floyd] There are certain things that | have to do ineor feel worthy as a human. |
see . . . a personal responsibility to maintain extraordinary involvement with things. Music
exists as part of the natural world. There’'s a tgutihat deals with our emotions and our
feelings and our expression. That is important.

Learners’ Consolidated Self-Concept

The learners consolidated self-concepts as leatheyagh evolving both their visions for their
pursuits and personal self-competence in attairimgse visions. Personal rightness and
positive lifetime patterns appear to coalesce ino themes: (a) Andentity With the Pursuit;
and (b) aBelief in Personal Potentialsuch that the learner feels urgently compelled to
autonomously pursue it. This consolidated imagesappto be central to commitmeata self-
directed pursuit.

Identity With the Pursui{Karen] | love sailing. And | love adventure and the romoa
of the distant horizon. The challenge of all that. came down to one thing: and that’s what |
wanted — one enormous adventure in my life. . her@ was always something more to reach
for. ... ‘'Cause it was for me.

[Patricia] I'm a scholar. A scholar is someone who lovesetrn. I've always been a
scholar. The things you do portray who you are.

Belief in Personal Potentia[Floyd] There has to be a belief, and there is, that the
commitment and the effort and the belief that | demelop my potential, and that potential is
high enough that | can express what | want to esgréf | follow the direction that my
expression takes me, that | can do that in a way ithgoing to, at least in my own sense,
justify the effort, and provide me with the satwdfan that | am doing . . . an extraordinary
thing.

Specific Images of Learner Competence

The study participants each provided vivid imagédearning competence specific to the
pursuit. Following are two who continue their puts@ven four years later.

[RT] | had read a bad story and | said, “Well, | canlebtter than that.” | thought all |
had to do was write a story. At that point | didkrtow the proper format and all the elements
that needed to go into a story. That story . .t.sgdd. It was a false belief that | knew how to

do it. So, then | had to spend a lot of years..td fout how . . . it worked. It was, “Hey, let's
just see if | can get a story written and get iprmt.” And now it’s, “Let’'s see how far up the
professional writers’ ladder we can go.” . . . In&o get the series of short stories pretty well

established, and thenget seven or eight novels out on the bookshelves.

[Floyd] | wanted to learn how to play jazz. | couldnitdi anybody that | wanted to take
lessons from, so | signed up for this video course.One of the things that really intrigues me
is | can come up with the concept, | can write ingsic, | can record it, | can produce it. . . .
And yet it needs to be something worth doing. Rigbtv | am focusing on learning the
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language. . . . The most important thing is thetargscertainly in terms of a contribution . . .
and to go in the direction that is uniquely my owwe learned things I've got to learn. It's an
ongoing process.

CONCLUSIONS
Self-directed Learning Pursuits and Contexts

The participants in this study preferred the tgransuitsrather thamprojects connoting their
ongoing involvement with their SDL. Unlike many gies of self-directed learners who report
completing 15 or more projects each year (Guglietmiet al., 2005; Tough, 1971), these
learners each had one primary pursuit ongoing fmiramum of two years. As Tough defined
projects in terms of hours, each learning pursuithis study could be viewed as comprising
many learning projects, all aimed at advancingptiary pursuit. When one project is faced
with a barrier, learners holding a perspective tetacles are part of the process step back and
view the entire pursuit.

[Floyd] If you focus all your energy on what’s not worgirthen you’re stuck. But other
things are still working. If you think of a troop ants marching across the desert, some of them
are going to run into logs, and others are goingitob over them and around them, and so the
troop is going to continue to make progress. A pitirs sort of like that. I've got lots of ants.

Pursuits varied widely from sailing to music. Leantdescribed engaging in their pursuits due
to a confluence of positive lifetime patterns ofpesences and preferences, uniquely
compelling contexts. Hanson, Hanson, and Juecl2@03) claim people inevitably repeat
motivational aspects of their positive experiencgkich over time can create recognizable
patterns, a basis for fulfilling productivity. Theotion of competence originated as learners
noticed the domain-specific fit (Ponton, Derrick, @arr, 2005), and transformed as a
congruous context uniquely compelled commitmerth&r pursuits. Merriam, Caffarella, and
Baumgartner (2007) note understanding the extemiegb contributes to autonomy in SDL is
important. Congruous context appears central fedsgcted autonomy.

Autonomy in Autodidactic Self-directed Learners

Candy (1991) and Cranton (1996) suggest thatpérsonal autonomy and autodidaxy that lead
to SDL and transformative processes. Autonomy iarnieg requires that students take

responsibility for their learning beyond respondtngnstructors (Boud, 1981). These learners
directed their learning without benefit (or hindecah of a formal instructor. While masters

student Patricia was in a formal program, learr@ognish language was self-directed.

Drawn by the fit of competence with context, pap@ants autonomously exercised intrinsically-
motivated choices (Boud, 1988; Deci & Ryan, 198yehgage in their pursuits. Influencing
autonomy, these learners who began their pursidies age 50, experienced age-related
urgency.

[Robert Yeah, [age is] a propeller. . . . It speeds wpgbhedule.
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High self-efficacy, a resilient, perseverant beliefone’s capabilities, is unusual at any age
(Bandura, 1995). Self-efficacy theory postulateat theliefs contribute to motivation by
influencing the goals people set for themselves, dfifort they expend accomplishing those
goals, how long they persevere in the face of aityerand their resilience to failure (Bandura,
1997). Bandura (1986) has argued that whether orpeople will undertake particular
challenges, attempt to perform tasks, or striveatomspecific goals depends on whether or not
they believe they will be efficacious in performitigose actions. Bandura (1997) claims, “One
does not find many pragmatic realists in the rasfkeanovators and great achievers” (p. 74).

[Richard The fact that | didn’t know | couldn’t do it enlaidl me to do it.

Self-efficacy beliefs are considered to be domaeesfic (Bandura, 1977), and may be stable
in that domain through late life (Heckhausen, 198®)ugh they are modifiable by experience
(Bandura, 1997). Ponton, Derrick, and Carr (200&jnt perceived competence is similarly
domain-specific, and this study would indicate nfialie by experience.

Consolidated Learners’ Images of Competence

The learners’ approaches to their pursuits heldyneammon elements, despite varied means
of expression. For example, the learners held amoamreliance on a strong system of beliefs
and values which varied widely (e.g., ChristianByddhism, and New Age philosophy). The
learners each identified strategies of sorts. bares the strategy was a detailed plan, while for
others it was invoking specific principles to beplkgd in given circumstances. Three
overlapping principles were identified by everytpapant as a default position for maintaining
commitmento the pursuit whenever inevitable barriers areoantered: (aqbility to adapt (b)
obstacles are part of the process)d (c)progressive realization of worthwhile goalglany
who facilitate self-directed learners advocate timgtructors teach learners to self-evaluate
(Shapiro & Levine, 1999; Weimer, 2002). Wiggins 9I9 claims, “Self-adjustment is the goal”
(p. 35). Guglielmino, et al. (2005) reporting onrrs, interrupters, and restarters in adult
learning projects, noted that highly self-directedrners evidence “persistence and conscious
redirection of learning projects to meet learneeégds” (p. 90).

The persistence demonstrated by these learners mighest that the aforementioned elements
alone account for their commitment to their pursulthe notion of competence originated from

congruous lifetime patterns of experiences andepeetces, then transformed into efficacious

identity with the pursuit experienced by the leamm® compelling and personally right.

[Nancy My own experience is that once the brain hasrapmlling image of a desired
outcome, the brain will . . . give continual setfrective feedback to keep it on course. You
just need to be aware of your internal respond&s, ['on the right track?”

A consolidated image of the learning competendhisfstudy’s eight participants would not be
complete without emphasizing the learners’ commitite developing personal potential.
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Generalized Learner Image: Congruous Autonomy

A generalized image of these learners is the d&fmiof congruous autonomy. Congruous
autonomy is an enduring, self-efficacious belieparsonal capability and compelling rightness
and identity, inspiring commitment to extraordinanyolvement in a pursuit (rich in lifetime
patterns), despite sacrifice and risk, to develog ®highest potential (Scott, 2002).

The learners in this study painted clear imageshefr competence as autonomous, self-
directed learners, meeting Candy's 1991 recommendatThey further revealed the
importance of congruous context, efficacious bsjiahd developing potential as important to
learning competence and pursuit commitment.

RECOMMENDATIONS

Based on the findings of this study, further reskeas recommended. The following questions
can guide the future efforts of researchers whorelde pursue the findings from the 2002
study and the notion of congruous autonomy develapé¢he current study:

1. How do self-directed learners identify congruoutgras among their lifetime experiences
and preferences?

2. To what extent does congruous context affect comemt in autonomous self-directed
learning?

3. How does congruous autonomy shift in direction @ammitment as a self-directed learner
moves through different phases of a pursuit?
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Knowledge Acquisition Process of Trainers

THE KNOWLEDGE ACQUISITION PROCESSES
TRAINERS USE TO ACHIEVE CONTENT EXPERTISE

Daniel P. Johnson

Training professionals often face situations trejuire them to develop and present training
programs on subjects for which they have limitechomrevious content expertise. This occurs
even though the literature stresses the need #mers to be experts on the material they
present. Although there is considerable literatmethe roles and responsibilities of trainers,
self-directed learning, and developing traininggreans, very little research links these areas
with the knowledge acquisition process trainers $es paper describes a phenomenological
inquiry into the processes trainers use to acqthiee knowledge necessary to develop and
present training programs for which they haveéditdr no previous content expertise. A

population of 24 trainers was selected for semiestired interviews and constant comparison
analysis. Twenty-six common themes were identified grouped into six categories. The study
results have implications for the adult educatiealf-directed learning, program planning,

human resource development, and training literature

OVERVIEW

Eduard Lindeman (1926) stated, “. . . the apprdacadult education will be via the route of
situation$ (p. 8, emphasis in original) and this holds tfoe the field of training (Fenwick,

2000; McCain, 1999; McLagan & Suhadolnik, 1989; inpl2000; Watkins, 1989; Zielinski,

2001). As situations in society and the economyngka so must organizations (Bernthal,
Colteryahn, Davis, Naughton, Rothwell, & WellinsQQ2; Bierema, 2000; Blanchard &
Bowles, 1998; Blomberg, 1989; DePree, 1989; John£888; Long, 1983; McLagan, 2002).
As a result, training professionals are often comifed with situations that require them to
develop and present new training programs when khewv little about the subject. Caffarella
(1988) provides an example of this type of situatitiGeorge, a technical training specialist,
has just been asked to teach a three-week shorsecam interpersonal skills to new, entry-
level supervisory personnel. He doesn't really kribe/subject matter very well . . .” (p. 109).

The situation George found himself in isn’'t uniqlieainers often find themselves in situations
in which they are required to teach topics for whilkey have limited or no previous content
expertise (Long, 1983; Spear, 1988; Watkins, 1988mpounding the problem is the fact that
trainers are expected to be content experts whesepting the material (Brookfield, 1990;

Draves, 1984, 2000; Galbraith, 1990; Houle, 198dnd, 2002; McArdle, 1993; Slusarski,

1994; Wlodkowski, 1999), so they must first gaifffisient knowledge about the subject.
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PROBLEM STATEMENT

How do trainers who find themselves in the situsi€affarella (1988) discussed acquire the
knowledge they need to develop and present traipiegrams on a subject for which they
have limited or no previous knowledge? Is there prycess they can use to acquire that
knowledge? These questions have yet to be resebesitk addressed in the adult education
literature and serve as the problem for this study.

Spear (1988) conducted the initial research indmnérs having to develop training without
previous content expertise. He interviewed ten @@ie trainers and staff development
professionals to determine if and how they usefidsedcted learning (SDL) to assist them in
developing training programs in areas which theg lited prior knowledge. According to
Spear (1988), these professionals were selectedubec‘typically such professionals are
called upon several times a year to develop ansepteraining programs in subject matter in
which they themselves have not been trained. Ieldeing such a training program, they must
first become adequately proficient themselves leefbey are able to instruct others” (p. 211).
Tobin (2000) indicated that in his review of dozerishuman resource development (HRD)
and training articles over the previous 10 to 1&rgehe had yet to find one that discussed how
trainers could prepare themselves for their neescol

PURPOSE
This paper reports on a study that was conducteex#émine the processes trainers use to
acquire the knowledge necessary to develop an@mrésining programs for which they had
limited or no previous content expertise (Johns05). The following research questions

guided the study.

1. What is the nature of those processes trainerdgauaequire any knowledge they need to
develop training programs when they possess irtseifii knowledge about a subject?

2. What common factors facilitate this acquisitiontbé knowledge on subjects in which
trainers are not already knowledgeable?

3. How do any common factors influence a trainer’suggition of knowledge?

BACKGROUND
Roles and Responsibilities of the Trainer

Trainers were once selected and assigned to spe@fning positions, such as leadership,
skills, or safety, based upon their knowledge axgedise in a specific area (Bernthal et al.,
2004; McLagan & Suhadolnik, 1989; Nadler & Nadl@889; Patten, 1971; Senge, 1990;
Watson, 1979). However, initial downsizing efforbsbegin with training departments because
they are often seen as marginal enterprises, eapénth times of financial cuts (Merriam &
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Brockett, 1997). In recent years, therefore, abalcompetition has increased and downsizing
has become more common, trainers have been coadrovith situations that require them to
broaden their knowledge and perform training owtdideir field of expertise. The current
emphasis on Six Sigma, lean manufacturing, qualitgyrovement, and customer focus are
examples of training programs that have createttased learning opportunities for trainers
(Bernthal et al., 2004).

Regardless of the type of training, or the reaswrtle training, trainers are essential, because
they are most directly involved with designing addlivering learning. Zielinski (2001)
summed up the challenges facing today’s trainersnwie said, “Welcome to the 21st century
training organization, where time-honored titles atowly disappearing, responsibilities are
shifting, stand-alone jobs are melting into far dufer roles and new career ladders are
emerging” (p. 31).

Gaining Expertise through Knowledge Acquisition

The literature in adult education discusses in sa®&il the planning, development, and
presentation of training programs (Caffarella, 2d8@ule, 1972; Kowalski, 1988; McLagan &
Suhadolnik, 1989). Additionally, information on &dlrected learning processes used by adults
to gain knowledge and skill can be found in presiessues of this journal. Unfortunately,
limited work has been done on how trainers acdkn@vledge of a content area.

Based upon various views of knowledge acquisiticainers can acquire the knowledge they
need by following three steps. The trainers begird&termining the following: (a) what they
need to learn to be able to teach the subjectykiat they already know about the subject, and
(c) what they need to do to acquire the knowledgeessary for closing the gap between the
two (Boyatzis, Cowen, Kolb, & Associates, 1995; Barl992; Grice & Skinner, 1998;
Knowles, 1980; Verderber, 1997).

Program Planning/Training Program Development

Once trainers have the expertise, they begin tkepaat of their job: planning the program.
Numerous program planning models can be found fimout the adult education and training
literature (Bergevin, Morris, & Smith, 1963; Cafédla, 2002; Houle, 1972; Knowles, 1980;
McArdle, 1993; Pike, 1994; Sork, 2000; Sork & Bugk#986; Sork & Caffarella, 1989).

Sork and Buskey (1986) conducted an analysis adtyisix publications containing different
program planning models. Their analysis of theedd@ht models identified nine generic steps
of program planning: (a) analyze planning contaxd a&lient system; (b) assess needs; (c)
develop objectives; (d) select and order contasjtsé€lect and design instructional processes;
(f) select instructional resources; (g) formulatbualget and administrative plan; (h) design a
plan for assuring participation; and (i) designgreon evaluation. Especially significant to this
study was their finding that most of the modelsoigd the specific roles and proficiencies
required of adult educators in the planning process
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Much of the literature assumes trainers alreadye hi#ére knowledge they need to develop
training programs (Caffarella, 2002; Houle, 197Zywklski, 1988; Sork, 2000). With the
exception of Spear’s (1988) study and Wlodkowsgi899) questions for determining whether
someone knows something well enough to instruarsttihere is little information in the adult
education and training literature about the knogéedacquisition process trainers use to
prepare, develop, and present training programslitiddally, a paucity of literature links the
roles and responsibilities of trainers (McLagan &h&dolnik, 1989; Nadler & Nadler, 1989;
Zielinski, 2001), self-directed learning (Candy,919 Knowles, 1975; Merriam & Caffarella,
1999; Tough, 1979), or program planning (Caffared@02; Long, 1983; McCain, 1999; Sork
2000), with the knowledge acquisition process usettainers.

METHODOLOGY
Sample

The sample of trainers consisted of 16 women aglat enen located within the central United
States geographical area. Their ages ranged froto B8 years old. Seventeen had graduate
degrees, five had bachelor’'s degrees, and twodsadthan an associate’s degree. The graduate
degrees consisted of one PhD, one DBA, 3 MBAs, Idhthaster’s degrees, with eight of those
in adult education. Four of the participants hadhared or co-authored books on
communications, facilitation, leadership, managemsupervision, team building, or training.
Their individual experience ranged from one to 4@rg, with a total of nearly 456 years. Their
areas of expertise included fiber optics cable aifetion, customer service, homicide
investigation, banking, manufacturing, hotel operat, and religion. All of the participants
except one became trainers after achieving expartia discipline.

The training programs that participants completeddquire their content knowledge reflected
the diversity of not only their backgrounds, bugcathe wide variety of programs trainers are
expected to develop or present. Seventeen pantisipdescribed programs that were people-
oriented, or soft-skills-oriented, and the otheresetalked about skills-oriented programs. The
programs ranged from a one-hour class on sexualstiaent to a comprehensive training
program for a major ground transportation orgaioratThe other programs were on business
writing, computer skills, customer service, ethifiber optics, leadership, manufacturing,

project management, sales, sex-related murders[ama-the-Trainer.

Procedures

The phenomenological inquiry research tradition wasd for this study, because there was
little research on the topic and it was processred (Patton, 1990). It is a qualitative design
that uses purposeful sampling to find informatiamrparticipants for the study. This design
allowed for an in-depth understanding of the meguaind essence of trainers’ experiences and
provided them with the opportunity to speak forniselves. The researcher was the primary
instrument for both data collection and analysis. dnsure investigator competence, the
interview protocol was tested and the types of psed purposeful sampling procedures were
determined appropriate through a pilot study. Miolbanges were made to the semistructured
interview guide as a result of the pilot study.
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Criterion, snowball, convenience, and maximum \emmapurposeful sampling were used to
identify 24 information-rich participants for theudy. Personal interviews were held with the
trainers using a semi-structured interview guidee Trainers were asked to describe the
process they used to acquire the knowledge negefssadleveloping and presenting a training
program on a subject for which they had limited nar previous content expertise. Each
interview was tape recorded and transcribed by#gegsional transcriber.

Data analysis began with the first interview, uding constant comparative method to identify
common themes and patterns emerging from the d@ata.allowed subsequent interviews to

be more productive by enabling the researcherdbgareas mentioned by earlier participants.
Participants interviewed early in the data coll@ttprocess were interviewed again to explore
thematic areas that emerged in subsequent intesviéival interpretation of the data collected

and implications of the results began once themsdiciration had occurred and all of the

interviews were completed.

According to Lincoln and Guba (1985) trustworthimes a qualitative study establishes
credibility, transferability, dependability, and rdomability. Member checks, referential
adequacy, and peer reviews were used to ensumedatibility of the findings. Member checks
consisted of providing each participant with a copyer or his transcribed interview and the
researcher’s interpretation. The participant thewa khe opportunity to clarify, correct, or
enhance the transcript and the researcher's imtatpyns to ensure the participant’s
perspective was properly represented.

Referential adequacy was achieved by tape recordihgiterviews so that they could be
examined later and compared with the written dBter reviews were conducted with four
other researchers. One peer reviewer continuedighaut the research and interview process.
Each of the other three reviewers examined fiveloarly chosen transcripts. The reviewers
analyzed, categorized, and coded the transcripsedaipon the themes they identified.
Themes, categories, and meanings were discussedth&mes identified by the researcher
were comparable with the findings of the reviewé&rstensive descriptions were provided to
allow readers the opportunity to make decisiongliemselves regarding the transferability of
this study to their own situation (Creswell, 1998ncoln & Guba, 1985; Merriam &
Associates, 2002).

To ensure dependability and confirmability, acceirfifes, including the researcher’s journal,
the audiotapes of the interviews and discussioasstripts, materials from the data analysis
process, and the researcher’s field notes will Bantained.

MAJOR FINDINGS

Generally, people go through their daily lives with ever giving much thought to the

processes they use until someone asks about thegreiifi lies the problem for the trainers in
this study. They admitted that before receivingphene call asking them to participate, they
really hadn’t thought about the process they usedrépare themselves for developing and
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presenting classes — they just did it. They wereconsciously aware of the processes they
were using.

Once the trainers began describing how they aadjkr®wledge, their passion for learners
and their profession came through as they sharen kbarning experiences. As a result,
twenty-six common themes emerged during the stlidg. common themes were categorized
into six different categories: (a) self-directecarlang; (b) the training and development
process becomes part of the trainer's life; (c)dseassessment is part of knowledge
acquisition; (d) knowledge acquisition is a conting part of the trainer's life; (e)
understanding the importance of adult learninggapiles; and (f) reflection.

Self-Directed Learning

The most common theme that emerged from the ierviwas the presence of self-directed
learning. It was an integral part of the trainéings.

A Plan for Learning

Brockett and Hiemstra (1991) suggested that sedfeted learning frequently lacks any
guiding model or plan, which did indeed characteiize learning plans of the trainers who
participated in this study. When Martha (a leadgrsind diversity trainer) was asked if she
had a plan for her learning, she said, “My plantaslearn everything | can.” Martha’s

comments reflected the descriptions most of thimdéra gave for their learning plans. All of

the trainers could describe in vivid detail howythabtained the information they needed to
develop training programs, but when it came dowit,tthere was no indication that any of
them had what could actually be called a plan.

As the interviews progressed, it became apparexttitle trainers’ learning plans and training
development processes were almost one and the sEmse.substantiated Spear's (1988)
assertion that learners tend to describe theimiegrin the chronological order in which
events took place even though they are not seqlignelated” (p. 218).

The Self-Directed Learning Processes

The SDL literature focuses primarily on the ling&nowles, 1975, Tough, 1979) and
interactive (Berger, 1990; Danis & Tremblay, 198988; Spear, 1988; Spear & Mocker,
1984) modelsLinear is a term taken from Knowles’ (1975) and Tougl8719) and original
work on self-directed learning and represents arlyiedeliberate, well-planned, and step-by-
step series of episodes with a linear pattern (islierr& Caffarella, 1999)Interactiveis the
term used by Mocker and Spear (1982), who postlidtat rather than preplanning, learners
tended to select from limited alternatives thatusdortuitously within their environment and
that structure their learning. The results of #tisdy indicated that the trainers actually used a
combination of both the linear and interactive nisda their pursuit of knowledge. Their
processes were either linear-interactive-lineamaractive-linear.
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Linear-Interactive-Linear Learning ProcesSix of the participants indicated that they
thought their learning was linear in nature. Thecpss was typified by structure in the
beginning, a chaotic middle, and a structured endincould be depicted by two funnels put
together with the large ends touching and the tmallsends facing in the opposite direction
(Johnson, 2005). The participants indicated thidwoalgh they preferred a linear process, they
realized that it wasn’t a very realistic expectatidhey said that once the process began, it
would invariably send them in another direction¢cdaese they would soon find out that one
factor affected another, and that one affectedrempetc. Consequently, they would try to take
the new information and put it to the side untifiitinto their process. Their process gained
more structure closer to when they were to teaehctass. Will, (a law enforcement trainer)
who preferred the comfort of a linear process, s#@@n new information is presented, “you
have to absorb it, and it may cause you to rethir@ckup, revise, [or] modify what you've
done to that point, but that's the whole purposeinsure that you have the most accurate
information.” As Spear (1988) suggested, fortuitogsurrences in the environment divert the
learner along the way.

Interactive-Linear Learning Procesgighteen trainers indicated that they preferred a
more interactive learning process. The interadiivear approach was typified by what
appeared to be a nonsensical “grass catcher” gaghet knowledge followed by a funneling
of the information into a logical order (Johnsof02). The interactive-linear oriented trainers
said that they enjoyed the challenge of gatherimdj@ocessing large amounts of information
all at once and some who were extremely randonmeir tearning admitted that they forced
themselves to put information into a linear fornmsame point during the process. When these
trainers described how their learning process wayrkbey said that if they were learning
something about the first part of a program and mdarmation came in that affected the last
part of the program, they had no problem takingrtbe information and working on it right
then, and then going back to the first part whezy twere finished with the new information.
This was in contrast to the linear-oriented trasnevho would write a note to remind
themselves to work on the new information later aadtinue with what they were originally
doing.

Most of the interactive-oriented trainers said tttety weren’t very good at comprehensive
things that required them to stay focused on aleiagea for a long time. Thus, they would
read something in one place, then in another pkhes in still another place, and eventually
the light bulb would come on. They said that thidgin’t always make sense at first because
they were taking in information from so many pladgst, eventually, after they had processed
the information, everything would come together amake sense. In some cases, assimilation
occurred very quickly, but in others, the trainegported that it could take a couple of years
before what they had learned made sense. As Cfikeypresident of a training and consulting
company) said, “You’d memorized it, you['d] know athyou were supposed to do, but the
why and the why it worked the way it did, did noake sense until later. And I'd sit there and
go, ‘Wow, that's why that does that. How cool iatth” In general, interactive-linear oriented
trainers were more expressive in their thoughte tha linear-oriented trainers.
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Knowledge Acquisition - Part of the Program Plargiifraining Process

All of the participants suggested that their leagnoccurred simultaneously with the program
planning/training process. Two participants actuaied a copy of a program-planning model
to describe the manner in which they acquired kedgk. One associated the discovery phase
of her company’s model as the point where learmnauk place. The other used the Analyze,
Design, Develop, Implement, and Evaluate modelsand his learning occurred in the analysis
phase. Both went on to use the other steps of tespective model to explain how they
processed knowledge after it had been acquired.

Use of a Variety of Resources

Contrary to the myth that SDL is an isolated ev@&ngokfield (1986) asserts that, "no act of
learning is fully self-directed if this is taken noean that the learner is so self-reliant thatthe o
she can exclude all external sources or stimuli"4®). This was the case for the self-
directedness of trainers in this study. They usedréety of resources for learning. Subject
matter experts (including more experienced trajnansl printed material (especially the latest
books by the most respected authors in the fielebewelied upon more often than any other
resources. The Internet was identified as an iatdgpol that was used throughout the learning
process to locate other resources.

The Training and Development Process Becomes Pafar Life — You Live It!

The beginning of the SDL process is characterizecehction to a triggering event or situation
(Danis, 1992; Spear, 1988; Wlodkowski, 1999), andthe trainers, such triggering events
caused such a change in them that they would thirdut the training program all the time.
Shirley (a training consultant/trainer) admittedih& subconscious is certainly at work,
because when I'm thinking of a new program, develppt, it's churning. | know it is.”
According to Rose (1985), this phenomenon is berm¢fbecause “a high proportion of all
learning takes place at the subconscious level’2jp.Perhaps the best example of how
significantly the training development process @8etrainers’ lives can be seen in David (a
professor and training consultant). He said this:

When I'm developing a program, “I live with it!” don’t turn it off. If it's
gonna be a two-week period or a three-week pedod, four-week period, it's
gonna be on my mind pretty darn constantly. I'kisg windshield time with it,
all the rest. I'm not able to turn it off very well

Other participants also indicated that they thowdidut a training program while they were in
the shower, in meetings, while driving, and werereawakened by them in the middle of the
night. They “lived” the program and couldn’t “justirn it off.” Tape recorders, leaving
messages on voice mail, having a pen and papdreblyetd, and writing on the backs of papers
and receipts were the most common means idenfidetiolding on to ideas that would pop
into trainers’ minds.
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The Needs Assessment is Essential to KnowledgesAicau

Numerous participants discussed how they gainedvlkettye while conducting their needs
assessment. They said that was because many tintles iraining development process, they
wouldn’t know what they do know, don’t know, or eveeed to know about a subject.

Knowles (1980) suggested that one of the thinggnara planners do is diagnose the needs for
learning. The trainers indicated that they diagdosieeir needs for learning through an
assessment process, but as George (a professtrasniigly consultant with more than 40 years
of training experience) suggested, “it is not ditranal needs assessment.” It is an assessment
that provides insight into the organization’s comt@r culture and the needs of its learners; but,
more importantly, it assists trainers in acquirihg knowledge they need to develop successful
training programs. In order to determine the orgaton’s culture and make meaning out of it,
Greta (the director of a manufacturing orientechtrey organization) said, “You need to talk to
the people that are going to be doing the learnifigat’'s more critical than talking to the
people that hired you to do it.” All of the traisesaid that they used their needs assessment to
both gain knowledge for themselves and improvertdiaing programs for their learners. Chris
(a strategic planner and training consultant) sstggethat the needs assessment should begin
with the question, “What is it that people wanttthaot happening now?”

Knowledge Acquisition is a Continuous Part of thaifer’s Life

The trainers in this study were continuous learnéngir learning manifested in several ways,
but pursuit of expertise and concerns about competeand confidence were the most
prevalent.

Continuous Pursuit of Expertise

When the participants were contacted, most saitttiey didn't feel like experts. All of them
were continuous learners and spent as much as Z0%em day in the pursuit of new
knowledge. Their desire for learning was so ingedithat they even stayed abreast of new
material on subjects they no longer presented.idfahts used terms such as “dangerous,”
“deadly,” and “fatal” to describe the failure tortmuously learn. As Shirley said, “the best
students are teachers . . . the best teacherduatenss, as well.” She also said that training
development consisted of a triangulation of thréke@nt types of expertise: content, context,
and process. The use of the triangle analogy stegydisat without any one of these types of
expertise, the training would fail.

Competence and Confidence

The trainers understood the importance of competand confidence and were continuously
pursuing them. They knew that when they were ptesgrraining, their own knowledge,

skills, and reputation were on the line. As Hodl®72), stressed, “. . . the entire career of the
educator is judged by some balancing out of thativel successes and failures of all the
programs he designs and conducts” (p. 34). Thadrsi concern was seen in the amount of
time they spent preparing for the classes that tesgcribed for this study. Their preparation
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times ranged from four hours to 34 hours per ctassr hour, with an average of 14 hours.
Overall, the more experience the trainers had enpifofession, the less time it took them to
acquire the knowledge they needed to develop aegEpt a class.

Understanding of the Importance of Adult LearnirmgnBiples

Most of the participants talked about their tragae adult learners; however, those who spoke
about the importance of using adult learning pples tended to have either more experience
in the field, a degree in adult education, or bdterms such as facilitation, learner-centered
teaching, and experience of the learner were regde#itroughout the interviews. The
participants stressed the importance of being @bleach out and touch the learners so that
learners would use the material when they leavectagsroom. Process expertise and style
enabled the trainers to “reach out and touch tkanners.”

The patrticipants also passionately said that “@eling a training program doesn’t mean you'’re
a trainer.” They said the “professional trainer’nmich different from someone who merely
delivers or presents a training program — they adwenthan just read off of project slides or
handout material. They relate with their audienod &now their material well enough to

change it mid-stream to meet audience needs. Ate$lsiaid, it is building upon the students’
abilities so that when learners walk out of thesstaom, they say, “Wow, look how much |

learned today!” instead of, “Wow, look how smarthrainer is.”

Reflection

The trainers indicated they had never really rédéidcon how they acquired knowledge or
developed training. Their participation in the stddrced them to actually think about their
profession, how they learned, and the processgsuded to develop training. For some, it was
an awakening. Their reflective comments could beegmized into the areas of process,
coaching, expertise, self-awareness, and the intgeaeg in the field has on the trainer’s life.

CONCLUSIONS WITH IMPLICATIONS FOR PRACTICE

Self-directed learning was critical in the trairigyarsuit of expertise; however, none of them

mentioned the term. It wasn't even mentioned by tiianers who had a degree in adult

education. As Spear and Mocker (1984) suggestetiast their environment that led to their

self-directed learning. Because SDL is so prevalemire emphasis should be placed on
providing learners with a better understanding lié telated processes. They should be
discussed at all levels of education, in Train-Tnaner programs, and as part of the

certification process for pre-packaged traininggoams. Grow’s (1991) Staged Self-directed
Learning or Hammond and Collins’ (1991) instrucabmodels could be used to help teachers
share knowledge about SDL.

Kowalski (1988) suggested that the most significeamding of Sork and Buskey’'s (1986)
comprehensive analysis of 96 different program milagn models was the neglect of the
specific roles and proficiencies required of adwdticators. There is evidence to suggest that
such neglect continues almost 20 years later. \With exception of Wlodkowski’s (1999)
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questions for determining whether an instructor vikhassomething well enough to instruct
others, no consideration in any of program planmmgdels investigated focused on adult
educator’s pursuit of content expertise. The figdirof this study suggest that knowledge
acquisition is an integral part of the program plag process; therefore, the models should be
modified to include the acquisition of knowledgestould either be listed as a primary step or
as a sub-category of the needs assessment step.

The trainers identified understanding the contextcalture as one of the three important
aspects of expertise for trainers, but McCain (1998 Sork (2000) were the only authors
found who included the consideration of contextculture, in their program-planning model.
Therefore, determining the context or culture inchithe training will be provided needs to be
added to the program planning models where it isalveady present.

The concept of the triangulation of content, cohitexd process expertise needs to be more
widely distributed throughout educational and ftiragn environments and professional
organizations.

“Although needs assessment is accepted univeraallg critical element of adult education
programming, a good bit of the professional literatcontinues to be devoted to detailing how
this process can be effective and to encouragiagtifioners to use it” (Kowalski, 1988, p.
121). In contrast, the trainers in this study tehti® use means for determining what they
needed to know that were not traditional in natiire. possible that they lack an understanding
of the value of more formal needs assessment agipeean acquiring knowledge and planning
programs or have simply found alternative approac¢hat work for them. At the very least, a
focus on understanding both context and culturalshioe added to existing program planning
models.
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SELF-DIRECTED LEARNING AND THE PARADOX OF CHOICE

Ralph G. Brockett

Choice is one of the hallmarks of self-directionléarning and in life. Ironically, however,
unlimited choice may actually have the potentiapth into motion a whole set of concerns. In
his recent bookThe Paradox of ChoigeSchwartz argues that too much choice can actually
have a detrimental impact on a person’s qualitiifef This article addresses the question, “Are
there times when freedom of choice can actuallgldirself-direction in learning and in life?”
Several strategies are described that educatorsseato help learners negotiate the paradox of
choice.

Choice is one of the hallmarks of self-directionl@arning and in life. Rogers (1961) once
suggested that to be “self-directing means that oheoses—and then learns from the
consequences” (p. 171). Similarly, the notion obice was embedded in Tough’'s (1979)
research on adults’ learning projects, which foduse the process of planning and making
decisions about such projects. Both Rogers and T ougke the point that freedom to choose
is essential to self-direction.

Throughout my professional life, | have encouratgatners to recognize the importance of
taking the lead in making choices regarding theundearning. For me, this is what self-
directed learning (SDL) is about. However, todaylive in a time like no other. Technology
has created opportunities that even 20 years age ma possible. We live in a time where
opportunities for choice are virtually unlimited mearly all aspects of life including learning.
Ironically, however, unlimited choice may actualigve the potential to put into motion a
whole new set of concerns. The purpose of thislaris to look at issues of freedom and
choice and to consider circumstances under whiei ¢tlan potentially have a negative impact
on SDL. Specifically, the focus will be on an exaation of the following question: “Are there
times when freedom of choice can actually hindérdieection in learning and in life?” While
my main intent is to explore choice relative torteag, it is important to locate the question
within larger issues related to choice that perméta.

TOO MANY CHOICES? THE TYRANNY OF FREEDOM
Reich (2000) argues that in today’s economy warareing into what he calls “the Age of the

Terrific Deal.” This is “where choices are almastitless and it's easy to switch to something
better” (p. 13). Because of vast technological wratmns that are having a tremendous impact
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on our ability to communicate in ways not possibldy a few years ago, we now have a
“global bazaar of almost infinite choice and pos&i (p. 15). Reich goes on to say that it is
easier today to find and switch to something bettan it has been at any time in history. Yet
this unlimited choice comes at a cost: AccordindR&ch the “rewards of the new economy
are coming at the price of lives that are more Zresh less secure, more economically
divergent, more socially stratified” (p. 8). Anotheonsequence of the new economy has been
a loss of loyalty: loyalty to product brands, orgations, and even communities. Because
product brands come and go so quickly and becalisedespread company mergers and
takeovers, it is often difficult to know with whoone is doing business. While Reich is not
writing specifically about learning and the educatenterprise, his ideas certainly ring true in
this context as well. Today, one can earn a defgome a university without setting foot on a
campus. In fact, some colleges and universitiesdffar distance education programs do not
even have a campus.

In his recent bookThe Paradox of Choi¢gé&chwartz (2004) argues that in today’s sociesy, w
are overwhelmed with a multitude of choices abotgrghing from buying toothpaste or
deciding what to watch on television to major ldboices about schooling, careers, life
partners, and so on. The crux of the argument pteddy Schwartz is that while it is certainly
good to have choices in most situations, the shamber of options that pervade nearly all
facets of today’s world can actually have a detritakimpact on our overall happiness, well-
being, and life satisfaction. Schwartz refers ie groblem as “choice overload.” According to
Schwartz, “the fact thatomechoice is good doesn’t necessarily mean tiate choice is even
better” (2004, p. 3).

So, while choice is often liberating, it also héde tpotential to be restricting and even
debilitating. In an earlier article, Schwartz (2Dp@uggested that when self-determination is
overemphasized as a process of rational choioanittead to confusion, frustration, and even
depression. He notes that “when self-determinaisorcarried to extremes, it leads not to
freedomof choice but tayrannyof choice” (pp. 80-81). In other words, when veermbt place
some form of parameters on what we perceive to iables choices, we can become
overwhelmed by the options and, consequently, rethe likelihood of making a good choice.
As Schwartz (2004) describes such situations, ‘@hoio longer liberates, but debilitates” (p.
2). In other words, we can become controlled bydheices that surround us rather than the
other way around. Herein lies the tyranny that@acompany choice overload.

This is not a new idea. In his classic woRyture Shock Toffler (1970) wrote about the
concept of “overchoice.” Toffler stated that “thasean almost ironclad consensus about the
future of freedom. Maximum individual choice is aeded as the democratic ideal. Yet most
writers predict that we shall move further and Hertfrom this ideal” (p. 263). He goes on to
make the following observation: “The buyer's prableof choice has become far more
complicated, the addition of each option creatihg heed for more information, more
decisions and subdecisions” (p. 269). Thirty-fieass later, in his bestselling bodiye World

is Flat, Friedman (2005) offers a thought-provoking argumabbut how forces such as
information technology, outsourcing, offshoringpply-chaining, insourcing, and in-forming
have created a “flat” world, where countries susiChina and India are playing key roles in
the global economy and, in doing so, bringing haganges in how businesses in western
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countries, such as the U.S., operate. The impatahchoice is implied throughout the book

in that Friedman writes about how this “flatteniraffects the way in which goods and services
are supplied, which in turn implies that consunter¢ge more choices readily available to them
than ever before.

Most of us can think of examples of situations vehee or others have had difficulty sorting
out major decisions from trivial ones. An extremample of this might be a person who
places comparable emphasis on deciding what tdoedireakfast as on handling a work-
related problem that could have long-range consempse Schwartz believes that “we make the
most of our freedoms by learning to make good awrbout the things that matter, while at
the same time unburdening ourselves from too moadcearn over the things that don’'t” (2004,
p. 4). Sometimes, then, it is possible that a golbdice is to ignore some of the options
available to us. By making a conscious decisiofotms most of our energy on areas that we
value the most, we can avoid feeling overwhelmedHhsy multitude of choices within our
grasp and the realization that there is no way ewgdc(or would want to) try to do everything.

The other side of this “tyranny of freedom” issadhat we can go to the opposite extreme and
choose not to look beyond a limited range of cloigased on our past experiences. A person
may like to vacation at the same location year aféar. For this person, there may be comfort
in the familiarity of regularly returning to a spaicplace. But at the same time, by ruling out
the possibility of vacationing in other locatiomst could afford new, untried experiences that
the person might well enjoy equally or almost etyuak the usual location, the possibility of
new opportunities for growth and an expanded petsgemay limit the excitement and sense
of wonder that can come from a new opportunityseéms to me that a key to resolving the
tyranny of freedom is to find a sense of balandgveen the tried and true and that which will
push us outside our more normal expectations oerexpces.

A major aspect of the paradox of choice pertaincracial distinctions Schwartz makes
between “choosing the absolute best” and “choosorgething that is good enough” (2004, p.
77). Here, Schwartz distinguishes between two typéspeople: “maximizers” and
“safisficers.” Maximizers are those who seek andept only the best. They “need to be
assured that every purchase or decision was thdahsscould be made” (p. 77). This is done
by checking out all possible alternatives, weighihg evidence, and then making a decision.
The problem is that most often, maximizers findniBelves second-guessing their decision
and, after the decision has been made, dwellingh ugbether they really made the best
possible choice. By contrast, satisficers tende@dntent with that which is good enough and
do not worry that there might be a better choidas Toes not mean that safisficers are willing
to settle for an inferior choice. What it does mehawever, is that once satisficers have
considered options and weighed evidence, they ldeeta make decisions and not look back
with regret about the choices that were not made.

According to Schwartz, maximizing and satisficing @eneral orientations, and while most
people tend toward one of the two orientationssehare in fact situational. In other words,
there are times when a maximizer will satisfice éintes when a satisficer will maximize.
However, the more one is able to move toward afsadr orientation, the more likely one is to
be happier and more satisfied in life. This is luseaa person who can only be happy with the
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very best choice is destined to live life beingsdissfied and unfulfilled. If there is only one
best option, the time and energy that go into segitiat choice, and the doubt and questioning
that follow once the choice has been made, walvitably be exhausting and will lead to much
uncertainly. In other words, it will be hard to dirtrue happiness because there might be a
“bigger, better deal” out there somewhere.

By contrast, satisficers are not as prone to thig@ng search for perfection. It is important to

recognize that satisficing does not mean simplypiicg an inferior choice. Rather, it means
that a person is satisfied with the “merely excd#lleather than the “absolute best” (p. 78).

Both maximizers and satisficers are seeking to nmhkebest choice, and they do so by
considering options, arriving at conclusions, aatihg on those conclusions. The difference is
that for the maximizer, the best choice is illusarel almost always unattainable while for the
satisficer, the best choice typically leads to adjoutcome and frees the person from lingering
doubt and regret.

While Schwartz believes that most people tend toohented toward one of the two
approaches, there is a degree of maximizer andfisati in each of us, which can vary
depending on the situation. For example, people areohabitual television or radio channel
surfers (like me) can satisfice effectively in atlsguations such as making decisions in one’s
personal relationships or professional life. | &éed that sometimes what appears to be
maximizing behavior is actually a form of curiosityis quite normal to seek and wander out
of curiosity. In such cases, maximizing need noaldgad thing. But the key here is whether
such curiosity eventually leads to making a deaisio simply wandering aimlessly from one
choice to another.

Most of us have known of students who change majorschools throughout their college
years. In many instances, these people never fimat they thought they were looking for.
Likewise, a high percentage of doctoral studentapiete all course and comprehensive exam
requirements, but never finish the dissertatiorminyears of experience, a key reason for this
is that a student seems unable to select a togiantl be satisfying and at the same time make
at least some contribution to knowledge and practit other words, these individuals exhibit
maximizing characteristics. So what can educatorsodchelp learners negotiate the paradox of
choice? The remainder of this discussion centeraduressing this question, with particular
emphasis on how an ability to negotiate and matiag@aradox of choice is vital for effective
self-directed learning.

NEGOTIATING THE PARADOX OF CHOICE:
AN IMPERATIVE FOR SELF-DIRECTED LEARNING IN THE ZICENTURY

In the past, facilitating SDL was about helping pleoidentify and recognize the range of
choices available to them. Today it needs to beenaiout helping people to (a) focus,
determine priorities, and identify parameters atbwhich they will make decisions; and (b)
not carry emotional baggage associated with inerii@ a choice has been made.
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The paradox of choice notion is very relevant toLSBIthough Schwartz does not write

specifically about adult learning or self-directkghrning, it is not difficult to make such

connections. For purposes of this discussion, ligoan two ideas pertaining to helping self-
directed learners negotiate the ever-exploding eamigchoices they are likely to face: (a)
helping self-directed learners make good decisianst (b) recognizing that there are times
when choosing not to learn is a viable option.

Making Good Decisions
In a world where choice overload abounds, Schwiaeleves that the ability to resolve the
paradox of choice centers on the ability of a perfsomake good decisions. Here, Schwartz
outlines a series of steps typically involved inking good choices. These steps include the
following:
1. Figure out your goal or goals.

2. Evaluate the importance of each goal.

3. Array the options.

4. Evaluate how likely each of the options is to mamir goals.
5. Pick the winning option.
6. Later use the consequences of your choice to magaify goals, the importance you

assign them, and the way you evaluate future piiis# (2004, p.47).

Those readers familiar with program planning preessor curriculum development in adult
education will likely recognize parallels betweemede steps and what is described in
sequential planning models found in the literatwetting goals; identifying options that will

be helpful in meeting goals; determining which op§ are most important or urgent;
implementing corresponding decisions; and evalgabotcomes. The process outlined by
Schwartz, however, is aimed at helping individustst out the range of options in a given
situation and arrive at priorities about which ad®si are most important to them.

What is relevant to those who facilitate SDL istttiee key to making good decisions is how
well one is able to set priorities and follow thgbuon these priorities. For instance, in the
example of doctoral students who are unable totilyea dissertation topic, the above steps
may be helpful in facilitating the kind of give atake between student and advisor necessary
to help them make choices that will lead to a sssite dissertation. Thus, the facilitator’s role
in helping learners negotiate the paradox of ch@ce proactive one. Yet facilitators need to
keep in mind that ultimately it is the learner'spensibility to select and be satisfied with the
choice of topic.
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Choosing Not to Learn

Schwartz (2004) makes the point that a key to gmydonal decisions is a willingness to make
tradeoffs. He says that in order to deal with aerallundance of choices, “we must decide
which choices in our lives really matter and foous time and energy there, letting many other
opportunities pass us by” (p. 222). So, too, itsgeeth opportunities for self-directed learning.

At first, this may appear to contradict the sparftfree and open inquiry, and a vision of the
adult learner as a renaissance person who pursumslddge for the sake of learning and

expanding horizons. However, it can be argued $e#ing parameters around what people
choose to learn can actually be liberating bec#@us#ords the opportunity to concentrate on

priorities.

Facilitators of SDL can help learners deal withifegs of guilt and inadequacy that may come
with having to face that they sometimes may notriberested in learning about a particular
area. Learners are no less proactive with inquisipigts if they make a conscious decision to
eliminate certain options. For instance, not evreyis interested in the history of Roman
civilization, playing the piano, painting, or Chesl Dickens. Does this make them less self-
directed as learners? No. Rather than pushing peopbelieve they need to learn it all, we
need to help them focus on priorities while atghame time accepting that some things are just
not of personal interest or relevance.

THE POTENTIAL OF POSITIVE PSYCHOLOGY

I would like to share one final point. As was peitout earlier, the crux of Schwartz’s
argument is that excessive choice, or choice oadrls he calls it, can have a negative impact
on a sense of well-being and overall life satisact Within the field of psychology, an
exciting development over the past several years Ieen the emergence of positive
psychology. Whereas psychology historically has nbeeoncerned with addressing
psychopathology, mental illness, and other kindsdeficits in human conduct, positive
psychology shifts the focus toward understandirageéhconcepts that may contribute to one’s
subjective well-being. Actually, positive psychojomostly appears to be a way of bringing
together areas of study that have often been aréamduite some time. Examples include
happiness, life satisfaction, self-determinatiaieativity, flow, emotional intelligence, learned
optimism, perceived control, love, wellness, resitie, mindfulness, and religiosity and
spirituality (Compton, 2005). Like the examinatiohthe paradox of choice, the emphasis of
positive psychology is on ways to enhance subjeaiigll-being.

It is not hard to imagine a potential linkage bedweself-directed learning and positive

psychology. Various researchers have studied leaeen self-directedness and many of the
variables associated with positive psychology. &ample, nearly 25 years ago, | found a
significant, though weak, correlation between sklécted readiness and life satisfaction in a
sample of older adults (Brockett, 1982). Severaingfown students have found relationships
between self-directedness and positive psycholamcepts such as creativity (Cox, 2002),

resilience (Robinson, 2003), self-determinationo¢gtale, 2003), and wellness and coping
with chronic illness (Nelson, 2000; Owen, 1996).u$hthere appear to be many parallels
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between what is studied in positive psychology ahdt is of interest and importance to those
of us working in the area of self-directed learniRQr me, it is a connection worth exploring
further.

CONCLUSION

In a world where choice and change are so pervasigan be easy to want to throw up your
hands and just give in. However, the cost of da@ags great. In this article, | described the
paradox of choice and how it can impact almost yevaspect of our lives. An ability to
negotiate the way through the maze of choices we fa our lives, from the simple and
routine to the long-term and life-altering, is mamgortant today than at any time in the past.
The vast array of choices that await us at eveny toake it necessary to set parameters and
rule out less viable choices, while at the same tifot becoming tied to a routine that negates
the possibility of being open to new ideas and aepees. Being able to find this balance has
important implications for happiness, well-beingdaquality of life. Self-directed learning is
about freedom, autonomy, and choice. It also isuadoing. The challenge facing those who
seek to understand and resolve the paradox of ehsigreat, but so too are the possible
rewards.
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THE LITERATURE OF SELF-DIRECTED LEARNING: DISSERTADNS

James B. Canipe
Dewey L. Fogerson

This article continues content analysis work ingehby the University of Tennessee self-directed
learning research group several years ago. It &xaa a content analysis of dissertations written
about self-directed learning during the years 1886ugh 2002. Research results indicated that
during the years 1980 to 1990 the average yeanygbeun of dissertations written about SDL
trended upward, but during the years 1991 to 2@@)gh the average number of dissertations
per year was higher than the previous decader¢hnd tine remained basically level. In addition,
the most frequent type of research employed irdthgertations was correlational/ex post facto.

Self-directed learning (SDL) has become a majorctapithin adult education literature.
Broadly speaking, SDL as defined by Knowles (1978gscribes a process in which
individuals take the initiative, with or withoutehhelp of others, in diagnosing their learning
needs, formulating learning goals, identifying humand material resources for learning,
choosing and implementing appropriate learningeyias, and evaluating learning outcomes”
(p. 18). Brockett and Hiemstra (1991) saw the uwtional methodology and the learner's
personal characteristics coming together in an tevemere the learner assumes personal
responsibility for the educational experience.

Furthermore, Brockett and Hiemstra (1991) suggesied SDL research had its roots in
Houle’s (1961) study in which he interviewed ad@ltgjaged in continuing education. Knowles
(1975) made many contributions to the knowledgeebat SDL, particularly when he
delineated learning by adults from that of childrenaddition, Tough (1979), who studied the
learning projects of adults, was a major contribtiahe concept of SDL.

PERSPECTIVES

Several perspectives from the literature on SDLeh@werged over the years. Piskurich (1993)
stated that SDL is primarily a training design noetblogy. He narrowed the concept of SDL
from being a learning process and/or a personahéeattribute to being “a training design in
which trainees master packages of predeterminedriaitat their own pace, without the aid of
an instructor” (p. 4). However, the concept is lisuaiewed more broadly as a “process of
learning in which people take the primary respaiigibor initiative in the learning process,
and . . . a personal attribute of the learner” ¢kdale, 2003, p. 1). Additionally, the
terminology used to describe it is diverse. Brotlkeid Hiemstra (1991) noted that such terms
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as “self-planned learning, self-teaching, autonosnle@arning, independent study, and distance
education” (p. 18) are often used interchangealilly #DL. “These terms offer varied, though
often subtly different, emphases” (p. 18).

These perspectives were variously expressed bykBtioand Hiemstra (1991), Candy (1991),

Garrison (1997), and Grow (1991). Candy believeat #elf-direction comprises both process
and product. He referred to four distinct, but tedia phenomena: (a) a personal attribute, (b)
the willingness to conduct one's own education)dajner-control in the learning setting, and

(d) “the individual, non-institutional pursuit oéarning opportunities in the ‘natural societal

setting’ ” (p. 23).

Grow (1991) viewed self-direction as a learner ahgaristic and “the degree of choice that
learners have within an instructional situation” @28). Grow noted that his Staged Self-
Directed Learning Model did not address theory, foeused on SDL and the teacher/learner
relationship. He proposed “that learners advanaautih stages of increasing self-direction and
that teachers can help or hinder that developmémt’125). He further stated that good

teaching involves a perception of students' legélself-direction and helping them advance to
greater self-direction in learning situations. Hm®del contains four stages of self-direction

ranging from Dependent to Self-Directed. At ea@yst Grow described the role of the teacher
and instructional techniques best suited to aasssident in becoming more self-directed.

Brockett and Hiemstra (1991) suggested that SDL d&mn understood asoth a
teaching/learning transaction and as a charadteasthe learner. This distinction formed the
basis of their “Personal Responsibility Orientati@RO) model. An additional element of the
dynamic in which SDL occurs is the authors' coneittthat the social context is also crucial.
Self-direction is an amalgam of varying degreethete three variables.

Much of the study of SDL has emphasized the extearoatrol and management of learning
tasks. However, Garrison (1997) contended thatemough attention had been given to the
psychological dimension of SDL. He viewed the fullgif-directed adult learner as one who
“has moved beyond simple task control and has éshito think critically and construct
meaning in ill-defined and complex content aregs” Z1). Garrison designed a model that
included three overlapping dimensions: (a) motosaijentering and task), (b) self-management
(task control), and (c) self-monitoring (cognitivesponsibility). The challenge for teachers is
to create an environment which can facilitate leesrtapping into personal motivations and
resources in order to construct their own deep imgan a learning situation.

The varying perspectives of SDL have created aldectimate for discussion, debate, and

research. This study focuses on doctoral dissentatisearch during the years 1980 to 2002.
CONTENT ANALYSIS

Content analysis has been recognized as a valuab&sarch tool for studying documents

(Adams & Schvaneveldt, 1985). It allows the researcto gather and analyze data in an
unobtrusive manner. Content analysis is not subjecthe bias that may arise due to
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phenomena, such as the Hawthorne effect, the Jelmyeffect, and the experimenter effect
(Ary, Jacobs, & Razavieh, 1996). Moreover, contmmilysis assesses data in documents “by
using objective, systematic, and typically quantracriteria,” thus increasing its validity and
reliability (Adams & Schvaneveldt, p. 306).

Content analysis provides a systematic approaciygugiantitative data to identify themes and
enumerate data within selected categories. Somest(Brockett, 1982; Dickenson & Russell,
1971; Rogers & Brockett, 1989) have demonstratedstitcess of such an approach. Long and
Agyekum (1974) utilized this approach to descrie tontent oAdult Education(now Adult
Education Quarterly from 1964 to 1973. Also, Confessore and Long R)9€onfessore,
Long, and Redding (1993), and Long and Confessb®@92) analyzed SDL literature that
included journal articles, dissertations, and peodegs of Self-Directed Learning Symposia
occurring up to the early 1990’'s. More recentlyremearch group at the University of
Tennessee (Brockett, Stockdale, Fogerson, Cox,p€arhuprina, Donaghy, & Chadwell,
2000) analyzed 122 articles from 14 mainstreamtagellication journals published between
the years 1980 and 1998.

Finally, with content analysis documents may beyaea for content in categories other than

those originally intended by the documents’ auth8idams and Schvaneveldt (1985) referred
to this feature as sensitivity to context and sylebforms. Furthermore, content analysis

characteristically permits researchers to analyamgel volumes of data, a process made
considerably more manageable given the adventolintiernet and computer software.

This research with dissertations represents artiaddi piece of the ongoing study examining
SDL literature by members of the SDL research graughe University of Tennessee. This
content analysis examines dissertations writterSBi. during the years from 1980 through
2002. Therefore, the purpose of this study is foaex the examination of literature on SDL by
including collegiate scholarly research based odiss reported in thBissertation Abstracts
Internationaldatabase.

Although analysis of the research described inaibgtracts is necessarily different from that
presented in the previous content analysis by thegkdup, some themes from that study are
pursued here. These similar themes are expresskd following research questions:

1. What is the frequency with which research on SDIs wabduced in the identified years?

2. Are there identifiable trends in terms of time mtds when research on SDL was most
prevalent?

3. What are the most frequent research methods witzestudy SDL?
4. Which are the most frequently identified institutsoproducing dissertations on SDL?

5. Who are the most frequently identified advisorsdissertations on SDL?
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PROCEDURE

By accessing th®issertations Abstracts Internationdatabase and doing a keyword search
using the descriptor “self-directed learning” witto limitations as to years, nearly 1200

dissertations were located. It was decided to martbe search to restrict “self-directed

learning” to the title and find only those dissédas written from 1980 to 2002. When a

search was done using these parameters, 207 digsestwere found. By strictly adhering to

the descriptor “self-directed learning” (by encasihin quotation marks), some titles which

included terms such as “self-directed continuingriéng” were excluded. This reduced the
total number of dissertations considered by thadyasns to 171.

It can be readily seen that this study is focuse marrow, yet important aspect of what has
been written about SDL in dissertations. Plans tareeventually capture more data by
expanding the search parameters and thus broad#éménglatabase. Nonetheless, the data
gathered revealed interesting patterns and trends.

The framework for conducting this study utilizedgaantitative approach. Data from pre-
selected categories were analyzed to describe Ehelirature found in dissertations from
1980 to 2002. After the dissertations were selectieel researchers reviewed and classified
each dissertation. The data were classified acegrtti the following categories: title, author,
advisor, date, accession number, degree awardguf ©f research, instruments used,
demographic information of participants, settingtleé study, institutional affiliation of the
author, and further research recommended. Onheofdsearchers prepared an on-line form
whereby all of these data could be submitted waltiternet into a central database. Then, the
on-line reporting of data resulted in a synthesisereby the data were categorized and graphed
according to the analysis which follows.

Classification of Dissertations

The dissertations reviewed were classified accgrtinthe type of research they reported. The
research types utilized in this study were defingdsay and Airasian (2003).

Correlational/Ex post facto — Correlational resbatavolves collecting data to
determine if a relationship exists between varisiblex post facto research attempts to
determine the cause of differences among variables.

Experimental — In this type of research one vaeailsl manipulated, while other
variables are controlled and the effects are oleskrv

Survey — This type of research describes educdtipsgchological, and sociological
characteristics, as well as distributions and fezmpies.

Methodological — This type of research consideesrttethod and instrumentation as a
guide to inquiry.

Qualitative — A type of research that is non-nuweedri which draws upon natural
settings and narrative data to conduct inducti\adyais.

Historical — This style of research involves cdileg and evaluating data relating to
past events.
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LIMITATIONS

For this study, the search for dissertations wastdd by the search term “self-directed
learning” in the title. The search was further teal to dissertations published between the
years 1980 and 2002. Due to these limitations thezeundoubtedly other dissertations about
SDL that were omitted.

The dissertations source wadsissertation Abstracts Internationalwhich contains the
dissertation title and abstract, but not the bofithe dissertation. As a result, the analysis of
dissertations for this study was based solely enattstracts. The researchers assumed that the
abstracts provided enough information to deterntivae the dissertation focused primarily on
SDL.

DATA MANAGEMENT

The aforementioned data were collected and storezhielectronic database. Each reviewer
submitted the completed on-line forms via a webgigpared by one of the researchers. Since
this formative study of SDL literature in disseiat is limited, much of the data will not be
used in this analysis. The researchers anticipgbargling the analysis in subsequent, more
comprehensive studies.

Having the data stored in a Microsoft Access™ dadelfacilitated its security and distribution.
This assisted in maintaining the integrity of thedy. Furthermore, it allowed for efficient use
of the Microsoft Excel™ software in performing thaealysis.
RESULTS

The results of analyzing data gathered frDiasertation Abstracts Internationare reported
under the following subtitles corresponding to filve research questions. They are as follows:
(a) frequency of research on SDL; (b) trends ireaesh frequency; (c) frequency of research
types; (d) frequency of institutions producing S@iksertations; and (e) frequency of advisors.

Frequency of Research on SDL
From years 1980 to 2002, the researchers foundg wise descriptor “self-directed learning” in
the title, that 171 dissertations were publishe®issertations Abstracts Internationalhese
dissertations serve as the basis from which tHevihg frequency analyses were completed.

Trends in Research Frequency

From 1980 to 2002, the average number of dissenmfper year trended upward (see Figure
1).
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Figure 1 Number of Research Abstracts by Year
From the years 1980 to 1987, the average numbereaenvas six. During those years a low of

two was recorded in 1981 and a high of eight wasmded in 1985 and 1987. The trend line for
this period is decidedly upward (see Figure 2).

1980 15981 1982 1983 1984 1985 1986 1947

Figure 2 Number of Abstracts from 1980-1988

For the years 1988 to 2002, the average numbeissédations was nine per year. During
those years a low number of three was recorde®®4 hnd 1997. A high number of 14 was
recorded in 1996. However, the trend line was ladlgitevel for the time period (see Figure 3).
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Figure 3 Number of Abstracts from 1988-2002

Frequency of Research Types

Of the six research design types, correlation/est facto was the most frequent with a total of
91 dissertations. The next most frequent designguasitative with 39 dissertations, followed
by experimental with 18 dissertations. Finally,v&y;, historical, and methodological research
designs were represented by ten, four, and nirsedéaions respectively (see Figure 4).

cENEE88338388

Figure 4 Frequency of Research Types

The trend lines for the number of correlationalfmst facto and qualitative designs for each
successive year were upward and parallel (see é-kjur
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Figure 5 Frequency of Research Types Per Year
Frequency of Institutions Producing SDL Dissertato

Forty-four universities were identified as havinglyoone SDL dissertation; 20 universities
were identified as having two dissertations; foumvarsities had three dissertations; five
universities had five SDL dissertations; three emsities were identified as having six
dissertations; one university had seven dissensticand one university had 10 SDL
dissertations. Institutions with two or more SDiss#rtations are listed in Table 1.

Table 1 Institutions with More Than One Reported SDL [@rsation

Higher Education Institution No. of Bestations
Columbia University Teachers College 01
University of Georgia 7

Kansas State University 6
Syracuse University 6
University of Toronto (Canada) 6
Michigan State University 5
Northern lllinois University 5
The Fielding Institute 5
The University of Southern Mississippi

The University of Tennessee

University of Oklahoma

Florida Atlantic University

University of Missouri — St. Louis

University of North Texas

Southwestern Baptist Theological Seminary
The Pennsylvania State University
University of Maryland — College Park
University of Missouri — Kansas City

~ppnPo
ooooww B o, o1
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Table 1 (continued)

Capella University 2
Case Western Reserve University

East Tennessee State University

Florida State University

lowa State University

North Carolina State University

Oklahoma State University

Temple University

The Ohio State University

The Union Institute

The University of Alabama

The University of British Columbia (Canada)
The University of Nebraska — Lincoln

The University of Texas at Arlington

The University of Wisconsin — Madison
University of Calgary (Canada)

University of Denver

University of Missouri — Columbia
University of New Orleans

University of Texas at Austin

NN

Due to the limitations of the data resulting frohe tsearch method, it is suspected that this
analysis does not fully reflect the entire numbérdissertations related to SDL written at
particular universities. The researchers anticigmteadening the search parameters in future
studies thus providing a more complete accountirgmresented institutions.

Frequency of Advisors
Of the 171 dissertation abstracts reviewed, adsisare identified for 115 of them. Of that
number, 16 advisors were listed more than onceparatlvisor was listed more than four times
(see Table 2). Again, because of data limitati@ssilting from the search method, this analysis
likely does not identify every advisor who has diegl a dissertation related to SDL.

Table 2.Advisors Reported on More Than One Dissertation

Advisor's Name No. of Dissertations
Ralph G. Brockett 4
Huey B. Long 4
John Rachal 3
Richard P. Appelbaum 2
Richard E. Boyatzis 2

Art Burrichter 2
Bradley Courtenay

N
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Table 2 (continued)
Lucy Guglielmino
John Henschke
Roger Hiemstra
Alan B. Knox
Victoria J. Marsick
Robert C. Mason
Sharan B. Merriam
Patricia Okimi
Mark Rossman

N
NN OON Yoo ™

DISCUSSION

This study resulted from a comparison with somedsenoted in the earlier content analysis of
SDL articles by the University of Tennessee redeagooup. That group reviewed 18

mainstream periodicals and observed the frequehalil articles on SDL and also, as a subset,
articles reporting research on SDL. The highestlvemof articles on SDL appeared in 1986,
with most of the writing occurring between the yed083-1991. The frequency of research
articles involving SDL also reached its peak in @38d the range of years with the most
activity was also from 1983 to 1991.

The current analysis of collegiate dissertatiortralots revealed that during the years when the
journals contained the greatest number of artiocle$SDL, the frequency of doctoral research
on the topic was just beginning to rise. Reseaidacted at the doctoral level reached its
highest frequency in 1996 and the range of yeargredtest activity occurred between 1988
and 2001. Research on SDL from 1988 until the mtelsas continued at a relatively constant
rate, averaging nine dissertations per year. Dutiegyears when mainstream journal articles
on SDL declined, collegiate research projects suegel remain at a high level.

CONCLUSION

The researchers emphasize that this is a prelijmstady, and as such, it is a work in progress.
By expanding the search parameters, for examplegutie search descriptors of related
concepts (Brockett & Hiemstra, 1991), such as “dekction in learning,” “self-planned
learning,” “autonomous learning,” and “distance eation,” it is felt that a more
comprehensive study would emerge. Moreover, thédnoasit are completing a follow-up
manuscript whereby four streams of literature irLSmll be examined. These streams include
adult education journals, articles found in the ERdatabase, dissertation abstracts, and
proceedings from the International Self-Directedaidnéng Symposium. Undoubtedly, this
further study will help reveal a clearer picturetbé data and trends of the literature in SDL.
Nonetheless, the researchers are confident thatrebearch, as it now stands, reveals a
continuing strong interest in self-directed leagnat the collegiate level.
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IS THE INTERNET CHANGING SELF-DIRECTED LEARNING?
RURAL USERS PROVIDE SOME ANSWERS

Roger Hiemstra

Internet use is increasing each year and rapidtptmnéng the norm as a means for accessing
information. There are corresponding indicationat tthe medium is changing self-directed
learning. The American Distance Education Consortdlirected a multimillion dollar NSF
grant to bring broadband Internet to various ruammunities in the U.S. via satellite
transmissions. In this article data from a relatedearch project involving interviews of
people in three rural communities are used to ssiggays self-directed learning is involved
in their Internet use. Ideas regarding future neteaeeds are included.

[Note: The article was accepted under previouseship.]
INTRODUCTION

The Internet’s growth in the past few years has\bvapid. For example, the WWW grew from
130 sites in 1993 to more than 100 million as ov&uber, 2006 (Zakon, 2006). Today, the
U.S. has more than 211 million Internet users;ehame nearly 322 million European Union
users and China has more than 162 million (Minigvatternational, 2007). The ever-widening
use of social networking sites like MySpace andebaock demonstrate another way the
Internet is changing societies throughout the world

Perhaps more than any other factor, what has fusled growth has been the steady increase
in access via broadband connections, includingecda®bL, satellite feed, T1 lines, and various
wireless forms. Pew researchers have substantateu growth. Horrigan and Smith (2007),
for example, noted in early 2007 that nearly halalb U.S. adults had broadband connections
at their homes, a five percent increase over tlwipus year. Rainie and Horrigan (2005)
suggest this: “The Web has become the ‘new normahe American way of life; those who
don’t go on line constitute an ever-shrinking mihgr(p. 59).

Growth in Internet usage and broadband accedsely lio continue as competition drives down
connections costs, wireless access becomes momaonand people see increasing value in
being online. “More than a decade after the podathe Worldwide Web opened to the public,
we are now witnessing the true emergence of theriet as the powerful personal and social
phenomenon we knew it would become,” said Jeffrele@2007, p. 1), director of the USC
Annenberg School’'s Center for the Digital Futuracl$ factors are making profound changes
in the way people think about, seek, and use indion, and these changes are impacting
education and learning.
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A study of rural people in the U.S. new to broadbarternet sought to better understand such
changes. The study’s purpose was guided by thedlobjectives:

1. To better understand how people living in ruralagrese the Internet when it is available
via broadband connectivity.

2. To better understand what types of resources, dsé¢sh and collaborative opportunities
rural users access when broadband Internet isaieil

3. To examine the impact on individual learning foralwsers who access the Internet over a
broadband connection.

Based on the findings shown later, the author cwsé¢hat these changes are actually changing
the nature of self-directed learning (SDL). In esse the Internet’s ubiquitousness, a concept
increasingly being used for the integration of lfternet into daily life, is irrevocably changing
the way people learn, gather information, and atstienknowledge.

ADVANTAGES OF THE INTERNET FOR SDL

There has been considerable thought already gagarding the Internet’s impact on SDL. For
example, Bulik and Hanor (2000) believe that thebWseipports SDL by both increasing
learner control and providing mechanisms for leern® determine what information is
pertinent to them. Mathai (2002) suggests thatibernet is an ideal tool for enhancing SDL
because of its ready access to massive amoums$oomiation and its ease as a communication
tool. Long (2001) describes the potential of théednet for “searching and retrieving
information” (p. 13). Rager (2006) writes that leskilled at using the Internet is critical now
when thinking about the organizing circumstanceceph introduced by Spear and Mocker
(1984) more than two decades ago. Rager cautignsousever, to think about the challenges
that the Internet can present to some learners.

Draves (2002) lists various reasons why the Intemmhances learning, including such
advantages as being able to learn at a peak timdagf learning at your own speed,
accessibility to much information, an ability t@t¢k personal progress, and the capability to
test personal learning efforts. He also believegnitive learning via the Internet is actually
better than in-person learning. Long (2001) likess ¥irtual world’s potential for learning to go
“beyond problem solving to problem posing” (p. 14).

Kerka (1997) mentions the Internet’s time and pl#eribility in supporting SDL. Ruelland
(2003) likes the flexibility the e-world provides the learning rhythm. Candy (2004) stresses
the Internet’s liberating value in terms of conbns information access and no geographic
boundaries or restrictions. He believes some SDin$care well suited to the Internet:

. . . Self-directed learning is one key way in whpeople keep up with change
and, since we are currently experiencing an unpested level and pace of
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change on a global scale, it is plausible to expleetdemands of a changing
world to lead to greater amounts of self-direcesating. (1 20)

In many respects, even knowing that the Internesgmts challenges to some users, in most
ways it is the great equalizer. Although initiatdmet access can be difficult for some people,
the potential to learn what they have to learn dheg do connect is great. In essence, if adults
have motivation, drive, and patience they can |l@auch by themselves via the Internet.

THE RESEARCH PROJECT

The American Distance Education Consortium (ADE@prsored this research effort
concerned with examining the impact on people aett tommunities after the introduction of
broadband Internet. Such access was possible thr@ungultiple-year five million dollar grant

from the National Science Foundation that was netchy cooperating higher education
institutions.

Called the Advanced Internet Satellite Extensionjétt (AISEP), this demonstration effort
involved partnering with the Tachyon Corporationa¢iyon, 2007) to provide broadband
Internet to those people living at the edges ofniigvork (ADEC, 2006). Although AISEP was
designed to serve hard-to-reach audiences in nww®elocations, as noted earlier the
researcher’s role was to examine the impact obadivand connection in rural areas.

Today, unfortunately, people living in rural arest8l struggle comparatively with many of
their urban and suburban counterparts in termsitefhet access. Horrigan and Smith (2007)
note “Home broadband adoption in rural areas, nb¥%,3ontinues to lag high speed adoption
in urban centers and suburbs” (p. 1).

Fewer choices in accessing the Internet, espedatizgdband connections, place those in rural
areas at a learning disadvantage. This projectigedvnew information about the Internet in
rural locations, as well as several new ideas aSoit

The Research Sites

One site was the Kettunen Center in Michigan. That€r, a complete conference facility, is in
Tustin, south of Cadillac in the Lower Peninsutasla rural community of around 200 people.
Internet connections at the Center, available dutime workday and at other times by
appointment, are via a roof-mounted satellite disht feeds to 12 computer workstations.
People at the Center can use the Internet to augargnlearning activities. This site was
visited twice. The first time was for interviewingachers and administrative staff. The second
visit involved interviewing research subjects ateddan the methodology section.

Another site was a recreation center in Kinross;Hijan, southwest of Sault Ste. Marie in the
Upper Peninsula. Internet connections to 15 compudee via a satellite dish mounted on a
raised platform adjacent to the building. Residaitshis rural community of just over 1000

people can use the computers whenever the cerdpers which generally includes throughout
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the working day, early evenings, and limited weekbours. This site was visited three times.
The first two times involved interviewing teachensd administrators. The third time was for
interviewing research subjects.

A third location was a community resource centerMarsing, Idaho, near Boise, a rural
community of fewer than 900 people (20% are of n@tethnicity). Internet feeds are via 15
computers connected to a roof-mounted satellite. ditie resource center is open for limited
hours during the day, on Saturdays, and duringstimmer. This site was visited twice for the
same purposes as described for the Kettunen Center.

The Research Subjects

Volunteer subjects, both youth and adults, werglbwVith the assistance of local leaders and
Cooperative Extension personnel, the researchetifigel a sample of 51 interviewees (five
from Kettunen Center participants, 13 from Kinroasd 33 from Marsing. They included 15
female and 15 male youth (8-18) and 14 female amélé adults (19 or older).

Methodology

A decision was made to utilize both quantitativel gualitative research methodologies for a
more in-depth understanding of the Internet’s inipimdtially quantitative analysis was used to
derive basic comparative information, charting tyyees of online activities and comparing the
degree and types of activities participated in lmyrerexperienced and less experienced Internet
users, adults and youth, and males and females. iformation is portrayed via figures
(Microsoft Excel™ graphs). Three corresponding hylbotheses were tested:

Null Hypothesis 1: There is no relationship betwabe most popular types of Internet
activities reported by experienced users and tmeperted by less experienced users.

Null Hypothesis 2: There is no relationship betwdbe most popular types of Internet
activities reported by adults and those reported/byth.

Null Hypothesis 3: There is no relationship betwabe most popular types of Internet
activities reported by males and those reportedebyales.

To test the three hypotheses, the Spearman rarde oadrelation coefficient was used to

indicate whether or not statistical relationshipstd between the Internet activities of various
respondent groupings. The Spearman coefficientrabpen the ranking of responses rather
than the actual values and it is useful when taezesmall numbers of subjects.

The qualitative data collection techniques involypagiticipant observations, an examination of
relevant documents, conversations with center amteriSion personnel, and personal
interviews using a semi-structured schedule. Thervwrew schedule contained numerous open-
ended items that facilitated queries of each stigbout Internet usage and its subsequent
impact on them (see Appendix A). All interviews werecorded and later transcribed.
Throughout the data collection process, field n@ied observational memos were written. In
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this article only the words of interviewees arearted. Because of space limitations only four
tables are presented to display findings. Additiotadles and figures are &itp://www-
distance.syr.edu/reportdatadisplay.pdf

Merriam and Simpson (1995) describe the approprése of qualitative techniques for field
study activities, especially when a growing underding of impact is desired. In essence,
qualitative data collection, an ever-expanding usi@mding, and subsequent data analysis
allows the researcher to uncover actual meaningshgf people do, think, and even change
through their own words. These strategies fit wath the desire to understand and interpret
the Internet’s impact on people living at the edgéssociety in terms of Web access. As
depicted later, some new understanding about SB3i_gamed.

QSR International’s NVivo gqualitative data analysiftware (2002) was used. NVivo is an
excellent tool for handling, reducing, rearrangitigking, and displaying data during the
analysis process. It facilitates the constant coatpe analytical approach by involving a
cyclical process of coding, recoding, and assessworedarification of assumptions, hunches,
and growing conclusions (Glaser & Strauss, 196#)s Tesults in a framework for describing
and understanding the data. The coding processvenw@nalyzing the interview information,
notes from participant observations, field notdsavvational memos, and gathered documents.

THE INTERNET INFLUENCES LEARNING
Internet Uses

As might be anticipated, and in line with work e tPew Research Center and the Center for
the Digital Future cited earlier, rural people makeide and varied use of the Internet when
broadband connections are possible. Wang (2005)26f% found that adults use the Internet
in various ways. The subjects interviewed for gtisdy, for example, learned what they could
about various subjects, garnered information t@ ieém obtain child support, found recipes,
listened to music, obtained information neededdip them write a grant proposal, and talked
with friends or relatives about numerous topicgiuFé 1 depicts the types of online activities
undertaken by the subjects.
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Figure 1 Use of the Internet by Rural Subjects: OnlineiAtes.

To further understand the nature of such onlinevitiets, subjects were divided into 14
inexperienced users (involved with the Internes ld&n one year) versus 37 experienced users
(one year or more of involvement). Figure 2 depitis comparison, testing the first null
hypothesis of no relationship between ways eachpused the Internet. The null hypothesis
was rejected at the .01 level. It appears thattiye groups were similar in the types of
activities reported. However, much care is requirednterpreting these values because of
small numbers. Although a test of the alternatiygdthesis was not attempted, group

similarities are implied.
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Figure 2.Internet Use by Rural Subjects: Experienced aedpgarienced User Comparisons.
Spearman rank correlation coefficient = .69%;.01.
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A comparison of the 21 adults and 30 youth also nvade in terms of Internet usage. Figure 3
tests the second null hypothesis and shows thdtsagind youth differ quite a bit in playing
games and doing homework as might be expectedtfterided to do more browsing, look to
the Internet for news, and pursue hobbies as aigbtrbe expected. The Spearman coefficient
suggested that the null hypothesis of no relatigmbatween the ways adults and youth use the
Internet cannot be rejected, but caution is agaguired because of the small numbers.
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Figure 3.Use of the Internet by Rural Subjects: Adult andit¥ioComparisons.
Spearman rank correlation coefficient = .408;.05.

A comparison by gender differences also was madeFigure 4 shows in relationship to the
third null hypothesis, there were significant samiies between the 29 females and 22 males in
their online activities. This is confirmed by thpearman correlation as the null hypothesis of
no relationship between the two groups was rejeateéde .01 level. Males perhaps used e-mail
slightly less but tended to use the Internet sygimore for playing games.
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Figure 4 Use of the Internet by Rural Subjects: Male aath&le Comparisons.
Spearman rank correlation coefficient = .8d6; .01.

Impact on Learning

The real value in doing qualitative research is\gable to go beyond quantitative research’s
visual or even statistical comparisons. The follogviables present a small sampling of Internet
usage via the subjects’ words. These sample quetesl how rural people keep up with the
constantly changing world and intuitively understdhat their user-derived needs often can be
met through the Internet. They are answering isterg questions about life, personal interests,
and essential needs through their Web searchinginglea means for fairly quickly and
efficiently meeting such needs becomes an impottaitin developing both lifelong and SDL
skills.

One research objective was to determine the impadearning needs for rural people who
have broadband Internet access. In that regardraenelated questions were asked during the
interviews. As might be anticipated, respondentsrefl varied opinions and relayed numerous
personal experiences as shown in Table 1.

Table 1 Internet Uses By Selected Rural Subjects

Descriptive Information Researcher Observations  jé&idi Comments

29 year old experienced Eclectic uses of the matierl collect toys and a lot of Japanese

male in Michigan by drawing on a childhoodtartoons. | used it a lot for the
interest animation and for surfing the web.

15 year old experienced Interesting uses pertainiriglook up information for reports

male in Idaho to schoolwork and stuff or on an art project. | get

pictures | can draw.
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Table 1 (continued)

42 year old inexperienced  Innovative uses pertgininl like to train, I like to run, so I look

female in Idaho to physical fithess for Olympic records and things like
that, how close | want to get to it.

14 year old experienced Homework and personalDuring school | use it for

female in Idaho uses common among youllomework. | also use it for music
and games and to get some
information about things.

47 year old inexperienced  Only recently discovering’ve used it for references on
male in Michigan the Internet, he dove into different things, for medical
using it enthusiastically ~ problems, for my diabetes.

70 year old inexperienced  This novice user knewtwhkearned on my own to get and
female in Idaho she could and could not dsend e-mail and that’s all |
basically do.

Further qualitative analysis resulted in the emecgeof three major themes.
1. Efficiency in accessing information.

2. Knowledge and skill increase.

3. Curiosity, enjoyment, and excitement.

They are represented in the following tables witisirative quotes.
Efficiency and Access

The notion of efficiency and easy access to infolonatvas expressed frequently. Table 2
provides a sampling of these comments.

Table 2 Efficiency In Accessing Information Via the Inbet

Descriptive Information Researcher Observations  jé&ii Comments

55 year old experienced This user recognized hetWell, I've learned to be a little

female in Idaho growing efficiency and skithore overall efficient. As | use it
more I've found my way around a
little better.

11 year old experienced This enthusiastic girl Now | can do my homework by

female in Michigan was excited about her  myself. | can do lots of things more

growing independence funner[sic]. It's amazing how you

can do it!
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Table 2 (continued)
61 year old inexperienced  This woman was quite Oh definitely! It has made it a lot

female in Idaho definitive on her ability  easier to get the information and it
to acquire information gives me a lot more than what I'd
more easily get in any other way.

13 year old experienced This young lady had growvhen | first started using it, |

female in Michigan beyond her initial uses  would do stupid stuff on the
Internet, but now like | know how
to go to something specific.

Knowledge and Skill

A general increase in overall knowledge and skdhf the experiences of using the Internet
was another indicator of how the Internet has ingzhtéearning. The subjects expressed such
increases in various ways as shown in Table 3.

Table 3 Knowledge and Skill Increases Via the Internet

Descriptive Information Researcher Observations  jé&ii Comments
47 year old experienced This woman appreciatedWell, I've learned quite a few
female in Idaho how using the Internet fit things on the Internet | wouldn’t

in with her busy lifestyle  have learned otherwise because
our life styles are pretty busy.

12 year old experienced This young manwas | don’t run into so much problem
male in Idaho realistic in his growing  as when | first started using it. |
understanding didn’t know what to do with dot
coms.
19 year old experienced This person talked aboutA lot of my learning is really based
male in Michigan how important using on the computers because that is
computers had been where | learned most of what |
know.

47 year old inexperienced  This enthusiastic beginn¢'m learning by others’

male in Michigan described how he was  experiences, how they changed
learning from others their lives, and how the changes
helped them.

Curiosity, Enjoyment, and Excitement
Finally, notions about curiosity, enjoyment, andng@®l excitement in working with the

Internet came up several times. Table 4 depictsesarays respondents expressed these
sentiments.
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Table 4 Curiosity, Enjoyment, and Excitement Gained Tlglointernet Involvement

Descriptive Information Researcher Observations  jé&ii Comments

70 year old inexperienced  This excited user could I'm really excited about what | can

female in Idaho not understand why her do, the future of it, and I try to get
contemporaries weren't  my friends and they won't and |
using the Internet can’t understand.

13 year old experienced This young woman was | learned so much on the computer.

female in Idaho excited and appreciated | have learned new things. It is

how fun learning could be fun to learn new things.

14 year old experienced This young lady was Before | wasn'’t interested in going
female in Michigan somewhat philosophical through the work of looking up
on how the Internet had  something, but now if | am curious

impacted her | always use the Internet.
50 year old experienced This woman put it very Oh my gosh, | learned a lot off
female in Idaho simply the Internet.

It is clear that the Internet has impacted the wagl people learn, access learning resources
they need, and undertake various learning actsvit®ome of the people interviewed had
become very excited about the Internet as a resdorcnew learning activities. Even though
interviewees weren’t using terms like SDL, persar@ttrol, and self-motivation, a sense was
obtained that learning by themselves had becomartemg and even habit forming.

DISCUSSION AND CONCLUSIONS
Outcomes from Using the Internet

This research effort generally has supported pteviesearch about Internet users. In essence,
rural people in the U.S. make good use of computascan access broadband Internet. With
experience, such use often becomes more sophesticassential, and conducive to making a
real difference in their lives.

After interviewing 51 youth and adults, observingawv was going on in parts of ldaho and
Michigan, reading and rereading interview trandstipnd finding ways to make a whole from
the various parts, a conclusion can be reachedeast in the sites visited, the Internet has
become an essential learning tool for enhancingithe of those who use it. In many respects,
the power of broadband Internet has helped rurapleethink of it as their encyclopedia,
learning resource, and self-directed “go to” sowtaformation needed for life. As a 14 year
old female in Michigan said, Anything that you want is there. The whole worldan
computer’
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This embracing of the whole world in a computeotlgh Internet access seems to even be
extended as these rural users gained experiencalisoovered new applications. Think of
those earlier quotes from several people who exedi almost with glee how they had
discovered all the additional things they couldaothe Internet and how that was helping
them in various ways. This, in turn, can lead th-discovery and self-improvement, which
ultimately benefits community and even society.

The interviewees also seemed to quickly becomee gkiiowledgeable about the Internet,
computers, and various associated applications.ekample, often a fairly new user was
employing the language, concepts, and approactsexciaged with Internet familiarity one
might expect more with a very sophisticated andeegpced user. Web site names and URLSs,
common Internet jargon, complaints about slow caeysy discerning comments about which
search engines did what, and even Web page desigemanated from many of these rural
users.

There appear to be new learning approaches and dkVeloping, too, as these rural people
use the Internet. Several have readily accessadugaresources or information sites to help
them with their learning needs, including such awi as finding animation resources,

increasing typing skills, e-mailing a professor @tba college course requirement, and finding
material for a special interest. As Raupers andelRel(1998) suggest, technology seems to
motivate some students to learn.

So, are there some indicators of success that gieinternet’'s impact on rural users? Here are
several that come from the interview data:

1. A growth in computer and Internet knowledge, temmtogy, and use abilities.

2. The skill to evaluate Web pages and discern ambem tfor their perceived value and
usefulness.

3. Increased sophistication in using search engindsaarching techniques.
4. Enhanced typing, communication, and informationeeal skills.
5. Growing confidence, curiosity, enjoyment, and eggoitement about using the Internet.

6. Increasing use of the Internet for information, wiexlge, and resources required in
meeting life’s needs and keeping up with change.

Recommendations for Future Research
An important lesson from this research effort iatthaving access to broadband Internet can
make an important difference in the lives of mamsal learners. A single study, however, can

only be suggestive of how rural users find sucessiearners. The following recommendations
will help verify, add to, and even quantify whatsiearned.
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1. Additional studies in more rural areas throughdwt tJ.S. are needed before a clear
understanding of how such variables or differermegeographical location, community
size, and various demographic characteristics itnpad¢nternet usage.

2. Comparative research in rural, urban, suburban,emesh international settings will help
push forward the knowledge base.

3. A study needs to be directed at better understgnahmere a person accesses the Internet,
such as a school, community library, or home, mg&of Internet usage, how frequently
the Internet is accessed, and means for recordiagving appropriate information.

4. Research aimed at understanding the value of adeatutor, trainer, or peer supporter in
facilitating Internet usage would add useful infatran.

5. An effort to more clearly understand financial doaiits in rural areas in terms of paying
for Internet access is required so that instit@ti@nd governmental administrators have the
information necessary for creating a broader itfuasure.

6. Additional demonstration projects aimed at creatraged Internet access options in rural
areas are needed to help people close the gapheitrurban and suburban counterparts.

Ultimately, the true value of such research cabroadened through widespread dissemination
of any resulting information. Publications in valieformats, professional meeting
presentations, public presentations in rural aredsctronic dialogue, and even revised
curricula in various educational institutions wiklp enhance the Internet’s value as a learning
resource.

Contributing To the Future of Self-Directed Leampin

Almost everyone who accesses the Internet soorriexges the enormity of what is there. The
good news is that almost anything about which ymuiaterested will be addressed in some
way via multiple Web sites. The bad news is thamast anything about which you are
interested will be addressetl nauseanvia multiple Web sites. The resulting information
overload can be daunting, to say the least, edpefmaa new Internet user.

Several interviewees in the current study expressmtterns about the bombardment of
information when working with the Internet. Thisnement from a woman in Michigan is
typical: “There is just so much to look into that it is alinbkse you don’'t know what to
choos€’ Thus, future attention must be given to provglimitial orientation on using the
Internet for new users, helping people understdra dest search engine techniques, and
providing guidelines for evaluating Web sites sat ttny SDL efforts are maximized.

What the future holds for rural and remote areastiisunclear. Foundation and other outside
support will not be sufficient to meet all such deecross the U.S. Stone, Itoi, and Flynn
(2004) provide some insight on what may be new waythinking about the situation. They
describe how EZ Wireless in Hermiston, Oregon, dktito tackle the problem of providing
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high-speed Internet access in rural areas. Thr83gilowers and 75 antennas, they broadcast a
signal that covers all of a rural community throubbir Wi-Fi blanket. Such efforts, added to
what has been demonstrated through the AISEP amkflily, through future demonstration
projects, suggest that means for ensuring thatledopng in rural and remote areas have
access to broadband Internet can be found.

Having broadband access is very important to pebpieg in rural areas and will likely
become more important in the future as our inforomaage continues to expand. The people
that were interviewed, almost to a person, wergteck@bout what they were able to do, were
enthusiastically using the Internet to meet varipessonal learning needs, and were truly
discovering new things they could learn that mik&ly could not have been done without the
Internet. In many ways, because of their involveimeith the Internet they had changed as
learners and were undergoing such change maintlgebyselves.

For the people in this study, the Web had a paéfdr resource access any time, any place,
any path, any pace. However, it is still up to pesional educators, designers, and human
resource developers to make sure that those |epefiarts are inclusive enough so people no
matter where they live or no matter what their ficial circumstances can be a part of it all. An
11 year old female in Michigan may have spokenbiatih the youth and the adults who were
studied when she described how important this w@dgy is to her: In my sleep | dream about
computers’ Let’s turn that dream into reality for everyone.

REFERENCES

American Distance Education Consortium. (2008)vanced Internet satellite extension projddncoln, NE:
University of Nebraska. Retrieved October 11, 26 http://www.adec.edu/nsf/index.html

Bulik, R. J., & Hanor, J. (2000). Self-directed rieiag in a digital age: Where next to browse iwinied by
reflection (pp. 265-276). In H. B. Long & AssocigtdPractice & theory in self-directed learning
Schaumburg, IL: Motorola University Press.

Candy, P. C. (2004)Linking thinking — self-directed learning in thegdal age Canberra City, Australian
Government: Department of Education, Science, anainihg. Retrieved October 11, 2007, from
http://www.dest.gov.au/sectors/training_skills/poétions _resources/summaries_brochures/linking_
thinking.htm

Cole, J. L. (2007)Online world as important to Internet users as realrld? Los Angeles: University of Southern
California, Annenberg School for Communication, @erfor the Digital Future. Retrieved October 11,
2007, fromhttp://www.digitalcenter.org/pdf/2007-Digital-FukhReport-Press-Release-112906. pdf

Draves, W. (2002)How the Internet is changing how we leaRaper presented to the Seventh Annual Teaching
on the Community Colleges Online Conference, May2312002. Retrieved October 11, 2007, from
http://kolea.kcc.hawaii.edu/tcc/tcon02/greetingayess. html

Glaser, B., & Strauss, A. (1967he discovery of grounded theory: Strategies falitptive researchNew York:
Aldine.

Horrigan, J. B., & Smith, A. (2007, Jundjome broadband adoption 200Washington DC: Pew Internet &
American Life Project. Retrieved October 11, 200fm  http://www.pewinternet.org/pdfs/PIP__
Broadband%202007.pdf

Kerka, S. (1997)Distance learning, the Internet, and the World WMleb(ERIC Digest). Retrieved October 11,
2007, fromhttp://www.ericdigests.org/1997-1/distance.html

Long, H. B. (2001). A new era in teaching and l@agn(pp. 1-16). In H. B. Long & Associates. (2008glf-
directed learning and the information aggoynton Beach, FL: Motorola University. Availabbmly as
an interactive CD-ROM. Sedtp://sdlglobal.comfor ordering information.

International Journal of Self-directed Learningplume 3, Number 2, Fall 2006 58



Internet and Self-Directed Learning

Mathai, R. V. (2002). The use of the Internet tstéo self-directed learning in community and techhicollege
math and natural science classes (pp. 127-153H.1B. Long & AssociatesTwenty-First Century
advances in self-directed learnin@oynton Beach, FL: Motorola University. Availablnly as an
interactive CD-ROM. Sebttp://sdlglobal.comfor ordering information.

Merriam, S. B., & Simpson, E. L. (1995). guide to research for educators and trainers aiilés (2" Edition).
Malabar, FL: Krieger Publishing Company.

Miniwatts International. (2007)nternet world stats: Usage and population statistRetrieved October 11, 2007,
from http://www.internetworldstats.com/

QSR International. (20020NVivo: Using NVivo in qualitative researct8® Edition). Melbourne, Australia:
Author.

Rainie, L., & Horrigan, J. (2005A decade of adoption: How the internet has wovsaelfiinto American life
Washington DC: Pew Internet & American Life ProjeRetrieved October 11, 2007, framip://www.
pewinternet.org/PPF/r/148/report_display.asp

Raupers, P. M., & Roberts, P. H. (1998). Technolote latest line of learning style tools. In R.rMu& K.
Dunn (Eds.)Practical approaches to individualized staff deystent for adultsWestport, CT: Praeger.

Rager, K. B. (2006). The organizing circumstancasited: Opportunities and challenges posed byiriflaence
of the Internetinternational Journal of Self-Directed Learning13, 52-60. Retrieved October 11, 2007,
from http://www.sdlglobal.com/docs/IJSDL3-1.pdf

Ruelland, D. (2003). eLearning +, a support systemthe workplace (pp. 235-242). In H. B. Long, B.&
AssociatesCurrent developments in e-learning & self-directedrning Boynton Beach, FL: Motorola
University. Available only as an interactive CD-ROBEehttp://sdiglobal.comfor ordering information.

Spear, G. E. & Mocker, D. W. (1984). The organizaigumstance: Environmental determinants in sieaied
learning.Adult Education Quarterly, 43L-10.

Stone, B., Itoi, K., & Flynn, E. (2004, June 7).fa®orite hot spotdNewsweek61-66.

Tachyon, Inc. (2007)Tachyon networksSan Diego, CA: Tachyon Networks Incorporatedrige¢d October 11,
2007, fromhttp://www.tachyon.net

Wang, H. (2005-2006). An exploration of Interne¢ @asnong adult student3erspectives: The New York Journal
of Adult Learning, 41), 35-46.

Zakon, R. H. (2006)Hobbes' Internet timelineZakon Group, LLC. Retrieved October 11, 2007 nfrottp://
www.zakon.org/robert/Internet/timeline

APPENDIX A
Interview Schedule

[Initial questions were asked regarding age, gradeschool (youth), major employment
category (adults), and length of time in Internsage. The following questions guided each
interview with probing follow-up queries used faobk as needed. The typical interview lasted
one hour.]

1. What types of activities do you typically use théestnet for?

2. What type of resources or Web pages do you go the@imternet?

3. How do you evaluate a Web page

4. Do you use the Internet differently now than when first began using it? If yes, how?

5. Does any Internet usage involve taking classekgslelcation, or other learning activities?

6. Does any of your use of the Internet involve wogkiogether with anyone else? If yes,
how?

7. If you do use the Internet to work together withyame else, how helpful has this

involvement been for you?
8. In working with any learning activities over theaémet, do you enjoy working by yourself
or with others?
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9. In question 1 above, you described how you typyaadle the Internet. | am going to remind
you of several of these, and for each, tell me tlyour learning experiences, how you
carried them out, and how you feel about the infdram you found.

10.As you have worked with the Internet, describe kimels of things that have both helped
and limited you.

11.Did you receive the help you needed in learningualbomputers and the Internet?

12.What skills do you have now that you didn’t havéobe the Internet was available?

13.How has being able to use the Internet changedIgamming approaches?

14.How has being able to use the Internet changedagaulearner or as an individual?

15.What are the various ways you talk or message otitars over the Internet?
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