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The maj or purpose of this study was twofold: (1) to identify
the learning orientations and learning styles of Wsconsin post-
secondary agriculture teachers in relation to their inservice educa-
tion participation; (2) to determ ne whether there were statistically
significant variations in the teachers' |earning orientations when
grouped by sone sel ected denographic variables; and the teachers
learning abilities when grouped by the learning orientations influ-

encing them

Data were collected by mail questionnaires fromthe entire
popul ation conprising 114 post-secondary agriculture teachers in the
state. The instrument utilized was the revised version of Education
Participation Scale (EPS) and Kol b's Learning Style Inventory.

The study utilized various statistical techniques to analyze the
gathered data including the factor nmethod, one-way anal ysis of variance
(ANOVA), the scattergram and the Friedman's two-way anal ysis of
variance. The .05 level of probability was used as the rejection

poi nt .

The major findings of this study included the follow ng:



1) Six learning orientations were obtained fromfactoring the
40-EPS items. O the three factors - Professional Advance-
ment, Cognitive Interest and External Expectations - found
to influence the teachers' participation in inservice
prograns, the Professional Advancement was the nost influen-
tial. The Social Welfare, Social Relationships and
Escape/ Stimul ation factors had no influence on the teachers'

partici pation.

2) Statistically significant differences and rel ationships were
observed in the data concerned with the teachers' |earning
orientations and their denobgraphic variables.

3) The teachers' learning style was identified as "Accomodator”
wi th nost enphasis on the preferred |earning node of Active
Experi nent ati on.

4) A statistically significant difference was observed in
the teachers' learning abilities.

The maj or concl usi ons were:

1) That program |l eaders need to stress the marketing strategy,
the practicality and rel evance of program content.

I nservice program s nmust be planned based on the notives,
needs and interests of the participants.

2) That inservice |eaders need to be conscious about providing
serious, intellectual and challenging prograns.

3) That |eaders should endeavour to match the |earning
orientations of the participants with appropriate |earning

nodes through careful program planning.



As a result of the conclusions of this study several inpli-
cations for planning and inplenmenting inservice education as well

as areas for future research were suggested.
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CHAPTER I
INTRODUCTION
Purpose of the Study

The intent of this study was twofold: (1) T investigate the
motivational reasons underlying the participation of Wisconsin post-
secpndary agriculture teachers in organized inservice programs, and
(2) to find out how the motivational reasons relate to the teachers'
learning styles. It was envisaged that the findings from the study
would reveal the motives {psychological, soccial, economic, edu-
cational and others) at the heart of the teachers' involvement in
inservice education activities. It was also hoped that determining
the relationship between the teachers' motives for participating in
inservice education and their learning styles would help to guide in-
service education leaders to institute articulated programs in design,
planning and implementation to enhance the Probability of effective
impact on participating personnel.

Research of this type should contribute substantially to the
body of knowledge regarding inservice education for the Wisconsin
post-secondary agriculture teachers in particular, and the whole ares
of vocational agriculture in general, Hopefully, it should
encourage attendance at inservice meetings and enhance professionalism

at the classroom level.

1.



Background of the Problem

In a rapidly changing world where technological advancements
soon become obsolete, no nation wishing to keep up with the changes
and competition can afford to neglect its educational system. The
United States of America, as a technological country, has therefore
continued to invest substantially in vocational education in order
to keep her technology up-to-date and hence maintain a viable
labor-force in her industries and businesses.

The professional growth of teachers and education administra-
tors is acknowledged as a vital element in any formula for improving
vecational education. Whereas, preservice education is regarded
only as the beginning of professional training, a period to help the
individual develop a rough cognitive map of the phenomena of learning,
teaching, professional ethics and practices in the use of the map,l
true professional development demands that inservice education be a
vital part of a teacher’s career if he/she is to keep abreast of the
changing conditions, new knowledges and new techniques.2’3 Indeed,
in the United States, both secondary and post-secondary institutions
have in recent years witnessed heightened interests in the ability
and professional competence of the teachers to cope with the ever-
changing conditions. Hamilton4 specifically identified the post-
secondary vocational and technical education teachers as a category
of professionals to whom, too often too little attention had been

paid to meet their inservice education requirements. He observed



that:

...the teachers are generally technically competent but
their certification requirements are often minimal,
especially with regard to pedagogical requirements. There
is often a wide range of teaching competence displayed

by these individuals due to the varied backgrounds they
bring to the teaching setting. Some have been success-
ful at the secondary level and have been recruited to
post-secondary teaching. Others have come directly from
industry to the classroom, while cthers have entered
teaching upon completion of technical preparation programs.,
Many of these teachers have little preparation for planning
and conducting education programs.

The implication of this observation is that the post-secondary
vocational teachers, including those in agriculture, are generally
educationally under-prepared to function effectively the time they
first enter the teaching profession, and hence will require improve-
ment through inservice education participation.

Relating the importance of inservice education to vocational
education in high schools, qu:uvzs5 remarked that:

To keep progams up-to-date and the training relevant,

vocational educators must be on their toes. Students

will need training on equipment that is not outmoded.

They will need instructors who are well-versed in

up-to-date techniques. High school students should not

be learning on linear wrenches, pliers and screwdrivers

if they are going to be using mechanical robots in the

automobile industry.

In his comments on the effects of non-participation of
teachers in inservice education activities, Garrison6 stated that:
"One sure way to perpetuate an increasing mediocrity in education is
to permit a teaching staff to lose its sharp edge, to lapse into

routine, to talk to itself and become increasingly parochial and

self-satisfied."



Sorensen,7 the State Director of the Wisconsin Board of
Vocational, Technical and Adult Educatilon in a message to the
vecational directors regarding conditions for business and industrial
growth in the state remarked that:

+-.A supply of trained workers can be an important

factor in the decision of an industry to relocate in

Wisconsin. 1In addition, as technology changes, and

some jobs become obsolete, workers often need retrain-

ing for new jobs, This means two important things will

have to occcur: Wisconsin will have to be successful in

attracting new business and industry in order to provide

new Jjobs. We, as educators, will have to take respon=-

sibility for the training or retraining for those new

Jjobs,

In this era of advanced technclogy and rapid changes in the
social, economic and industrial spheres of life in the United States,
several issues and concerns combine to make inservice education
participation for vocational teachers a necessity:

1. New advances in science, such as, the development of new
materials: plastics and synthetics, new power techniques, miniaturi-
zation of electronic techniques,8 all call for new curricula, new
methods of instruction and mew laboratory techniques,

‘2. The expansion of vocational education offerings. This has
and is still creating an influx of individuals not specifically
prepared to teach, or to teach at the level of competency required
in today's schools.

3. The rapid increase In students enrollments. In 1970, there

were approximately 8.8 million students enrolled in vocational

education. This number increased toc 11.7 million during the 1972-73



school year.9

4, The students who are now enrolled in vccational education
programs have brought with them many educational deficiencies.

5. Changes in the labor market and the copening of jobs to
qualified individuals, regardless of sex and/or race have had an
impact upeon vocational teachers' needs. More women and minorities are
entering the labor force. Many vocational teachers will need in-
service education which will re-orient their knowledge and profes-
sional attitudes regarding learners.

6. The gap between invention {(discevery) and application of
scientific findings has narrowed in some cases toc two years. There
iz need to shorten the adoption time in education. Vocational teachers
need continuous updating in the technical (what to teach) aspect of
teaching. Further, technological developments have also impacted on
the pedagogical aspect of teaching and teachers need help in under-
standing the technology as well as its application to teaching and
learning.

7. Emphasis on accountability and the need for evaluating the
effectiveness of eurricula on occupations.

8. The need to revitalize the sagging economy through an
improved, efficient and competent work force.

Inservice educaticn for vocational teachers has a significant
role to play if all these goals are to be effectively realized. But
too often, inservice education programs are poorly conceived and

hence badly implemented. Experience with adults indicates that they



participate in continuing education because they have certain
immediate goals to satisfy.-° In like mapmer and as adults, the
post-segondary asgriculture teachers participate in imservice edugaticn
activities in order to fulfill certainm needs. A program of inservice
education drawn, therefore, with the objectives made congruent with
the goals, desires and preferred learning styles of the participants
will not only lead to greater satisfaction, betLer attendance at
meetings, but will enhance instructional delivery at the classsroom
level.

Learner orientation has become an important psychological con-
cept to explain the underlying reasons why adults participate in
continuing education. In the context of inservice education for the
post-secondary agt iculture teachers, however, the concept of learning
orientations is completely new. As of now, no specific theory has
been developed to explain and predict the various factors that
influence inservice education participation of the agriculture
teachers, and few reliable instruments are in existence to assess
these characteristics,

The conceptual frameworks identified by Hc:uule12 and expanded by
many other investigators will be examined to form the basis for
identifying and describing the learning orientations of the Wisconsin
post-secondary agriculture teachers with regard to their inservice
education involvements.

Another area of concern for educators including adult educators



is how to make learning as effective as possible. In what he

13

broadly termed 'management education' Kolb ™ said that "if managers

and administrators had a mocdel about how individuals and organizations
learn, they would better be able to enhance their own and their
organization's ability to learn," James Keefela expressed an explicit ¥
belief in instructions organized around the individual's learning

style, He wrote:

voolearning stvle is much more than just another

innovation. It is a fundamentzl new tool with which

to work. It is a new way of looking at learning and
instruction, a deeper and more profounrd view of the

learner than known previously., It is a basic

framework upon which a theory and practice of instruc-

tion can be built, It makes obsolete any single

framework for teaching all students. All recent inno- B
vations, whether staff utilization, modular scheduling,
independent study, or fundamental education, must be
rethought in the light of learning style, It 1s noth-
ing less than revolutionary to base instructional
planning on an analysis of eech student's trzits.

The learning styles of Wisconsin post-secondary agriculture
teachers will be examined using the experiential learning model
developed by Knlb.l5 The investigation will be carriled a stage further
by determining if any relationships exist between the identified learn-

ing modes and the teachers' learning orientations.
Statement of the Problem

Adults are known to possess varicous motives for participating

in continuing education.16’17

Motives are described as a state or
set of the individuals which disposes him/her for certain behaviors

and for selecting certain goals.18 Experience indicates, however,



that adults vary in their levels of motivation to participate in con=-
tinuing education; in certain cases, for one reason or the other,
some are just not motivated at all, The assumption therefore that
some professionals will voluntarily participate in continuing edu-
cation activities because they fear obsolescence or that they neces-
sarily want to improve their level of competence may, afterall not

be entirely accurate.lg'zo

By implication, therefore, some
vocational teachers might choose not to get involved in any form of
professional growth but for the mandated reason of accreditation,

Even though the American Vocational Association (AVA) (with
its loecal ancillary organizations) has fully accepted the need for its
members to update their knowledge and pedagogical skills through
participation in continuing education activities as instituted at local,
state and national levels, the chances are such that some teachers
will voluntarily choose not to participate., This accounts for one of
the main reasons why inservice education is in the process of being
made mandatory for the public school teachers in at least 28 states.
In Wisconsin, for example, participation of secondary teachers in
inservice education is mandatory for relicensure effective 1983, From
then on, new licenses issued are liable for renewal on a five-yearly
period based on required programs of inservice education. This regu-
lation is certainly no coincidence but an expression of the
concerns of the people for quality education which is only possible

through inservice education participation by the teachers. However,

from all indications, mandatory inservice education does not appear



to have a very strong influence on the teachers' underlying partici-
pating motives; if anything at all, reactions of teachers to mandatory
participation have been generally luke-warm, if not negative. On
the whole it would seem that what a participant derives from inservice
education program and how the experience is utilized to improve
instruction will largely depend on the satisfaction he/she derives
from the exercise. Other things being equal, voluntary participation
is likely to yield a more pleasant experience to the teacher and
hence yield a more fruitful product in the end.

Adult educators agree that to be successful continuing edu-

cation should be based on the learner’'s needs,ZI’22

and learning
theorists agree that the learner motivation is an essential precon-
dition for learning. While the learner’s motive to participate in
continuing education {inservice education) may well be to satisfy

a legal requirement and other psychological elements, several studies
demonstrated that participation is not exclusively related to the
learner's needs per se, but to a broad array o£ motivational (orienta-

tional) factnrs.23'24

Tyler25 ohserved that teachers have certain motives for
participating In inservice education programs, He wrote:
«es.Inservice education is still viewed by many teachers
as a means of increasing communication and reducing the
sense of lonellness and isclation that is prevalent in
an occupation which contact with other adults is limited,

The post-secondary agriculture teachers, therefore, are likely to

participate in organized inservice asducation to the extent that their
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motivational orientations can be satisfied,

In Wisconsin, no research has been conducted.to determine the
learning orientations of the post-secondary agriculture teachers in
Ingervice education activities; existing researches have been
limited only to identifying such psychological vardables as percep-
tions, attitudes and needs, etc. as are related to inservice planning
and organization.25’26

This investigation will be undertaken tc discover the learn-
ing orientations of Wisconsin post-secondary agriculture teachers in
inservice education activities; it will also identify and describe
the dimensions mmderlying these orientations in relation to some
selected personal variables. An attempt will be made to establish and
describe the relationship between the teachers' learning orientations
and their learning modes.

A knowledge to explain the learning orilentations and preferred
learning styles of Wisconsin post-secondary agriculture teachers
through their ingervice education participation will doubtlessly
fgcilitate the growth of theory and models in teachers! continuing
education; it will at the same time throw more light on other con-
ceptual areas which undergird inservice program planning and imple-
mentation. If inservice is to have the desired effect, 1t is
incumbent on the program leaders to have an indepth knowledge into the
varlous parameters which impact on the decisions of teachers to

participate., Some authors, for example, believe that knowing the
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preferred learning styles of learners could suggest to the programmer
the most appropriate instructional approaches.zs’29 This type of
indepth knowledge considered along with the learning orientations of
the post-secondary agriculture teachers may well be a rational base
for an intelligent planning and implementation of inservice education
activities,
It was the intent of this Investigation tec focus enquiries on
the learning orientations and preferred modes of learning of o
i
Wisconsin post-secondary agriculture teachers and to determine and "
describe those variables critical to inservice education programming
in the state. ‘
.In the study, answers were sought to the following questions:
1. What are the factors motivating the post-secondary agriculture
teachers to participate in inservice education programs?
2. What is the degree of importance placed by the respoudents on
the factors motivating them to participate in inservice education
programs?
3. Are the post-secondary agriculture teachers significantly differ-
ent in the factors motivating their participation in inservice
education when grouped and compared by the independent variables
of:
a) age
b) level of education
¢) length of teaching experience

d) marital status
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e) level of income

Do the post-seccondary agriculture teachers in Wisconsin have a
preference for certain learning styles?
Is their a relationship between the learning abilities of the
post=secondary agrienlture teachers and their learning
orientations?
Objectives of the Study

The following objectives were formulated for the study:
To have a background knowledge of the perscnal variables of the
Wisconsin post-secondary agriculture teachers with regards to
their: ‘
a) Age
b) Marital Status
¢) Educatiomal background
d) Length of teaching experience
e) Income
To identify the orientations to learning (and determine their
relative degree of Importance) motivating the post-secondary
agriculture teachers toward participation in inservice educatiomn.
To determine if the learning orientations influencing the post-

secondary agriculture teachers to participate in inservice
education programs exhibit any significant variation when
individuals are classified into groupings within each of the

demographic variables ofs
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a) Age

b) Marital status
c) Level of education
d) Length of teaching experience

e) Level of income

Hypotheses

The following null hypotheses were advanced for the study:
There is no significant difference in the learning orientations
of the post-secondary agriculture teachers as measured by the
following independent variables:

a) Age

b} Marital status

c) Bducational background

d) Length of teaching experience

e) Level of income

There is no significant relatjonship between the post-secondary
agriculture teachers'personal variables of age, marital status,
educational level, teaching experience, level of income and

the learning orientations of Social Relat lonships, Professional
Advancement, External Expectations, Escape/Stimulation, Cognitive
Interest, and Social Welfare

There is no significant difference between the learning abilities

of post-secondary agriculture teachers whose learning orientations
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are characterized by:

a} Social Relationships

b) External Expectations

e) Social Welfare

d) Professional Advancement
e) Escape Stimilation

f) Cognitive |nterest
Assumptions of the Study

For a teacher (including post-secondary agriculture teacher)

to majintain professional currency, he/she requires constant
renewal through participation in inservice education activities.
Adults particlipate in continuing education because they have
certain grals to satisfy. Therefore, an educational enterprise
planned and implemented based on the identified interests and
goals of the participants will enhance the quality of
participation.

Inservice education is an educational enterprise which requires
rational and complex instructional techniques in order to
adequately reach every participant.

It is possible to identify the learning orientations and preferred
learning styles of inservice education participants by employing
appropriate instruments to gather data and applying wvaricus

statistical techniques to analyze the data.
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5. The analysis of gathered data should point the way to many of
the psychological and other variables pertinent to, and motivating
the post-secondary agriculture teachers to participate in inservice
educat ion programs.

6. The post-secondary agriculture teachers are likely to gain competence
and improve their professional practice at the classroom level
if inservice education gave them a pleasant, satisfying and reward-

ing experience,
Significance of the Study

In Wisconsin, inservice education is in the process of being
made mandatory for all secondary teachers and maybe including the post-
secondary agriculture teachers as well in future, so that every
teacher will be "forced", as it were, to keep abreast of developments
in his/her professions and so awo id obsolescence. But the idea of
compulsory inservice education has met with mich disfavour in most pro-

fessional quarters where it is being practiced, includ ing teaching,ao’

31,32 Most teachers see it as an affront, an attempt on the part of
the authorities to deprive them of their inalienable professional
rights and freedom. If anything at all, mandatory inservice education
is detested by a large majority of teachers and remains a subject of
debate and controversy. Not many teachers regard their participation
in inservice eddcation as being significantly influenced by its

mandatory naﬁure; rather, they feel that they participate for motiva-

tional reasons. This study is significant because:
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a) It will lead to determining the overriding motiwvational reasocns
why the post-secondary agriculture teachers engage in inservice
education activities. Suwch information in addition to the
identitifed interests and needs of teachers could form a rational
base for program planning and implementation, |

b) The study should reflect a more vational basis for evaluating
inservice education, at least, as far as it relates to the
participation of individual teachers during inservice mestings
and thereafter,

e¢) Plamning inservice education programs around the motivational
reasons of the participants may very well be a positive step toward
making participation voluntary rather than mandatory; and hopeful -
ly, a more conducive atmosphere will recult between the authorities
and the post-secondary agriculture teachers for good inservice
programs to flourish,

d) Appropriate instructicnal techniques to help the teacher-partici~
pants meet their individual (or group) goals through participation
in Iinservice education activities have been an uphill task for the
program leaders. Know13833 among others, has written that "under-
standing how a person learns, and helping people understand how ta
learn is a major requisite for a successful program." This
observation can be of particular importance in inservice education
programming - since participants may have different goals than
those in more conventional learning situations. In a recent

34

article, Smith and Haverkamp™ stated that "educators should seek
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to match learners with learning situations that are commensurate
with their learning styles." This observation is of particular
importance for the post-secondary agriculture teachers, the
learners, and the Wisconsin Board of Vocational, Adult and Techni-
cal Education leaders designing and coordinating inservice pro-
grams for the teachers.

This study should be valuable in providing a variety of in-
service education strateglies to enhance the probability of effeec-
tive impact on participating perscnnel. This will allow for
difference in interests, in personalities, goals, or ways in which
perscnnel may be able to cope with thedr responsibilities and roles.
It will also help to emphasize the need for each individual to accept
the major share or respongihility for his or her own professional
growth. Experience has shown that the psychology of individual
differences gsimply does not support the arbitrary development of a
program with the assumption that it is suitable to all personnel
working in common areas of responsibility. Learning style has
potential educational use in counselling, program planning and imple-
menting, and administrative strategies to effect a good program,

The identification of motivational reasons underlying the teachers'
decislon to participate in inservice education should advance the
theory and models in an area of teacher education so vital to

professional growth.
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f) Overall, the effects of improved inservice education will most
probably lead to mere voluntary participation of the post-secondary
agriculture teachers and yield significant gains in their

professional competence.
Limitations of the Study

The limitations are related to the nature of the population for
the study, the limitations of the questionnaire as a data gathering
instrument, and the reliance on the theoretical concepts of learner
orientations and learniﬁg styles. o

This study was limited to the post-gecondary agriculture
teachers in Wisconsin, employed and actively engaged in teaching at
time the study was conducted, The target was the total population
of the teachers, but this was later found to be an ideal rather than
a reality due to a segment of the population, who for one reason or
another, failed to respond. The study specifically_analyzed the
learning orientations and preferred learning styles of the respondents
(post secondary agriculture teachers)., It is open to question whether
or not the results obtained could be given a wider generalization
beyond Wisconsin State.

The use of a questionnaire as the sole meaﬁs of gathering
data limits the information obtained to written responses to pre-
arranged questions. The Education Participation Scale (EPS)
instrument has been widely utilized to gather data related to adult

continuing education; so also has the Learning Style Inventory (LSI)
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to gather data relating to the preferred learning styles of learners,
In both cases, the possibility remains of variation in the interpre-
tation of questions by the respondents.

The statistical teclnique applied to gathered data to arrive at
the méjor factors, otherwise referred to as learning orientations,
has been criticized as subjective and inexact. The thecretical con=-
cept of learning orientations in itself is subject to a variety of
interpretations. As a psychological concept to explain learning
modes, learning style is still an object of hot debate among scholars,
All these were recognized as a limitation in the treatment of gathered

data and interpretations of the findings of the study,
Definition of Terms

The following definitions are meant to provide a common wnder=-
standing for certain terms used in this study:

1. Orientation --- A sense of one's position with relation to
an environment or some particular person, place or thing. In the

context of the study, Learning Orientation is used to denote the major

principle, or motive, which gives meaning or direction to any actual
or potential continuing learning act or process undertaken by the
post-secondary agriculture teacher,

2. Continuing Education --- For the purpose of this study,

continuing education is considered a process through which adults

engage in planned activities with the conseious intention of bringing
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about changes in information, knowledge, understanding, skills,
appreciation and attitudes; or to identify and solve personal or
community problems.

3. Inservice Education --- Inservice education in the context

of this study is regarded a form of continuing education for the post-
secondary agriculture teachers. It is conceived as efforts directed
at improving the teachers' professional competence.

4, Learning Style --— This is the aggregate learner's opinion

about the way he/she learns. In this study, learning styles for the
post-secondary agriculture teachers is conceptualized in four abili-
ties: reflective observation, concrete experience, active experi-
mentation, and abstract conceptualization.

5. Post-Secondary Agriculture Teacher --- This is a person

employed by the Wisconsin Board of Vocational, Technical and Adult
Education (WAVTAE) to give instruction in agriculture at the post-
secondary school level. He or she prepares his or her students, among
other things, for employment in production agriculture and related

agr ibusiness.

6. Mandanory Inservice Education - A legislated state requirement

that all practicing secondary teachers submit proof of participation
in inservice education activities as a condition for relicensure.

7. Motives -- Motives determine why people behave as they doj;
they are genotypes of behavior and the "springs" of action. They

"move" or "drive" or "induce" a person towards or away from certain
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behaviors. The terms 'drives', "motivations' or 'motives' as well as
'desires' are used interchangeably with 'reazons' and 'goalsg' in
this study.

8. Program Leaders --- The staff employed by the Wisconsin

Board of Vocational, Technical and Adult Education, charged with the
sole responsibility of administering the program of vocational agri-
culture at the post-—-secondary level in the state, Officially, they

are designated as 'Vocational Education Consultants',
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CHAPTER I1
THECRETICAL FRAMEWORK AND REVIEW OF LITERATURE
Introduction

One mark of the professional is his participation in continu=-
ing learning. Adult educators agree that to be successful, adult
educatien should be learner oriented. Andragogy stresses the
importance cf developing programs that are compatible with the
needs, motives and interests of the participant.l Since the many
different continuing education programs seem to serve different types
of learners in different ways and with varying degrees of success,
1t 1s critical for successful program development t¢ have a thorough
understanding of the characteristics which influence adult partici=-
pation. A well-reasoned program appreoach, therefore, will neces-
sarily begin first by clarifying the larger motives behind the pro-
fessional's investments on time, money and energy in continuing
educa’tian.2 Bashier3 pointed at participants' needs as central to
their motives in continuing education participation. The post-—
secondary agriculture teachers form a group of professionals, hence
it is reasonable to assume that they have certain purposes, needs,
motives and interests for participating in continuing education

activities.
25
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Although the area of adult education is by now replete with
studies'on the reasons adults participate in life-long learning, most
of the studies, rather than viewing participatjion as a motivated
behavior, have been conducted as an end in themselves. This study was
focused on the Wisconsin post-gsecondary agriculture teachers with a
view to investigating first, their learning orientations or the
motivational behaviors undergirding their decisicns to participate in
in-gervice education activities, and second, to relate these behaviors
to the teachers' preferred learning styles.

The guiding philoscphical principle for this study is one that
recognizes the behavior of the adult learner (his motives, needs and
interests) as a central issue in coni;inuing education program planning
and implementation, The concept of motivation being so central to
this investigation was emploved to explain many behaviors adults in
a learning situation exhibit.

Motivarion is a term used and perhaps most abused in adult
educaticn, One dicticnary definition is "that which tends to move a
person to a course of action", Kidd4 defines it as "a general term
used to designate the active kinds of relaticnship that an organism
has with its environment. Marxs defines it in belmvioral terms when
the wrote that it is made up of three specific elements; motive,
purpose, and intention, Motivation ay a concept has lent itself te
different definitions and interpretations depending on the psychologi-

cal and orientations involwved.
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Some motivational theories, conceptual models and typol?gies
were drawn upon to gunide this study and to explain the behaviors of
adults in continuing learning situation with particular reference to
the post-secondary agrieulture teachers participating ln inservice
programs in Wiseensin, Additionally, an attempt was made to relate
the orientations to learning of the teachers to thelr preferred
modes of learning.

The literature review for this study was organized in two major
topical areas, They are: The Theories of Motivation, and The
Learning Styles, Specificaliy, the review covered the following

topics:

A. The Theories of Motivotion
a) The Psychoanalytic Theory
b) The Mechanistic Theory
¢) The Cognitive Theory
d) The Humanistic Theory
Conceptual Model of Motivatfon
a) Maslow's Need Satisfaction Model
b) Haviglurst's Developmental Task Model
The Typologies and Educatlion Participation Scale
a) Houle's Typclogy
b) Additional Typologiles

¢) Education Participation Scale
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B. The Learning Styles
a) The Concept of Learning Styles
b) Learning Style Inventory

c¢) The Experiential Learning Model
The Theories of Motivation

The concept of motivation has long been a key factor in
attempts to explain or interpret human behavior. Unfortunately,
there are basic disagreements among psychologists and socioleogists
of the psychological and sociological phenomena concerned with the
theories of human behavior.6 There is COnLrover sy among scholars,
for example, whether behavior should be conceptualized as 'mechanis-

tic' or 'cognitive'.

The Psychoanalytic Theory

Psychoanalytic theorists hawe concentrated on unconscious pro=-
cess, asserting that people's behavior is determined by a complex
interaction between their unconscious drives and the envifonment. The
term 'drive' has been used in a general way to refer to internal
motivational factors, more or less directly physiological,

The instinct theory was adopted by Freud7 and later elaborated
upon by M’cDougall.8 Freud postulated that man is praopelled to
action by instinetive stimuli "emanating within the organism and
penetraling to the mind", He advanced one of the most influential

theories of human behavior in recent history. His views were greatly
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influenced by Charles Darwin's, Freud's view of the human being and

especlally his behavior was aptly summed up by Apps:g

action

.+:he considered the human being at birth to be a
bundle of instinctual drives, The struggle of the
eg0 to bring the drives of the id, the needs of the
superego, and the experience of reality into

balance determines the individnal's later behavior.
Cultural and societal influences, to a lessger or
greater extent, cause people to suppress their
natural instinctual drives and display behaviors that
could be described as good or moral. This suppression
of ingtinctual drive is learned; it does not occur
naturally,

In Frewd's view, human behavior is a sum total of an inter-
of various forces working within and without the individeal.

After the rize and fall of the instinct theory in the late

1920's it became for a time fashionable to utilize the concept of

Ydrive

' as a kind of substitute for imstinct. The endless 1list of

instincts had hastened the demise of the instinct concept as an

explanatory mechanism, Bollesl0 summarized the instinct controversy

and the reason for the shift to the drive construct:

«++.The only obvious immediate outcome of the Great
Instinct Controversy was that the word "instinct was
banished; it virtually disappezred from the psychologi-
cal literature for the next 15-20 years. When it began
to reappear it was purely as descriptive term designat-
ing unlearned behavier. It has been stripped of its
pricr connotations of emotion, biological adaptiveness,
untconscious impulses, and teleology. These connota-
tions did not perish when the word was banished, however,
they merely beccome attached, with varying degrees of
persistence, to the new word "drive",

Drive was an even better compromise concept than
instinct had been. It gave the mechanist just the
principle of mechanical causation he wanted; and the
dr tves promised to have the objective physiological or
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physical basis, which the instincts lacked. Drives

also permitted the vitalist and the mentalist to keep

at least a deseriptive teleology of the kind Craig

and Tolman had proposed, Drives were manifest in

behavior, had physioclogical correlates, and gave rise

to man's desires. Thus, they bridged all the inter-

disciplinary gaps that instincts were supposed to

bridge.
But drive as a theoretical concept of looking at motivated behavior
soon led to disenchantment among psyt:.holc:-gists.l:L It was felt that
a concept that can explain everything is very close to explaining
nothing. However, the drive concept persisted principally because it
coculd be empirically investigated - drive antecedents could he
manipulated systematically and their behavioral effects observed
under controlled conditions, Drive was alsc seen as performing a

function of bridging the gap between the theories of mechanism and

cognition.

The Mechanistic Theory

The general theory of behaviorism was developed by John B,
Watsonl2 in 1913, He believed in making the study of human behavior
as scientific as possible. Watson's behaviorism was a rebellion
against both structuralism (the science of the content of the mind)
and functionalism (functionalists stress the adaptive nature of
behavier, e.g., adaptation of the organism to the enviromment).
Watson differed significantly from other behaviorists of his time
because he did neot believe in introspection; rather he agsserted that

human behavior should be objectively and scientifically investigated.
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One of the leading behaviorists today is B, V. Skinner.13

Gordon W, Allporth traces the behaviorists' roots back to
the philosophy of John Locke, Locke assumed that the individual's
mind was a tabula rasa {(or blank slate) at birth:; conteat and
structure were acguired only through the Impact of external sources.
watsonls argued;

«eee) wish to draw the conclusion that there is no

such thing as an inheritance of capacity, talent,

temperament, mental constitution, amd characteristics.

These things again depend on training.

The mechanists are gulded by the arguments of Watson and
cther behaviorists and neo~behaviorists.

The Hullian theory (later known as the Hull-Spence Thecry)
of the 1940's built on and extended the drive theory. The basic con-
structs of the theory are habit, drive and incentive., Hull was
interested in the formation of habits and the activation {(drive) of
those habits.

Hill's thinking was influenced by the developments taking
place in the areas of psychelogy and philosophy at that time, He was
very much influenced by the views of Datwin, Watson, Thorndike, Paulaw,
Ritcher and Russe.l,16 people whe are very much associated with the
stimilus-response (5-R) theory and are often classified as learning
theorists, or more generally behavior theorists.

The conception of the behaviorists is that behavior is brought

abont by the onset of external or internal stimuli. The direction

of behavior igs then determined by mechanistic S5-R bonds, or habits.
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The prohability of performing the behavior at some other time depends
on reinforcement contingencies, Marxl7 summar {zed the perspective
cf the theory as:

vessWhile they make no specific denial of important

functions within the organism.,..the S-R theorists

focus their attention upon more readily quantified

and observable extraorganismic avents and tend to

ignore infoermation-processing or cognitive functioms,

Hull was considered the father of S-R theory. His earlier
concaption of the determinants of behavior specified motivation ag
basic and that motivation is a functiom of Drive ¥ Habit. This con-
ception was changed in 1951 as a result of the influence of Kenneth
Spence who introduced the concept of 'incentive' as a factor in mot-
ivation. Hull agreed that gquality and gquantity of incentives
affect behavior independent of their influence on habit. His new
conception of behavier specified that performance is a function of
Drive X Habit X Encentive. Hull also developed some psychological
models one of which demonstrated the relationship between unsatisfied
needs (which are pre-requisites for behavior) and the direction and
magnitude of the behavior. Two classes of mechanistic theories are
distinguishable: (1) those theories that attempt to explain behavior
without using hypothetical constructs or intervening variables,
just as a stimulus-response approach as presented by such psychologists
as B, F. Skinner and Guthrie and some other associationists, and
2) these peotehaviorists, such as Hull and Spence who include many

intervening comnstructs in their theories of behavior. It should

however be pointed out that both points of view assume that stimuli
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are the instigators of behavior, that habits are S-R connections,
that behavior 1s not consciocusly "end-seeking”, and that intervening
cognitions should not be employed in the analysis of acticn. They
believe that mechanistic principles are sufficient for the formaticn
of the laws of motivation.

Overall, the mechanistic theory has contributed significantly
to the thoughts on motivational phenomena in both animals and humans.
The issues raised however are (a) whether a2 mechanistic conception
of motivation can adequately explain the richness and complexity of
human behavier and (b) whether the influencé of thought upon action
can be ignored in motivational theory. The mechanistic position is
no longer theoretically viable nor is it supported by recent
empirical data.

The behavioristic stand has implications for adult education
programming. An insttructional system which views the learner as a
mere advanced animal or machine to be fed informatiom certainly misses
the essence of education, Adults are rational beings with a purpose
behind their actions. A theory which views them as mere 'tabula
rasa' is a disservice to the course of education and hence inappro-
priate for planning and implementing continuing learning;such should
not be used as a guiding principle.

Effective adult education demands not only that the learner
should form part of the planning and implementation process, but that
his identified goals, needs and interests should be central to the

program,
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The Cognitive Theory

Cognitive psycholegists believe that people decide what to do,
sc they have concentrated on thought process. They consider the way
people make and process information and make choices about what to
do, The cognitive theories conceive of an action sequence as insti-
gated not by stimulation but by some source of information, External
or internal events are received, enccded and tranzformed inte a belief,
The direction and persistence of behavior as the organism pursues
its goal is a function of the intervening thought processes. This
approach may be characterized as stimulus-cognition-respense (S-C-R);
and it indicates that a higher mental process is brought between
inputs and behavioral outputs.l9

Two types of cognitive theoriesg are digtinguishable; all of
them accept the necessity of employing intervening constructs in the
explanation of action, The views representad by such psychologists
as Atkinson,20 Lewin,21 Rotter, 22 and Tolman23 accepts 'expectancy'
as a dterminant of action, that is, organisms anticipate end-states
or goals, The second view incorporates cognitive concepts and
processes In addition to goal anticipaticns. As determinants of act-
ion, the theories recognize such elements as information assembly,
cauysal attributilons, judgments, self-evaluation, etc., as fundamental.
Thoughts intervene between incoming information and the final
24

behavioral response. Proponents of this theory inciude Heider,

Festinger,26 Lazarus,26 and others.,
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The term 'field' was used in the psychology of motivation to
denote a psychological environment with its antecedent -- consequent.
relations. It was employed to indicate that the psychologist is
interested in analyzing the entire enviromment rather than concen=-
trating on particalar aspects of it, Thus, a field theorist is one
who concentrates on the 'dynamics' as well as the "structural' facets
of behavior, concentrating on the analyses of its subjective and
objective aspects.

The most influential of field theorists in Kurt Lewin.27 His
theory was an attempt to explain behavior from a number of muliti-
causal aspects such as, environment, person and his goals, forces,
needs, drives, tensibns and actions, within a single integrated
conceptual schema.

The major structural aspect of Lewin's field theory is that of
the life-space. Life-spacé is the subjective relaticnship between
the perscn and his psycheological environment, Lewin was greatly
influenced by physicalistic conceptions in science, as he borrowed many
of the concepts of physics, like 'life-space'. He contended that
behavior is guided by a knowledge of the path to the goal. His
conceptual schieme ©ould be dichotomized into two categeries: person
constructs and enviroumental constructs. Lewin's basic and well-
known programmatic statement is thai{ behavior is a function of the
person and the environment. The person and the environment comprise

the life-space, The life-space represents psychological reality; it
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depicts the totality of facts that determine behavior at a moment

in time., The psychological environment {needs, attitudes, motives,
and so on) affects the way an individual perceives his envirommental
objects and events., Similarly, the environment influences the
person.

Lewin's concept of tension attempts to integrate the person
and enviromment constructs. When there is tension the environmental
object is imbued with a valence, The valence establishes a force-
field, and the force acts on the person to locomote toward the goal
cbject. Tension is released when the goal is attained, reducing the
valence of the environmental object and diminishing the force acting
on the person, thus cau;ing behavior to cease and a state of
equilibrium brought about. He contended that man's goal is to be in
equilibrium, a state of balance and harmony between the different
regions of the 1ife-space.

It is pcossible that participants (post-secondary agriculture
teachers) in inservice education are in a state of tension because of
some needs aroused In them by internal and external forces. If they
are to reach a2 state of equilibrium in their life-space, participation
_in continuing education is a logical step to take to restore them to
a normal state,

Tolman,28 as a field theorist, did contend that behavior is
~guided by a knowledge of the path to the gral. He introduced the
concept of 'purpose' in his theoretical comstruct. Purpose is

objectively defined as the approach toward or away from a goal. His
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theory was an attempt to explain the larger and more meaningful
components of behavicor. Tolman's system consisted of independent
variables such as humger, intervening variables such as cognition
and perception, and dependent variables such as, speed of response.
Thig gystem bhears a striking resemblance to Lewin'’s with its emphasie
upon the total situation, behavioral space, perceptual and cognitive
components. Yet it differs in that his experiments were performed
on rats tather than on human heings.

Because Tolman's experiments were mainly conducted on animals
it will be difficult to interpret his findings in terms of human
_beings. WNevertheless, because of the gimilarities of theory with
Lewin's and others, his theoretical construct of "purpose’ has a
message for adult-education. The fact that some teachers participate
in inservice education and others not may have sanething to say about
the awareness of their professional responsibilities and level of
motivation.
| Atkinson's29 model of achievement theory is a cognitive theory,
The theory assumes that one's belief about the likelihocd of attairing
a goal mediate between the perception of the task stimulus and the
final achievement-related response, His theery was mich Influenced
by Miller'530 confl ict model, The achievement-related hehavicor is
conceptunlized as a resultant of conflict situation. The theory says
that the cues asscciated with competition against a standard of
excellence arouse both the bope of success and the fear of failure.

The strength of the approach tendency toward the goal (the hope of
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success) relative to the strength of the avoidance tendency (the fear
of the failure) determines whether the individual will locomote toward
or away from achievement related tagks.

Atkinson's theoretical conception is of importance in edu-
cational settings, particularly in vocational programs, program
planning and instructions, ability groupings and the effects of
competition.31 Attendance and quality of participation at inservice
education meetings are likely to be influenced if programs are
planned in a way to give teachers a positive perception and different
instructional strategies employed to deliver inservice education
materials.

Julia Rotter,32 a cognitivist, was concerned with the causes
of motivation. She developed a theory very much similar with Lewin's
and Atkinson's, known as "the social learning theory". Three basic
constructs are included in the social learning theory to demonstrate
the fact that the major or basic modes of behavior are learned in a
social setting, The constructs are: behavior potential, expectancy
and reinforcement value., She defined behavior potential as '"the
potentialities of any behaviors occurring in a given situation or
situations as calculated in relation to any single reinforcement or
set of reinforcements'", Expectancy, on the other hand, was defined
as "the probability by the individual that a particular reinforcement
will occur as a function of a specific behavior on his part in a

specific situation". And finally, reinforcement was conceptualized
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a5 identical with the general construct of incentive.

Rotter's theory of motivation states that behavior potential
is a function of the expectancy of a goal and the reinforcement value
of the goal. Her investigations of the effects of luck or chance
(external factors) versus task or skill (internal factors) situations
led her to the cenclusion that the cues associated with luck and
skill situations are linked with different patterns of reinforcement,
and hence produce different goal anticipations and approach behavicr.

Inservice education for the post-secondary agriculture teachervrs
takes place in a social setting. The types of behaviors teachers
demonstrate toward participation may very well depend on many factors,
such as, how much they find the inservice experience satisfying and
rewarding, and the extent to which it has helped them achieve their
goals. Goals of participants therefore become a central element that
could attract teachers inte ingservice education activities, If pro-
grams help them to achieve their goals, it is l1ikely that they will
derive reinforcements that will lead to self-motivation.

Operationally therefore, inservice programs for the teachers
mst not be left to chance or luck, but that it should be consciously
and purposefully planned with the participants' goals or needs in
nind. |

The second group of cognitivists differ from the first mainly
in their emphazes on thought processes that intervene hetween the time
an information is received and the final behavioral response,

Lazaru533 for example, believes that the main determinants of emotional
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reactions are cognitive processes that are instigated following the
perception of a threat stimulus. He contends that arousal is deter-
mined by copgnitive appraisal and not a prior organismic state to
which a cognitive label is applied., He focused enquiries on how
cognitions guide the organism to a "consideration of the nature of
one's plight and what might be done to obviate it."34 He concluded
that emotional reactlons are a function of the cognitions concerning
the perceived stimulus events. He suggested that, contrary to the
views of the Drive X Habit School of thought, which concelves

behavier as an internal emoticnal reaction necessary to energize
behavior and such often views as expressed by McClelland and Atkin-
son, concelving of motives ag based upon emotions, emotioms be

treated as responses rather than as motivators. The new concept would
imply, therefore, that motivation and emotions be viewed as responses
following the cognitive appraisal of the stimulus situation; emo-
tions then become detatched and motivations then become closely linked
with cognition.

Festinger35 viewed motivarien in relation to human behavior in
his conceptual theory termed "cognitive dissonance'. Cognition is
the central concept to Festinger's theory and that of Heider's attri-
buticon theory,36 explaining the process an organiam attains psycho-
logically balanced state within itself and with the epviromment.

The central presumptioq to Festinger's theory is that all the
different relationships among cognitions can be classified either as

consonant or dissonant. A consonant relationship exists when there
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is correspondence between the cognitions éoncerning one's actions and
the consequences of that actjon; a dissonant relationship exists when
a lack of correspondence between the cognitions occurs. According

to the theory, dissonance produces a state of tension which the
individual tries to remove or reduce, and consequently is motiva~-
tional in nature. The elements of disscnance refer te 'beliefs' or
'knowledge'. These elements may be unrelated to one ancther or be
related in a consonant or dissonant manner,

Dissonance can be removed in two ways:

(a) the individual can change his behavior, like in the case of
a student, he may decide to withdraw from the course, or

(b) the individual (student) can change his cognition. Accerding
to Festinger,37 "The individual sets about discovering values
and rewards in the situation that satisfies some motivation he
may have other than the motivation that led him to take the action
in the first place'”,

Overall, Festinger's dissonance theory has implications for
ingervice education programming of the post-secondary agriculture
teachers. It is expected that those teac hers who are .gscious of
their professional respomsibility are likely to be dissonmant. This,
in effect, means that they will have certain needs to satisfy or
gape to fill in their professional life. Such teachers would find
it logical to participate in such activities as inservice education

in order to attain a state of consonance or organic equilibrium
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until new needs are again felt.
Heider38 in formulating the attribution theory, attempted ““to
clarify some of the basic concepts that are mest frequently ewcountered

in an analysis of naive descriptions of behavior."

His theory concerns
the process by which an individual interprets events as being caused
by a particular part of a relatively stable environment.3g Attribu-
tion theory iz a movement away from the mechanistic description of
hunan behavior to a rationalistic one. The theorists deal with the
rejationship between events and their causal agents =-- why an event
has occurred, what source, motive or state it may be ascribed. The
Heiderian theory perceives the determinants of behavior much the
same way as Lewin; behavior is a functicn of the person and his
environment, The theory views both the internal and extermal forces
as combining to give expression to an individual's behavior.

Heider (and Lazarus) regards motive as an important element of
human behavior, slthough its role in behavior is not well understood
by psychologists.

Attribution theory indicates that the behavior of teachers
participating in continuing education programs can be attributed to
certain underlving motives. The determination of such motives may
very well be a first step to take in developing a viable inservice
educatlon program. The theory also assumes that motive, as an element
of behavior, is determinable through a proper appraisal of both the

Internal and external forces acting on the individual, in this case,

the post=secondary agriculture teacher.
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The Humanistic Theory

The third possible category of cognitive theorists, the human-
ist group, is found represented in the conceptions of such psycho-
logists as Allport:,39 Maslow,ao Rogers,&l and others. The members of
this new force believe that bhehaviorism is a narrow, artificial and
relatively sterile approach to the wnderstanding of man. They argue
that the emphasis on studying the overt behavior tends, they suggest,
to dehumanize man and reduce him "to a larger white rat or a slower
cumputer."az They further argue that the image of man provided by
the 5-R orientation presents, at best, an incomplete picture of human
nature and, at worst, one that may be totally inaccurate, Behavior-
ism, in other words, does not come into grips with what is wnique
about man - those highly subjective qualities and capabilities that
set him apart from the laboratory animal, In their view, man is such
a complex organism that cannot be objectified, quantified, and
reduced to S-R units as believed and practiced by the Lockeans,
Freudians, positivists and objectivists.

Personality theorists are convinced that an adequate under-
standing of lman behavior will evolve only from the study of the
whole person, the holistic approach. This means in James F. Bugental's
deacriptian:¢3

«.e..a complete description of what it means to be alive

as a human ‘belng....including an inventory of man's

native endowment; his potentialities of feeling, thought,

action; his growth, evolution, and decline his inter-

action with various environing conditions,...the range

and variety of experience possible to him; and his
meaningful place in the universe,
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- Humanistic psychologists are concerned with all aspects of
human being that are uniquely human: love, hate, hope, happiness,
humour, affection, responsibility, the meaning of life, ete. They
criticize the behavioristic school and describe their study approach
of man as mechanistic, possivisitic, reductionistic, elementistic
and simplistic--techniques that are by any descriptions inadequate to
give a comprehensive and true view of the complex nature of human
behavior,

Man is a unigque organism compared to plants and animals. This
view was vividly expressed by .éxllport:J'LZl

«vseUnlike plants and lower animals, man is not

merely a creature of cell structure, tropism, and
instinct; he dees not live his life by repeating,

with trivial variation, the pattern of the species,
Nature's heavy investment in individuality stands
forth chiefly in homo sapiens. While we may recognize
individual differences among dogs or varying strains
of temperament among rats, still their lives in all
esgsential particulars are regulated by their membership
in a species., Man alone has the capacity to vary his
biological needs extensively and to add to them count-
less psychogenic needs reflecting in part his culture
(no other creature has a culutre), and in part, his
own style of life (no other creature worries about his
life-style}.

Six positional statements made by Ea.tgental('5 appear to catch
the distinctions between the behaviorists' and humanists' views of
human nature and how investigations about it should be conducted:

1, Adequate mderstanding ahout human nature cannot be
based exclusively {or even in large part) on research
findings from animal studies, Again, man is not a
larger 'white rat', and a psychology based on animal
data obviously excludes distinctly human processes and
experiences,
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2. The research topic chosen for investigation must be
meaningful in terms of human existence and not selected
solely on the basis of their suitability for laboratory
investigation and quantification, Currently, topics
not amenable to experimental treatment tend to be
ignored.

3. Primary attention should be focused on man's subjective
internal experiences, not on elements of overt behavior.
This is not to suggest that overt behavior be discarded
as a subject of study, but rather that it should not be
the only subject of investiganion.

4, The continuing mutual influence of the so-called
pure psychology and applied psychology should be
recognized, The attempt to sharply divorce them is
detrimental to both.

5. Psychology should be concerned with the unique individual
case instead of the average performance of groups. The
current group emphasis ignores the atypical, the
exception, the person who deviates from the average,

6. Psychology should seek that which may expand or enrich
man's experience,

Many contemporary humanistic writers trace their arguments to
Leibnitz. Allport45 for example, claims that:

+eesesTo Leibnitz the intellect was perpetually active

in its own right, addicted to rational problem solving,
and bent on manipulating sensory data according to its
own inherent nature. For Locke the organism was reactive
when stimulated; for Lebnitz it was self-propelled,

The Leibnitizian tradition....maintains that the
persen is not a collection of acts, And activity
itself is not conceived as agitation resulting from
pushes by internal or external stimulation, It is
purpasive., To understand what a person is....is always
to refer to what he may be in the future, for every state
of the person is pointed in the direction of future
possibilittes.

What are the implications of the humanistic theory for viewing

the motivated behavior of the adult participating in continuing
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learning? Many writers have argued for a holistic approach to
andragogy 2s the only way to view adult behaviour since it is now
clear that neither the mechanistic nor the organismic viewpoint is,
in itgelf, adequate for this purpose, App946 for example, argued:

+exs1ls it possible to consider the three viewpoints——-

the behavioristic (mechanisfic), psychoanalytic {organismic}
and humanistic viewpoints -- at the same time? That is,

1s it possible to transcend the problem....so as to
accommodate all three viewpoints? We believe that it is

not cnly possible but essential to do so.

+»+eIn other words, the human being is, at the same time

in part determined (the organismic position), in part
influenced by environment (the mechanistic position), and

in part purposive and self-directed (the hwmanistic approach).
Each individual does have animal characteristics and thase

do influence behavior....Human beings are also integral

parts of the natural world....Human beings are also inte-
gral parts of their society and their culture and are
constantly influenced by societal and cultural forces,...
human beings also have characteristics that make them human.

In his own contribution to the humanistic position of viewing
behavior, Maslow47 chserved: ,

Recently, T have become more and more inclined to think
that the atcemistic way of thinking is a form of psycho=
pathelogy, or at least one aspect of the syndrome of
cogunitive immaturity. The holistic way of thinking and
seeing seems to come quite naturally and automatically
to healthier, self-actualizing people, and seems to be
extracrdinarily difficult for less evolved, less mature,
less healthy people.... This theory is, I think, in the
funectionalist tradition of James and Dewey, and is
fused with the dynamism of Freud, Fromm, Honey, Jung and
Alder. This integration or syntheses may be called a
holistic-dynamic theory,

A holistic-dynamic view of the learner (post-secondary
agriculrure teacher) would necegsarily imply having a deep understand-

ing of him; the envirommental forces impaesing on him, his animalnegs,



47

and such other characteristics that are unique and which set him
supreme to other animals such that he is capable of acting under voli-
tion to shape his own life.

Psychologists postulate that complex behaviors, the type
exhibited by the adult learner, are largely motivated behaviors caused
by "homeostatic need, painful stimulation or innocuous stimili....;
people are endowed with tendencies which cause them to maintain
equilibrium or a state of synchrony between their constituent parts,
Behavior aimed at restoration of balance may induce a state identical
to that existing prior to the tension increase but, in the case of
adult education participation, probably result in balance at a new
level. This idea is basic to a line of thought pertaining to motivatim
for adult education attendance derived from holistic psychology and
the homeostasis ideas developed by psycholégists'.aa With this
background, the learning orientations of the post-secondary agricul-
ture teachers may be explored with focus on the psychological and
environmental factors influencing them----their motives, interests,
and to significance of incentives. These variables may be explored
under two conceptual motivational models and various motivational
typologies, The models and typologies are closely related and form a
framework for research in why adults participate in continuing

education (inservice education).
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Conceptual Models of Motivation

Maslow's Needs Model

Need, ay a concept tc explain human behavior, has received
mich attention from psychologists for quite sometime, prominent among
which are Lewin,dg Hull,SO and Murray.Sl Lewin was one of the
garlier theorists to recognize need as an important element of human
behavior, His theory attempted to represent the various multi-causal
factors of behavior, such as the objective enviromment, the person
and his goals, forces, needs, drives, tensiomns, actions with a
single integrated conceptual schema. Central to this schema is the
motivational concept of need. Hull conceptualized "need' as a driving
force for the associated activity performed by an organism. Murray's
theory of bhehavior was based on needs. Realizing the endless list of
human needs that one could come up with, he attempted grouping them.

The real attempt to bring order into need as a theoretical con-
cept to explain human behavior was made by A. H. Maslow.52 Maslow's
need satisfaction model provides a view of motives underlying partici-
pation that explains why learners express varying reasons for partici-
pation in educative activities and why sowme reascns are predominant
at given times, Maslow described the basic needs in a hierarchical
order ranging from physiclogical, safety, affiliation, esteem and
ending with self-actualization, TIf inservice education represents a
motivated behavior, the need satisfaction model suggests that the

motives prompting the post-secondary agriculture teachers to engage
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in learning activities are hierarchical in nature. Thus, persons

in varying states of need satisfaction will participate in inservice
education activities for reasons related to their basic needs. As
lower order needs are satisfied (presumably through inservice edu-
cation, participation), higher order needs may emerge, prompting the
learner to again participate, but this time for a different higher-

order reasons,

Havighurst's Developmental Task Model

Havighurst'553 developmental task model, a motivational
model, proposes that persons must complete a series of tasks at each
developmental stage of life, He identified six different life stages
of developmental tasks that people face: (1) infancy and early
childhoed, (2) middle childhood, (3) adolescence, (4) early adulthood,
(5) middle age, and (6) later maturity.

Examples of developmental tasks for the adult stages are as
follows:

Early Adulthood (ages 18 to 30).

Selecting a mate

Learning to live with a marriage partner

Starting a family

Rearing children

Managing a home

Getting started in an occupation

Taking on civic responsibility
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- Finding a congenial social group
Middle Age (ages 30 to 55)
- Achiewing adult civic and social responsibility
© = Establishing and maintaining an economic standard of
living
-~ Asssisting teenage children to become responsible and
happy adults
- Developing adult-lelsure time activities
- Relating to one's spouse as a perscn
= Accepting and adjusting to the physiological changes
of middle age
- Adjusting to aging parents
Later Manurity (ages 55 and over)
-~ Adjusting to decreasing physical strength and health
- = Adjusting to retirement and reduced income
- Adjusting to the death of a spouse
- = Establishing an explicit affiliation with one's age group
© = Meeting scocial and civie obligations
-~ Establishing satisfactory physical living arrangenents
He concluded that successful achievement of these tasks leads
to happiness and success with future tasks; fallure leads to
unhappiness, societal disapproval; and difficulty with subsequent

tasks.



51

According to the model, the developmental tasks motivate

- participation of adults in learning activities as the adult seeks
assistance in the successful completion in successive tasks. This,
in part, explains why the learning orientations of adults may differ
not only from one stage of life to another, but from one person to
another, and bhetween sexes.

The post-secondary agriculture teachers are likely to be
responding to 'developmental life-tasks' by participating in in-
service education activities in an attempt to secure societal appro-
val, and to maintain a level of consonance in themselves. The
differences in their learning orientations may be explainable in terms

of their varied backgrounds.
The Typelegiles and Education Participation Scale

Houle's Typology

In 1961, Cyril Houle54 in his text, "The Inguiring Mind,"
developed a conceptual model for studying adults' orientations toward
learning through the use of individual interview techniques, Partici-
pation was studied based on the adult participant, not the act of
participation, 1In was an attempt to study differential participation
based on a motivational schema, This represents a further shift
from socio-economic variables of participation to the study of psych-
logical and attitwdinal variables;

" Despite the =small size of Houle's sample and the absence of

empirical analysis, this study has become a useful and durable point
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from which to begin participation as it relates to motivational
orientations,

After interviewing twenty-two continuing education participants,
Houle suggested that there were different orientations toward learning
and these different orientztions or motivational types influenced
participation. He attempted to classify continuing learners omn the
basis of their expressed reasons for participating in education,
Although subjects indicated multiple reascns for participation, they
varied in the emphases they placed on these reasons., This led Houle
to propose that adult learners could be sorted into three groups on
the basis of their orientations toward learning:

+es.The first, or as they will be called, goal-orilented

participants are those who use education as a means of

accomplishing fairly clear-cut cbjectives. The second

group of participants, the activity oriented, are those

who take part because they find in the circumstances of

learning, a meaning which has no necessary connection

(and often no connection at all with the content or the

announced purposes of the activity). The third, the

learning oriented participants seek knowledge for its
own value,33

Houle's model is static; one's primary motivational orienta-
_tions do not change, When combined with the need satisfaction, develop-
mehtal task or other motivaticnal models however, thea motivational
orientations become more fluid, varying on the basis of hierarchical
needs, state of develepment, or other mocivational factors. Thus,
Houle's orientation model serves to organize the motivational dimen~
silons underlying participation; motivational models explain the pre~-

dominance of cone or another orientation in a given subject at a
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given time.

Houle's cﬁncept of motivational orientations provided the
framework for subsequent research concerning the motives of adult
educaticn participants. Although many matrixes have been generated,
no writer has subsequently completely accepted or refuted his three-
factor typology. Mest of the following researchers produced anywhere
from 7 to 12 factors and explained these findings as either 'confirm-
'

ing', 'sharpening' or 'supporting' Houle's typology.

" Additional Motrivational Typolopgy Models of Participation

As mentioned earlieg Houle's typolegy for classifying the
reasons for participation was the cornerstone for other studies that
followed, as well as the development of refined survey instrumenta-
tion and further delineation of participation oriemtaticns (Sheffield,ﬁ6
Boshier,s7 BurgessSs).

Chart A is a summary of the motivational orientations identi=-
fied in studies of participation hy Dickinsun.sg

Sheffield60 developed the continuing Learning Orientation
Index (C.L.0.I.) consisting of 58 items scored on a five-step index
and used the instrument to gather data from over 400 conference

participants. Sheffield concluded through factor analysis that the

five factors supperted Houle's basic participation orientations.
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CHART A

SUMMARY OF FACTORS IDENTIFIED IN
STUDIES OF LEARNLING ORIEWTATION

HOULE TYPOLOGY

5tudy/Researcher Goal Activity Learning
Orientation Orientation Orientation
A, Continuing Learning
Orientation Index
{C.L.0.1.)
1, Sheffield Personal=-goal Need fulfillment Learning
Socletal-goal Soclability
2. Sovie Persocnal-goal Need fulfillment Learning
Occupational- Personal~
goal soclabilicy
Professional- Professional-
goal sociability
Societal-goal
B. Education-
Participation
Scale (E.P.5.)
3. Boshier Other—-directed Soclal contact Educational
advancement 5elf vs. other preparation
centeredness
4, Morstain External Social relation= Cognitive
expectatiaong ships interest
Frofessional
advancement
Social welfare  Escape/stimulation
C. Reasons for
Educational
Participation
(R,E.P.)
5, Burgess Personal-goal Social actiwity Desire to
Soecial=goal Esecape know
Religious—goal
Meet formal
requirements
6. Grabowsiki Persconal=-goal Social activiky Desire to
Social~mgoal Escape know
Study alone Intellectual

sacuricy



1,

2.

4,

5.

C.L,0.1. Participation Factors

Learning orientation - seeking knowledge for its own
sake. |

Desire - activity orientationm - an interprersonal oxr
social meaning with no comnection to the activity
content

Personal-goal orientation - participation to accomplish
gocial or community objectives.

Sccietal goal orientation - participation to accomplish
social or community objectives.

Need=activity orientation - participation because
learning has an introspective or intra-personal meaning

with no connection to content of activity.
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1 conducted a similar study using the C.L,0.1, which confirmed

Burgess62

factors:

and reaffirmed Sheffield's results but she significantly included

non-participants in her sample,

that not all clusters of participation orientations had been found

and that there was a need for larger studies, He defined eight

1. The desire to know

2,
3.

4,

The desire to achieve a personal goal
The desire to achieve a social goal

The desire to take part in social activity

after studying the research of the others, concluded




56

5. The desire to escape some other activity or
situation
6. The desire to comply with pressures exerted by
relatives, friends, and society.
7. The desire to comply with requirements
8. The desire to study alone or just be alone.
These factors were developed in a 70-question instrument named

Reasons for Educational Participation. After extensive factor

analysis, the findings supported the earlier hypothesis that
participation motives will cluster into a limited number of groupings.

Studies by Bashier,w'64 Morstain and Smart,65'66

demonstrated
further the effectiveness and ability of a cluster typological
approach in identifying a range of motivational orientations for
participation in adult education activities. These participation

orientations were not developed from a prior grouping of adults using

only demographic characteristics.

Education Participation Scale

The Education Participation Scale (EPS) was developed by
Boshier67 in order to also investigate Houle's conceptions of partici-
pation orientations using an appropriate measuring instrument. The EPS
is composed of 48 possible reasons for participation in educational
activities, Individuals are asked to rate on a nine-point scale the
relative influence that each of the reasons had on their decision to

participate, The 48 reasons were derived from Boshier's earlier
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open-ended questioning of participants din University Extension

courses, examination of the Inquiring Mind, and the highest loading

items from Sheffield's study,

The first study was administered to

233 randomly selected participants in three evening programs in

Wellington, Wew Zealand,
itenms,

Senerated seven second-order factors,

Test/retest reliability was conducted on aii

Responses were factor

akin to Houle's three factor typology.

1.

2.

FIRST ORDER

Social Welfidre

Social Contact

Other-directed
Professional
Advancement

Intellectual
Recreation

Inner-Directed
Professional
Advancement

Social Conformity

Educational
Preparedness

Cognitive Interest

Educaticnal
Compensation

Social Sharing

SECOND ORDER

Interpersonal
Improvement /Escape

Inner vs, Other-
Directed Advancement

Social Sharing

Artifact

Self-Centeredness
vs. Altruism

Professional Future
Orientation

Cognitive Tnterest

-analyzed and 14 participation factors

The third order factors were

THIRD ORDER

Other~directed
Advancement

Learning Orien-
tation

Social Contact

Self vs. Other
Centeredness
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11, Television Abhorence

12, Social Improvement
and Escape

13, Interpersonal
Facilitation

14, Educatiomal
Supplementation

Boshier further developed these participation responses into
a two dimension "growth'" and "deficiency" model of participants. The

need was indicated "

+=-+t0 validate the EPS on extreme groups of
adult education participants known teo vary with respect to motivation
and to ascertain the relatjonship between factor scores and the num-
ber of courses attended....highest educational qualificaticn....and

subject matter of courses attended.“68

Although it does not appear
that this was intended to encourage the use of EPS in a single
occupational set using participation as a mediating variable, the
intriguing use of this application explains part of the purpose of
the study., Hopefully, this will add to the understanding of the
utility of using the EPS to identify motives.

In 1974, Morstain and Smart69 replicated Boshier's study te
determine the usefulness of EPS in a cresscultural context, New
Zealand as contrasted to United States and to study differences in ex-
preased reascne for participation when adult students were clustered
in groups by sex and age. Using the 48 EPS items on a larger sample

of 648 part-time, degree oriented adults, six orientaticns were

obtained similar to those obtained earlier by Boshier, They
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labelled them thus:

1, Social Relationships

2. Extefnal Expectations

3. Social Welfare

4. Professional Advancement

5. Escape/Stimulation

6. Cognitive Interest

These factors were then studied to determine the degrees of
importance accorded them by certain groups of individuals. Notice-
able variations existed across different age-sex groupings of adults
i.e., occupational, age, education. Would results from the EPS
enable one to identify adults with different purposes for participation
in continuing education? This 1974 study tends tec support the dif-
ferentilating ability of the EPS and indicates reasons for partici-
pation that are more complex than Houle theorized,

In 1976, Boshier again studied EPS but with special attention
to related studies and their resulting problems of statistical
factor analysis. After pointing out the many pitfalls of statistical
techniques used in the various studies of Houle's typology, Boshier68
concludes that, "Houle's original work is not wrong. It just did
not go far enough to include all the basic ordientations which exist,”

Finally, in 1977, Morstain and Smart moved EPS methodology
another step by not only identifying participation typelogies but

examining distinctive profiles of adult learners grouped in terms of
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these motivational pattems, Results indicated that each group of
adult learners associated with a derived motivational pattern
exhibited a wide range of demographic characteristics.eg More
simply stated, in trying to identify motives for participation one
cannot group adults solely on the basis of demographic variables,
such as, older women participating in education to re-enter the job
market. Carrying this further, one can hypothesize that motives for
participation cannot be prouped by occupational set, i.e., teachers
participating in continuing education solely to increase their pro=-
fessional image,
This study is significant because:
{2) tbe typclogy was not based on background or demographic data
but on motivational orientations, and
(b) analysis was not based on single item responses but on multi-
factor groups which assessed dimensions on adult learning

orientations,

Summarz

All these studies appear to indicate that it is possible to
carry out investigations with a view to identifying groups of learn-
ars with similar motivational profiles or orientations. It also
appears that instruments such as EPS may have utility in differentiat-
ing participation based on motivational typologies. However, it
should be pointed out that most studies held the variable of

participation as constant. The studies focused on the motivational
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orientations of subjects already participating in adult continuing
education programs; the casual participant was considered the same as
the frequent participant,

In addition, the studies did not group occupational back-
grounds. Therefore, it becomes questionable whether one may conclude
that participation motives described in the literature are applicable
to all occupational subsets including vocational agriculture.
Nevertheless, it has been a major contribution to the literature to
demonstrate the effectiveness and ability of a cluster typological
approach in identifying a range of motivational behaviors of partici-

pating adults in continuing education.

Learning Styles

The Concept of Learning Styles

Educators continue to identify viable alternatives to the
traditional procedures for programming. One of such efforts in recent
years 1s in the area of learning styles as an organizing centre for
delivery of educational programs, Apparently, andragogy seems to
have benefitted considerably from this new development, perhaps much
more than pedagogy.

Results of investigations have pointed to the fact that adult
learners exhibit learning styles and therefore may be able to

73,72 Malcom Kncwles73 recognized

benefit from programs so organized,
this concept as an important tool in adult continuing education. He

observed that, "understanding how a person learns, and helping people
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understand how they learn is a major requisite for a successful edu-
cational program. The understanding can be especially important for
adult education or community education programs since participants
may have different needs than those in more conventional learning
situations”". Knowles also pointed out the potentials in Iinking
learners’ learning styles witbh their needs, an idea that could be
interpreted in a way to mean linking the learmers’ learning styles
with their appropriate learning orientations,

In a recent article, Smith and Haverkamp7a stated that educators
should seek to match learners with learning situations that are
commensurate with their learning styles. These suggestions have
yielded potentially useful and important tools for all persons In
learning activities and those educators designing learning experiences
in education in general, and could be particularly valuable in adult
continuing education,

The concépt of learning styles, depicting how people learn, has
been variously described in educational literature as "learning Bet',75
and ‘'cognitive style'76'77. Discussions of these ideas are congruent
with the structural aspects of learning styles, i.e.

{(a) learning takes place as a relatively stable cegnitive
pattern, and (b) is related to the interaction of the learner and
his environment and eﬁperience; ‘Such a definition implies that
learning styles are an important consideration in either successful

group participation or structured learning experiemces because they
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must be suitable for adaptation to new and unfamiliar situations.?a
Experiential learning theory, developed in the 40's by Kurt
Lewin?g and his associates provides a conceptunal framework for study-
ing individual learning styles. The model is consistent with the
Structure of human cognition and the stages of human growth and
development., The theory is referred to as "experiential learning"
in part, because of the important role that experience plays in the
learning process. The experiential learning model explains a cycle
of how experience is translated into concepts which in turn are used
as guides in the choice of new experiences. It consists of four
integrated stages: (1) concrete experience, (2) observation and
reflection, (3) formation of abstract concepts and generalizations,
and (4) testing implications of concepts in new situations, The
effective learner needs four different kinds of abilities., He must be
able to involve himself fully and openly in new experiences (concrete
experience abilities), he must be able to consider these experiences
from many perspectives (reflective observation abilities), he must
be able to create concepts which integrate his observations into
sound theories (abstract conceptualization abilities), and he must
be able to use these theories to make decisions and solve problems
(active experimentation abilities).ao’81 A closer examinanion of
the four-stage learning model would suggest that learning requires

abilities that are polar opposites and that the learner, as a result,

must continually choose which set of learning abilities he will bring
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to bear in any specific learning situation. Specifically, there are
two primary dimensions to the learning process. The first dimension
represents the concrete experiencing of events at one end and ahstract
conceptualization at the other. The other dimension has active
experimentation at one extreme and reflective observation at the
other. Thus, in any learning process, movement is between the two
opposite poles, e.g. from actor to observer, or from specific involve-
ment to general analytic detachment. The implication of this

model is that learning takes place in an environment reflecting the
resclution of certain dialectical tensions between two sets of

opposing characteristics, Kolb82 indicated that people tend to re-

solve the tension in a ratﬁer consistent and stable way by noting
that: "As a result of our hereditary equipment, our particular past
experience, and the demands of our present environment, most people
develop learning styles that emphasize some learning abilities over
cthers, We come to resolve the conflicts between being active and
reflective and between being immediate and analytical in character-
istic ways....through socialization experiences in family, school and
work....Eah of us in a unique way develops a learning style that

has some weak and strong points." This patterned behaviour of the

learner is confirmed by Cohen83 and Kagan, et al.84 in their extensive

Tesearches.
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The Learning Style Inventory

The Learning Style Inventory (LSI) developed by Kolb85 is

based on the experiential learning theory which measures a person's
abllities on each of the twoe dimensions of the learning process. It
is designed on each of the two dimensions of the learning process.

It is designed to measure the learner'’s strengths and weaknesses on

8 nine~item self-description questionnaire. Each item consists of
four words which describes how an indiwvidual learns and the respon-
dent 1s asked to rank-order each set of four words. One word in each

item corresponds to one of the four learning abilities, For example,

one set of four words is feeling, watching, thinking, doing, which
respectively reflects Concrete.Experience (CE), Reflective Obsger-
vation (RO), Abstract Conceptualization (AC) and Active Experimenta-
tion (AE}. The inventory also yields two other scores that indicate
the extent to which an individual emphasizes abstractness over
concreteness {(AC-CE), and the extent to which active experimentation
is emphasized over reflectiom (AE-RO).

Kolb and a‘-ssociatess6 tested the Learning Style Inventory
(LSI) on various groups - managers, nedical students, college stu—
dents, teachers, etc. and found that they had many different types
of scores (styles)., They 1dentified four statistically different
styles they labelled the Convergeyr, the Diverger, the Assimilator
and the Accommodator., Based on research and clinical observation,

these various learning characteristics were described as below:
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1. The Converger's dominant learning abilities are Abstract

Conceptualization (AC) and Active Experimentation (AE). His
greatest strength lies in the pracrical application of 1deas.
An individual with this style seems to do best in activities
requiring the practical application of ideas., His knowledge
igs organized so that through hypothetical-deductive reasoning,
he can focus it on specific problems. Research has showm that
Convergers are relatively unemotional, having a preference to
deal with things rather than people. They tend to have narrow
technical interesfs, choosing to specialize in the physical
sclences, Engineers are characteristic of this learning style.

2., The Diverger has learning strengths opposite tc those of the

Converger, He 1s best at Concrete Experience (CE) and Reflective
Observarion {RO), His greatest strength lies in his imaginative
ability and being able to view concrete situations from many
perspectivés and to organize many relationships into meaningful
"gestalt", He performs better in situations such as 'brain storm~
ing' that call for generation of ideas, Research has shown
divergers to be interested in people and tend to be imaginative
and emotional, They have broad cultural interests and often
specialize in the arts. This style of learning is characteristic
of people with humanities and liberal arts backgrounds; so also
are counselors, organization development consultants, and perscnnel

managers,
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The Assimilator's dominant learning abilities are Abstract Con-—

ceptualization (AC) and Reflective Observation (RG). People with
this learning abilities are capable of creating theoretical models.
An assimilator excels in inductive reasoning, in assimilating
disparate observations into an integrated explanation. He is

less interested in people and mainly concerned with abstract
concepts, He is less concerned with the practical use of
theories; rather, it is more important to him than the theory be
logically sound and precise., This learning style is character-
istic of people in the basic sciences and mathematies rather than
applied sciences.

The Accommodator's learning strengths are opposite to those of the

Asgimilator, He is best at Concrete Experience (CE) and Active
Experientation (AE). His greatest strength lies in doing things,
in carrying ocut plans and experiments and invelving himself in
new experiences. He tends to be more of a risk-taker than people
with the other three learning styles. Quite the apposite of
Assimilator, this person excels in situations where he must adapt
himself to specific immediate circumstances, and if his plan

or theoretical explanation does not fit the situation, he will
discard it. He tends to solve problems in an intuitive trial and
errcr manner, relying heavily on cther people for information
rather than on his own analytic ability, The accommcdater is

at ease with people, but is sometimes seen as impatient and

'pushy'. His educational background is often in technical or



68

practical fields, such as business, often in marketing or

sales and such action-oriented jobs.

The Experiential Learning Model: Growth and Development

The Experiential Learning Model provides a framework for con-
ceptualizing the learning styles of individuals as well as suggesting
more normative directions for human growth and development. Individ-
ual learning styles have implications for how people learn not only
in the limited educational sense but also in the broader aspects
of adaptation to life, such as decision-making, problem solving,
attitude change and life-style in general. As a molar concept, the
Experiential Model attempts to describe the central process of human
adaptation to the social and physical environment. It is a holistic
concept that seeks to explain the emergence of basic life orientations
as a function of dialectic tensions between basic modes of relating
to the world.a?

When viewed broadly, how one learns becomes a major determinant
of the course of his personal development. The experiential learn-
ing model provides a means of mapping these different developmental
paths and a normative adaptive ideal. The human growth process is
divided into three stages: (1) the Acquisition stage = the first
stage which extends from birth to adolescence and marks the
acquisition of basic learning abilities and cognitive structures,

(2) the Specialization stage which extends through formal educat ion

and/or career training and the early experience of adulthood in work
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and personal life, and (3) Integration stage marked by reassertion
and expression of the nondominant adaptive modes or learning stvles.
This stage is marked with new career interests, changes in life-
style and creativity in one'’s chosen career, Kolb88 observed that:
«.«.Through these three stages, development is marked by
increasing complexity and relativism in dealing with the
world and one's experiences, and by higher level integra-
tions of the dialectic conflicts between the four primary
adaptive meodes: Concrete Experiences, Reflective Obser-—
vation, Abstract Conceptualization, and Active Experimen-
tation. With each of these four modes a major dimension
of personal growth 1s associated, e.g., Affective

Complexity, Perceptual Complexity, Symbolic Complexity and
Behavioral Complexity.

‘Summary

Experiential learning theory provides a model for conceptual-
izing the learning process in such a way that individual learning
styles and the corresponding environment can be identified. The model
is a simple learning cycle which describes how experience 1s trans-
lated into concepts which are used in turn in the cbolce of new
experiences.

The cycle is conceived in four stages: first, immediate
concrete experience; second, observations and reflections; third,
formation of abstract concepts and generzlizations; and fourth, test-
ing dimplications of contepts in new sitwations., To be effective,
the learner needs four corresponding kinds of abilities:

1. Concrete Experience

‘2. Reflective Observation
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3. Abstract Conceptualization

4, Active Experimentation
The learner must at each time in the process of learning decide on
which abilities he will draw upon in any specific situation. As a
result of personal and envirommental factors, most reople develop
learning styles that emphasize some learning abilities over others,
The Learning Style Inventory (LSI) is a simple self description
inventory designed to measure the learning strengths and weaknesses
of a learner. Four different types of learning styles are identi-
fiable: (a) the Converger, the Diverger, the Assimilator, and the
Accommodator. The Learning Style Inventory has been tested c¢n
groups of individuals including Managers, Medical Students, College
Students, Teachers and Extension workers with varying results.

On'tle whole, the LSI appears a suitable instrument for
determining the modes of learning of adult learners, including the

post—secondary agriculture teachers.
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CHAPTER TII
RESEARCH DESIGN AND METHODOLOGY
Introduction

This investigation was designed to focus enquiries on the
Wisconsin post-secondary agriculture teachers with the primary objec-
tives cf: (1) identifying the motives underlying thelr partilcipation
in inservice programs, (2) identifying their preferred learning
style, and (3} determining the existing relationships between the
teachers' motives for inservice education partiéipation and their
preferred learning modes. It wys hoped that such information would
render useful guidelines for planning and implementation of inservice
education for Instructors in agriculture at the post-secondary level

in Wisconsin.

Selection of Population

The population for this investigation comprised the post-
secondary agriculture teachers employed by the Wisconsin Board of
Vocational, Technical and Adult Education (WBVTAE), teaching in the
state at the time tihvis study was conducted. The subjects were

selected based on the following criteria:

77
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1) They must be actively engaged in teaching in one or more
areas of agriculture such as, Farm Training Program,
Production Agriculture and Agribusiness, Teachers whose
duties were primarily administrative in nature like the
District Coordinators were excluded from the study,
Technicians were also excluded.

2) They must have participated in one or more organized
inservice education programs offered at the district,
state or national level,

The investigation focussed exclusively on the post~secondary
agriculture teachers because this bedy of professionals constitutes
an entity for whom an integrated inservice education could be planned
and implemented, In Wisconsin, instructions in agriculture at the
secondary and Post-secondary levels are administered under two
Séparate government agencies, namely the Wiscomsin Department of
Public Instruction (WDPI) being in charge of secondary education, and
the Wisconsin Board of Vocational, Technical and Adultr Education
(WBRTAE) being in charge of pPost-secondary education. From the
standpoint of pedagogical Practiece, high school agriculture teachers'
needs and interests are in many respects different from those 1in the
post-secondary institutions, Hence, an inservice arrangement which
Pays no regard to the differences between the two groups of profes-
sionals and treat their inservice needs as the same is not likely

to contribute significantly no the professional development of the
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teacher—-participants,

A previous investigation in the area of inservice education for
the post-secondary agriculture teachers in the atate focused on
tthe teachers' perceptions and attitude toward inservice education.l
This enquiry was designed to deepen knowledge in the teachers' mot-
ives for participating at all. The findings from this enquiry plus
the findings from the previous one should be valuable to inservice
education organizers in the state for developlng a comprehensive and .
more fruitful approach to inservice education programming.

As an agriculture teacher, teaching adults in a training
institution in Nigeria, the investigator was convinced that the exper-
lences gained during the course of this investigation would be val-
uable to him in his teaching position in Nigeria. Specifically, he
should be capahble of taking a more raticnal view of the problems
involved in organizing and implementing inservice programs, and he
should be able to conduct relevant researches toward the solution
of inservice and other educaticnal problems.

The potential population for this study comprised all the post-
secondary agriculture teachers in Wiscensin who met the criteria
set by the investigator. The teachers were spread over 15 VTAE
districts.

The teacher directory for the 1981-82 school vear was not
immediately available 'at the beginning of the fall semester since the

counsultant in charge.of Agricultural Educarion was still in the



process of sorting out the teachers' postings. This situation pre-
sented a problem of being able to obtain an accurate list of
teachers early enough in the semester to whom questionnaires were
to be sent.

A list of 151 post-secoandary agriculture teachers was compiled
when the rew directory was finally ready and 1t was cross~checked
with the WBVTAE Agriculture Education Consultant for accuracy. This
number (151 respondents) represented the final population for

the study.
Instrumentation

The study employed the revised version of the Education Par—
ticipation Scale by Haag.2 The Educational Participation Scale was
originally developed by Sheffield3 from the idea emanating from
Houle's typology of adults orientations to learning. The revised
version of EPS instrument used by Haag in hils study contained 40
items (suggested reasons adults engage in continuing education) as
against 58-item instrument developed by Sheffield. The 40-item
version of EPS instrument was considered suitable for eliciting
responses from the post-secondary agriculture teachers on their
motives for participating in inservice education activities. The
40-item EPS instrument was suitable for the following reasons:

1) The instrument was short in length requiring only about

19 minutes to complete. This small commitment of

effort by the subjects would minimize resistance to
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3)

4)

5)
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completing the questionnaire,

Several studies using the EPS (Boshier,4’5 Moratain
and SmartG) produced consistent and supportive
motivation~orientation patterns, and thus indicate
some degree of instrument validity with professional
groups.,

Previous studies indicated instrument stability and
reliability in item test/retest consigtency and
testing results over ‘time,

Extensive factor amalysis indicated that subjects
were indeed participating for reasons described

in the 1terns.7

The EPS was based on Houle's factor typology and
represented the most recent studied existing
Instrument appropriate to gathering data on reasons

for participation.

The 40 item version of EPS developed by Haag had a mean item

test-retest rellability .60.8 The items cast on a four {rather
than on a2 nine) point scale, indicated no influence, little
influence, moderate influence and much influence responses to a

particular item (See Appendix A).

The scale poles were systematically varied so the "No

Influence"” or "Much Influence" category was sometimes on the right

and sometimes on the left side of the page. This was done in order
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to minimize response bias. 1Items that were expected te load on each
of the factors were scattered randomly throughout the instrument.
The respondents were required to circle categories (e.g. "Little
Influence'") rather than numbers.

A personal data sheet was included in the first part of the
instrument to collect pertinent demographic information such as age,
marital status, level of education, teaching experience and level
of income. The responses to these variables were obtained for the
purpcse of (1) comparative grouping for statistical analysis of the
learning orientations of the post-secondary agriculture teachers, and
{2) for describing the entire populaticn.

Part TII of the instrument attempted to gather data about the
learning abilities of the respondents, utilizing the Learning Style
Inventory (LSI) developed hy Kolb.9 The LSI is a nine-item self-
description guestionnaire. Each item consists of four werds which
describes how the individual learns. Each respondent was asked to
rank order each set of four words which describes how the individual
learns; assigning a 4 to the word which best characterizes his/her
learning style, a 3 to the word which is next best, a 2 to the next
most characteristic word, and 1 to the word which is least character=-
istic of the learner. The respondent was further instructed not to

make a tie. (See Appendix A).
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Although test-retest studies with various groups of respon-
dents showed the Learning Style Inventory to possess a high relia-
bility (an upper limit of ,80), wvariations in reliability scores have
nevertheless been observed across the board due te (1) situational
variations in learning modes, (2) inability of LSI te accurarely
measure the Concrete Experience (CE) orientations, and (3) instabil-
ity of perscmal disposition over time. However, used with care, the
LST could yield a statistically valid group average. Predictive
studies using the LSI to determine learning modes have been found
more suitable with group situation rather than individuals.lo

The four basic scales of the LSI comprise the following items
on the basis of which scores are computed:
CE: receptive, feeling, present orlented, accepting,

intuitive, experience

RO: observing, reflecting, reserved, oBservatian, tentative,
watching.
AC: analytical, conceptualization, rational, evaluative,

thinking, logical.
AE: active, experimentation, practical, responsible, decing,
pragmatic.
0f the 36 items appearing on the LSL only 24 are scored and hence
contribute information to an individual'’s learning abilities. The
remaining items (12 in number) were included in the L5I1 in order to

improve the quality of responses by not putting the respondents in a
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mindset when filling the instrument. The combination score (AC-CE)
indicates the extent to which an individual emphasizes abstractness
over concreteness and (AE-RQO) indicates the extent to which an
individual emphasizes action over reflection, A learner finds his
dominant lesrning style by plotting his/her scores {AC-CE, AE-RD)

on the Learning Style grid Kolb developed. A learner falling in one
of the quadrants on the griéd ceuld be an Accommodator, a Diverger,

a Converger, or an Assimilator,

In summary; the instrument was designed to collect data in
three main areas; the demographic wariables, the learning orienta-
tions and the preferred learning styles of the post-secondary
agriculture teachers.

Respondents were assured anonymity of responses in oxder to

encourage them to send back their completed guestionnaires.
Pata Collection

Prior to the data-collection stage, the investigator made a
personal visit te the office of the Agricultural Education Censultant,
Wiscensin Board of Vocational, Technical and Adult Educatiom in
Madison, to seek formal permission to collect data from the post-
secondary agrlculture teachers in the State. The trip was also an
occasion to collect useful documents including the Directory of
Teachers for the academic years 198(0/81 and 1981/82.

Data collection from the teachers was by mail questionnaires.

A letter describing the major objectives of the study signed by the
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investigator and his Major Adviser, Professor John F, Thompson,
accompanied the questionnaire forms +¢ individual respondents (See
Appendix B); also enclosed was a self-addressed postage paid
envelope for returning the completed questionnaire.

One hundred and fifty-one post-secondary agriculture teachers
were identified and mailed the questionnaire forms on September 3,
1981. Each questionnaire was coded in a way to enable the investi-
gator identify nonrespondents, Eighty-seven responses {about 58
per cent of population) were received two weeks after the first batch
of questionnaire forms was mailed out. The first and second follow—up
letters were mailed out to non-responding :subjects on September 19,
1981 and OQctober 15, 1981 respectively (See Appendices C and D).

Data collection lasted nine weeks at the end of which a total
of 122 responses were received (representing about 81 Percent of the
population), These responses served as the basis for data analysis
regarding the learnipng orientations and learning styles of Wisconsin
post-secondary agriculture teachers,

The problem of hias is a vital issue ip any research outiliz-
ing questionnaires to collect data. Data that are not representative
can suffer from errors of a systematic mature. To the extent that
Systematic errors exist the data are of limited use as the basis
for describing the population.ll Borg12 suggested that when more
than 20 percent of the questionnaires are not returned, it is

desirable te interview a small number of non-responding subjects
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or refusals to determine the reasons for non-response.

In this study, the investigator is convinced that 80 percent
teturn rate of instrument just met Borg's criterion and therefore
adequate to remove any demographic bias in the population being
investigated. WNo follow-up effort te interview the non-responding
subjects was regarded necessary.

“Eight of the Instruments returned were found unusable for the
following reascns: (1) the respondent claiming not te have had any
inservice experience before, (2} a substantial part of the instru-
ment left unfilled and, (3) personal decisions of some respondents

not to complete the questionmnaire,
Procedures for Analysis of Data

The treatment of the collected data involved sorting out those
questiomnaires that were unusable due to improper completion. Eight
of such questionnaires were found and rejected, thus leaving a
balance of 114 usable instruments. The instruments were coded and
punched on IBM cards for computer rumns in the Madison Acadenic

Computing Center (MACC).
Statistical Analysis

Various types of statistical techniques were adopted in the

analysis of the data used in this study:
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1. The Statistical Package for the Social Sciences (SPSS)I?

subprogram FREQUENCIES was utilized to describe statistically data

regarding certain selected demographic variables pertaining to the
pest=secondary agriculture teachers. Mean scale scores, standard
deviations and percentages were calculated for each demographic
variable identified for the respondents.

2, The SPSS subprogram FACTOR with the method of principal

factoring with iteration was utilized to identify the dimensions
underlying the teachers' participation in inservice education pro-
grams,

The technique of factor analysis can be considered a multi-
variate technique in the sense that the interrelationships of a
number of variables (independent or dependent) are investigated
simultaneously.

The technique essentially operates on a correlation matrix
and determines which variables are measuring the same underlying
constructs, and to what degree these variables are measuring these
constructs, The most widely used factor analytic techniques demand
that the underlying constructs be independent of each other (or
othorgonal) and that they account for completely different kinds of
variance in the domain of behavior being studied.

I1f the domain of behavior being investigated (defined by the
totality of the measures obtained) is unidimensional, then only one

underlying construct (or "factor") will emerge. But if there are
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two or more underlying unrelated aspects of the domain, then two or
more factors will be generated by the statistical procedure., If
only some of the total wariance in the behavior canm be explained by
one construct, while other constructs are necessary to explain (or
account for) other amounts of the total wvariance, then our domain
of behavior must be considered to be multidimensional.

Results from a factor analysis can indicate the extent to which
a domain of behavior is multidimensional. We can also discover to
what extent variable overlapping is the kinds of variable that they
are accounting for,

The following steps were involved in the analysis of data:
(1) the preparation of the correlation matrix, (2) the extraction of
the initial factors, that is clustering variables with eigenvalues
equal to or greater than unity for analysis, and (3) the rotation of
the extracted factors to a terminal solution by the eoblique
rotation method,

The extraction of six factors was specified for rotation with
the SPSS subprogram FACTOR for the fact that previous studies
utilizing the Education Participation Scale (EPS) regarded this number
or even five factors as cleanest.l4 The investigator opted for six
factors instead of five in order to make the results of the investi-
gation comparable with the EPS studies most of which had based

their data analysis om six factors,
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{3) Bducaticnal Participation Scale (EPS) items were scored 1 for '"No

Influence", (2) for "Little Influence', (3) for "Moderate Influence”

and (4) for "™uch Influence”. Mean scores on each of the identified

factors were computed for each respondent using the following

method: The value assigned by each respondent to each EPS item load-
ing .40 or higher were summed up and the total divided by the number

of such items in the factor. The scores were useful in categorizing

respondents intc different learning orlentanion groups.

4, Analysis of Variance. The SPSS subprogram ONEWAY was

utilized to provide the basis for determining whether the several
group mean scores encountered in this study differed significantly.

The analysis of variance is a methed for dividing the varia-
tions observed in &xperimental data into different parts, each part
assignable to a known source, cause, or factor. We may assess
the relative magnitude of variation resulting from different sources
and ascertain whether a particular part of the variation is greater
than expectation under the null hypothesis.

In its simplest form, the analysis of variance is used to test
the significance of the dififerences between the means of a number of
different populations. As the name implies ONEWAY is limited to
problems involving only one independent wvariable {one basis of
claggification),

A test of significance of several sample means is based on the

following basic assumptions:
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a) Each sample is drawm randomly and independently from
a different class or treatment population,
b) The variances of the class or treatment populations
are all equal,
¢) The class or treatment population are normally distributed.
This is known as homogeneity of variance., A variety of
tests of homogeneity available but for the purpose of
tbis study, the Cochran's tesr was applied.ls
The Sc.heffe16 procedure of multiple comparisons was adopted
where the analysis of variance and F-test showed overall significance
to evaluate comparisons among means, The Scheffe method is one of
the procedures for testing the significance of post-hoc comparisons.
It has the advantage of being versatile, applicable to groups of
unequal sizes, and it uses the readily available F-test. It is not

seriously affected by violations of the assumptions of normality and

homogeneity of variance,

5. The SPSS subprogram SCATTERGRAM was used to determine the

relationship between the personal characteristics of the post-secon-
dary agriculture teachers and their learning orientations. This
sub-program outputs a two-dimensional plot {graph), the slope of the
regression line, the Pearson product moment correlation (r), tests
of significance, and others.

Correlation is the relationship between two or more paired

variables. The degree of relationship may be measured and represented
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by the coefficient of correlation, Variables are sometimes nega-
tively or pasitively correlated. Many types of correlation zre in
existence,

The Scattergram and Linear Regression Line: When the relation-

ship between two variables is plotted graphically, paired variable
values are plotted against each other on the X and Y axis. The
line drawn through, or near, the coordinate points is known as the
line of the best fit or regressiom line. It is the line from which
the sum of deviations of all coordinzte points has the smallest
possible value,

The Pearson product-moment {(r) is utilized in problem=solving
when:

{a) The data are expressed in interval or ratio score form.

(b) The distribution of X and Y have a linear relationship.

(c) The variances are approximately equal.

{d) The distribution have no more than one mode.

6. Friedman's Test: The data on learning abilities were scored
18

as suggested by Kolb, The Friedmen's two-way analysis of variance
by ranks was applied to test for the statistical significance of
ranks of the teachers' learning abilities based on their learning
orientations of Professional Advancement, External Expectations,

and Cognitive Interest.

For the purpose of this study, the following computational

formula was utilized:
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2 12 2
X, = weamy — LK = 3N (D)

where: R, = sum of ranks for the ith column

N = number of learning orientations

k = number of learning abillities
This statistic has an approximate chi-square distribution with k-1
degrees of freedom.

The Friedman's test operates on a tentative assumption that
there is no significant difference between the various samples; and
the probability of getting the cobserved differences as a result of
chance is then calculated, This is done by ranking each set of
matched measurements, Then; if our tentative negative assumption
is correct, there should be 1little difference between the total rank
values scores by each sample. The significance of any disparity

1s then tested.

Level of Significance

There is nothing conclusive about the selection of a signifi-
cance level; the cheoice is largely arbitrary. Some critdes even
suggest that significance levels be abandqned, arguing that they are
useless and misleading since they do not dispose of all rival
hypotheses.lg

Another schocl of thought recommends the use of a procedure
whereby the actual level of sipgnificance assoclared with each

regearch finding is stated, For instance, if a finding yields



93

significance at the .30 level or .09 it should be reported at that
level and zllow the reader to determine whether for his purposes it
has any practiecal significance.20

Proponents of significance levels argue that it is very
Important no have a formal and a non-subjective way of declding
whether a given set of data shows haphazard or systematic variations.
If it iw haphazard, they argue, there is no need to engage in further
analysis. If it is systematic, however, it does not mean that the
analysis is concluded with the test of significance; rather it is
the beginning of a more in-depth analysis, It was important there-
fore not to leave the determination of what was a systematic or
haphazard arrangement of data to the intuition of the investigator.Zl

However, the choice of a significance level in reporting the
results of a study might be made with the awareness that there are
inherent problems of making Type I and Type II errors with whatever
level is selected.

However, despite the problems involved, it was found neces=-
sary in this study to have some standard in determining what results
would be comnsidered as chance occurrence and which ones would not.

It was therefore arbitrarily decided to use .05 as the level of
significance for the following reasomns: (1) the nature of the
research was such that the researcher felt he could afford to wrongly
conclude that the resulis were significant five times in 100 when in

fact they were not and (2) the sample was reasonably large for



reasonably valid statistical significance statements to be made

regarding the hypotheses formulated.
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CHAPTER IV

ANALYSIS OF DATA PART 1

Introduction

The main purpose of this study was to investigate the motiva-
tional reasons underlying the participation of Wisconsin post-
secondary agriculture teachers in Ingservice education, and to deter-
mine the relationship between the teachers' reasons and their
preferred learning styles.

In Chapter I, the general background including the rationale
and scope of the investigation was discussed. The literature related
to the motivational behavior of the adult in continuing learning was
reviewed in Chapter I1. Several theories and typologies that could
serve as a framework for developing investigation into the learning
orlentations and learning styles of the post-secondary agriculture
teachers were cited. Chapter III, the Methodelogy Chapter, described
how the research was planned and executed. Specifically, items
relating to population selection, instrumentation and technlques of
data collection were covered.

This chapter {(Chapter IV) deals with the anslysis of data and
presentation of findings of the investigation. The chapter was
designed to cover the following tepical areas: (a) the demographic

description of the popylation for the study, {b) the identification
a7
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of the factor structure (or learning orientations) of the teachers,

their learning style and learning abilities, and (c¢) testing of

hypctheses. Relevant data encountered in the process of the investi-

gation were presented in several tables to aid interpretation and

discussion of the study.

Investigations were designed and focused on the following

research questions and hypotheses:

Research Questions

a2} What are the learning orientations (motivating factors)

b)

c)

of Wisconsin post-secondary agriculture teachers with
regards to their participation in inservice education
programs?

What degree of importance do teachers attach to the
learning orientations influencing them to participate
in inservice education?

How significantly are the teachers' learning orientations
influenced by their personal variables of age, marital
status, educational background, length of teaching
experience and level of income? Is there a relation-
ship between the teachers' personal characteristics and

their learning orientations?

d) What are the learning ab{iliries of the post-secondary

agriculture teachers, and how significantly related are

these abilities to the teachers' learning orientations?
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Hypotheses

Several hypotheses were formulated thus:

1l. There is no significant difference in the learning orienta-

tions of post-secondary agriculture teachers with varying
age backgrounds.

There is no significant difference in the learning
orientations of post-secondary agriculture teachers with
different marital status backgrounds.

There is no significant difference in the learning orien-
tations of post-secondary agriculture teachers with

different levels of education.

. There is no significant difference in the learning orienta-

tions of post-secondary agriculture teachers with differ-

ent years cof teaching experience.

. There is no significant difference in the learning

orientations of post-gsecondary agriculture teachers with
different levels of income.

There is no significant relationship between the post-
secondary agriculture teachers' personal variables of age,
marital status, educational level, teaching experience,
level of income and their learning orientations of Social
Relatignships, Professional Advancement, External Expecta-
tions, Escape/Stimulation, Cognitive Interest, and Social

Welfare.
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7. There is no significant differences among the learning
abilities of post-secondary agriculture teachers whose
learning orientations are characterized by:

(a) Professional Advancement
(b) External Expectations, and

(c) Cognitive Interest
Demographic Data

In order to aid interpretation of data and understanding of the
findings, the investigator considered a comprehensive treatment of the
demographic variables of the respondents as a logical starting point.
The demographic data of the Wisconsin post-secondary agriculture
teachers were presented in several tables and discussed under the
headings: age, marital status, level of education, length of teach-

ing experience and level of income.

Age

In Table 1, the age distribution of the post-secondary agri-
culture teachers are presented. The teachers have a mean age of 45
years., A close observation of the age distribution indicates a wide
variation within the group with a lower limit of 30 vears or less
and an upper limit of well over 51 years. Sixty-seven out of 114
respondents (58.8 percent) represent the single largest subgroup over
40 vears of age. Nine (7.9 percent) of the respondents are below

30 years of age. The age distribution indicates the teachers are
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This is as expected as adult

instructors, particularly the on-farm-training instructors who are

recruited after they had had other experiences.

Table 1
AGE DISTRIBUTION OF THE POST-SECONDARY ACRICULTURE TEACHERS 1IN
WISCONSIN
Absolute Relative Cumulative
Age In Years Frequency Frequency Frequency
(Percent) (Percent)
Under 30 9 7.9 100.0
31 - 35 19 16.7 92.2
36 - 40 19 16.7 7505
41 - 45 17 14.9 58.8
46 - 50 13 11.4 43.9
51 years and over 37 32.3 32,5
Total 114 100.0

Marital Status

One hundred and four out of 114 respondents were married and

living with their spouses. This figure represents a high percentage

{(91.2 percent) compared with the number who are either divorced

(2.6 percent) or never have been married before (5.3 percent).
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Widowed, partnered or separated cases were virtually non-existent

among the teachers. (See Table 2).

TABLE 2

MARITAL STATUS OF WISCONSIN POST-SECONDARY AGRICULTURE TEACHERS

Absolute Relative
Frequency Frequency
(Percent)
Never have been married 6 5.3
Married : 104 91.2
Divorced ' 3 2.6
No responses 1 0.9
Total 114 100.0

Highest Educational Achievement of the Respondents

Of the 114 respondents, at least 69 representing (60.6 percent)
heid a2 minimum qualification of Master's degree; three teachers {2.6
percent) held qualifications lower than the Bachelor's degree. Two
teachers (1.8 percent) were holders of Doctorate degree. With this
type of distribution, it 1s obvious that majority of the post-
seccndary agriculture teachers in Wisconsin operate with educational

qualifications of Master's degree ot higher. (S5ee Table 3)
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HIGHEST EDUCATIONAL ATTAINMENT OF WISCONSIN POST-SECONDARY
AGRICULTURE TEACHERS

Educational Level Absolute Relative Cumulative
Frequency Freguency Frequency
(Percent) (Percent)
Less than Bachelor's Degree 3 2.6 100.0
Bachelors Degree 3 2.6 97.4
Bachelor's Degree plus
Graduate Credits 39 34,2 94.8
Master's Degree 10 8.8 60.6
Master's Degree plus
Graduate Credits 57 50.0 51.8
Doctorate 2 1.8 1.8
Total 114 100.0

Teaching Experience of

the Respondents

The respondents were asked to indicate the number of years they

had taught. The data in Table 4 summarises the responses to the

question. The mean number of years respondents had taught was 17

approximately. The teaching experience distribution indicates that

seven teachers (6.1 percent) have taught for four years or less at the

lower end of the scale while 14 (12.3 percent) have taught for over

30 years at the upper end.
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With an average of 17 years aof involvement in teaching, it
is reasonable to conclude that the post-secondary agriculture teachers
‘in Wisconsin are experienced professionals; and having been in
instructional programs for that long it is logical to expect many of
them to have participated in inservice programs over the period in

order to keep abreast of developments in their instructional areas.

TARLE &
TEACHING EXPERIENCE OF WISCONSIN POST-SECONDARY AGRICULTURE
TEACHERS
Teaching Experience Absolute Relative Cumulative
in Years Frequency Frequency Frequency
(Percent) {Percent)
Less than 4 7 6.1 10C.0
5 =10 38 33.3 93.1
11 - 15 28 24.6 59.8
16 - 20 14 12.3 35.2
21 ~ 25 6 5.3 22,9
26 - 30 7 5.3 17.6
Over 30 14 12.3 12.3

Total 114 100.0
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Income of Respondents

The mean annual income of the post-secondary agriculture teach-
ers in Wisconsin is $26,215.00 (See Table 5). Fortyv-two percent of
the respondents represent the largest single group with income
between $25,001.00 and $30,000.00. The group with the largest income
(5.3 percent) earns over $30,000.00 per annum. Three of the respon-

dents refused to declare their incomes.

TABLE 5

INCOME LEVELS OF THE POST-SECONDARY AGRICULTURE TEACHERS
IN WISCONSIN

Level of Income Absolute Relative Cumulative
per year Frequency Frequency Frequency
(Percent) (Percent)

Less than $10,000 . 2.6 100.0
$10,001 - $15,000 2 1.8 97.4
§15,001 = $20,000 20 175 95.6
$20,001 - $25,000 32 28.1 78.1
$25,001 - $30,000 48 42.1 50.0
Over $30,000 6 5.3 7.9
Missing 3 2.6 2.6
Total 114 100.0

The learning orientations and learning styles of the post-

secondary agriculture teachers are likely to be influenced by income
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since Iincome creates wealth and invariably helps to establish ocune's

social and psychological pesition in life.
Learning Orientations

One of the main questions this study attempted to answer is
"What are the main reasons or motives which influenced Wisconsin
post-secondary agriculture teachers to participate in an inservice
education?" This question was answered by identifying the factor
structure which characterized the learning orientations of the

respondents.

Factor Structure

Education Participaticn Scale (EPS) were scoted 1 for "No
Influence™, 2 for "Little Influence", 3 for "Moderate Influence" and
4 for "Much Influence'.

Subprogram FACTOR of the Statistical Package for the Social
Sciences (SPSS) was utilized to analyze the EPS item scores for the
respondents. The default options of the subprogram FACTOR allowed
for the exclusion of cases where missing data were encountered.

The means and standard deviations for the A40-EPS items were
calculated and reported in Table 6., Based con the mean scores, the
EPS items 1, 3, 18 and 32 appeared to influence the teachers most in
theilr reasons for participating in inservice education. Mean scale
scores for these items ranged from 3.0 to 3.4 on a 4-point scale.

Teachers' responses variled more on item 3 where a standard deviation
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BASIC STATISTICS OF 40 EPS ITEMS FOR WLSCONSIN POST-SECONDARY
AGRICULTURE TEACHERS

EES Iltems Mean Standard
Deviation
(N = 14)

1. To seek knowledge for its own sake 3.10 «860
2. To share a common interest 2.79 808
3. To secure professional advancement 3.00 1.00
4, To become more effective as a citizen 2.2 .381
5. To get relief from boredom. 1.33 .528
6. To carry out the recommendation of some authority 2,63 .969
7. To satisfy an enquiring mind 2.94 .81
B. To overcome the frustration of day to day living 1.41 «612
9., To be accepted by others. 1,61 «720
10, To give me higher status in my job. 2.27 L9409
11, To supplement a narrow previcus education 2.14 .897
12, To stop myself becoming a "vegetable" 1.51 I g 7 §
13. To acquire knowledge to help with other edu=-

cational courses 2.94 926
14, To fulfill need for personal associations and

friendships 2.08 . +829
15. To keep up with competition 2.47 .898
16, To escape the intellectual narrowness of my

occupation 1.78 LB65
17. To participate in group activicy 2.00 817
18. To increase my jobs competence 3.40 71
19. To gain insight into my perscnal problens 1.66 J72
20. To help me earn a degree, diploma or certificate 2,41 1.140
21. To escape television 1.22 550
22, To prepare for community service 2.08 .818
23. To gain insight into human relations, 2,20 84T
24. To have a few hours away from responsibilities 1.32 591
25, To learn just for the joy of learning 2.41 851
26, To become acquainted with congenial people 1.85 203
27. To provide a contrast to the rest of my life 1.52 702
28, To get a break in the routine of homework 1.46 660
29, To improve my ability to serve mankind 2.61 992
30. To keep up with ochers 1.76 967
3l1. To improve my social relatiomships. 1.76 06
2. To meet formal requirements. 3.00 .928
13. To maintain or improve my social position 1.58 761
34. To escape an unhappy relatiomship 1.08 277
15. To provide a contrast to my previous education 1,81 .t
36. To comply with the suggestions of someone else 2.0% .93
37. To learn jusct for the sake of learning 2,33 .933
8. To make new friends 1.75 .807
319, To improve my ability to participate in community

work 2.09 .867
40. To comply with instructions from scmeone else 2.3 L.02
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of 1.0 was observed, but on the other 3 items they were reasonably
unanimous. Other influential items next in rank included 2, 6, 7, 13,
15, 20, 25, 29, 30 and 40. The respondents however expressed varying
amounts of Influence with items 20 and 40 having 1.14 and 1.02 stan-
dard deviations respectively. Item 34 with a mean score of 1.10 was
the least influencial in motivating the teachers to participate in
inservice education.

The EPS items were intercorrelated to produce a matrix. An
examination of the correlation matrix revealed that, although low,
many of the items are generally correlated; in fact, correlation
scores of up to 0.5 or more could be observed in certain cases. The
data in Table 7 represent the Correlation Matrix among the 40 EPS
items. Note that correlation coefficients below the main diagonal
are shown and that the table is symmetric about the main dlagonal.

The data in Table 7 were analvzed using the principal-factor
solution, Table 8§ presents the principal factors cbtained for these
data. 8ix principal factors with éigenvalue equal to or greater than
1 were extracted. The body of the table indicates the factor loadings
for the 40-EPS items on the six factors. Both the calculated and
estimated comminalities are shown on the extreme right of the table.
The bottom rows indicate the contribution of each factor te the
total communality. It will be observed that the contribution of the
factors to the total communality decreased from the first to the sixth,

The first factor accounted for 42.7 percent and decreased progressively



TABLE 7

CORRELATION COEFFICIENTS OF 40 EPS ITEMS FOR 114 RESPONDENTS
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EPS

Items 1 2 3 4 5 6 7

1

2 Y2451

3 . 00000 .16085

4 21354 .30508 .26285

5 -.01291 .18705 .10522 -.03106

6 =.14409 -,11198 -.16251 -.20794 -.05048

7 46267 .25615 .05572 37012 .17544 -.32871

8 -.00953 .21588 .13621 .02665 .57722 -,11698 .25303
9 .03496 14236 02571 24532 .15098 .09582 .28748
10 .05755 .12250 .37072 25134 «13713 L.01654 .30368
4 | 32981 .16859 .19608 .18965 .11817 -.09052 . 38461
12 .08795 .11555 10723 .05436 .25959 -,10393 .19497
13 .25244 .01890 .29007 .13911 -.01303 -.10914 .30760
14 .05312 .38656 .00000 .09015 .23321 02655 .20937
15 .19001 .04811 .23709 .28822 06161 -,08817 .32600
16 -.06946 .09217 =-.02142 .03292 09993 -.00893 .18639
17 -.07911 .18293 . 00000 .18028 .00010 .04683 16379
18 «31491 16810 .28814 .28453 -,26221 -,13453 34429
19 5 9k923 , k3673 . 09560 .12088 43634 01760 «25427
20 -.04288 .28711 45474 .19871 07901 .10491 .11621
21 -.00825 .23096 .11776 «17753 .38468 -.00335 25394
22 .13283 .32164 .12452 .55414 00059 -.14840 40300
23 .22587 .27986 .29501 .39622 .20143 -.06686 41311
24 .00852 10464 ~.09395 -.12871 .13169 .06215 .15545
25 44101 .14335 . 06604 .28185 .02372 .18735 .58147
26 .07527 «20922 05765 27674 13723 -.03418 «o1117
27 -,01154 22964 17152 .14528 .12929 .09423 10577
28 .08079 .21843 -.02805 -.04866 .22543 .20779 .15550
29 .25966 .31323 .26110 54143 -,19263 -.21164 40253
30 14540 .09775 22017 .28780 .03843 -.07598 36299
31 -. 06675 .13859 +D1312 «12437 .31274 03330 16312
32 -.11719 =-,02215 14968 -.06029 . 06955 .41587 -,15536
33 -.10405 .09498 12163 24544 16569 .10196 02563
34 -.15217 -,08730 .00000 -,10989 19201 14876 -.01701
35 .03978 15746 -.01097 09644 .24796 .02597 20664
36 -.05324 -.00905 -.15908 .07986 . 03800 42293 06444
37 .51168 .03195 -.02976 16264 03964 07977 +50515
38 .08973 .17518 -.09180 .13903 .08514 .04630 .14180
39 .22353 .20035 11755 .53135 05459 -,13604 39412
40 0.39517 -.20817 -.09943 -.040972 -.00361 «54762 -,29844
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TABLE 7 (Continued

EPS
Items 8 9 10 11 12 13 14
9 «35199

10 .28748 34456

11 .18231 .05613  .08709

12 .34822 .10076 « 21467 . 00390

13 06725 .(3835 .19879  .25600  .12351

14 L40675 42709 .20714 .05926 »192189 -10347

15 .15072 ,20206  ,30880  .13766 .19628 .38167 .23358
16 .27851 .08226 .09463 .27818 .19749 .13258 33560
Ol ¢ .12975 .33061 «11948 =-,10112 «27725 .13475 49234
18 -.16023 -.04404 +31996  .17322 17603  .33494 .04875

19 .53442 .25634 .25063 .21499 .27778 ~.01782 .28992
20 .12506  ,17758 «33391 $24263 ,10324 07798 .13989
21 41500  ,15106  .22360 .20058 «25262 .11888 422355
22 04227 .21295 10264 .21148 10744 .08044 07177
23 .26642 34401 .30101 .23105 .08010 .22913  .22643

24 16766 .16972 -,03814 -,06661 14141 00419  .28515
25 .06157 +17959 .09310 «15713 +25325 28406 213652
26 .35064 42719 .20964 .09255 .22580  .04908 .51894
27 37671 26533 «15062 06111 .26680 00941 .32290
28 .32918 .30620  .14331 .01750 «24026 -.08771 -48838
29  ~.04367 . 14542 .26636 .08708 .05916 18770  .13888
30 .13924 41709 . 26853 .18813 -.02509 «21203 .21680
31 .35884 «39601 .19238 06694 .05668 . 06137 +42950
32 -.03936 . 00546 .13388 -.01265 ~-.01944 -.01009 -.02506
33 .33780 47032 45160  .05870  .21337 .11886 «37842
34 +34399 +21155 .09193 -.00890 .01621 . 05708 .09114
35 .19131 14795 -.05100 .24317 -.07355 =-.00413 .18168
3 . 09951 14048 .06712 .01301 01174 -.09252  .11396
37 . 09951 .14048 .06712 «13317 .21065 +24979 .01229
38 .20909 .30825 07476  .00915 .11623 . 06528 05987
39 13750 219204 . 26027 .18609 05311 .12285 .18267
40  -.12579 -.07806 =-.09183 -.08568 ~,14598 -.20927 -.13412



TABLE 7 (continued)
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|

EPS

Items 15 16 17 18 19 20

16 15775

17 36612 27547

18 «32630 .00956 .10293

19 .20434 .30301 .22021 -.01654

20 .08990 .04610 .19891 »22990 .10802

21 . 25791 + 29744 18544 -,03682 35167 .22266
22 23679 .13070 .24956 .12281 14736 .10210
23 .31270 .16233 .33455 .12919 45926 .30584
24 06317 J1S57TH 30685 -.06352 05840 .083996
25 23216 .07523 .20222 .34018 .06092 11026
26 25013 .20642 48012 00686 .35180 .09713
27 .23986 26785 43629 03406 45004 .31782
28 .14999 .22729 .51536 +05122 .39898 .09051
29 . 36504 ~.07257 25828 .42909 .06166 «1615%
30 +55153 -.02672 .21103 22660 .21363 .10829
31 .19228 14075 .35349 -,21271 30867 .08898
32 -.04963 -.04363 -.01222 -,12167 .09481 32893
33 29144 .18110 32773 -.05411 .38398 17057
34 .02941 .03803 08203 =.24459 08509 03772
3s . 08335 .29660 .14778 ~.07885 31059 00644
36 «13496 14170 15830 =,12146 .09057 «17023
37 .11215 -.00084 06074 .19894 14408 04469
38 .21250 .21312 44975 -.03126 26496 .08199
39 38452 00249 .26175 19348 25448 08314
40 -.10783 -.04384 -,02214 ~.23613 . 03017 .14655



TABLE 7 (Continued)
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EPS

Items 21 22 23 24 25 26 27

22 .14435

23 «26117 45662

24 06525 .05954 07273

23 .14183 .16531 .32365 .06609

26 .30424 31464 47932 21717 «28243

27 .20255 . 16604 45921 17175 .17987 40032

28 .17816 15213 .27986 «35451 12269  .37271 .39679
29 07750 43545 .32561 =-.07666  .32638 «21052 .07102
30 .05936 «29000  .27255 .05629 . 07851 «17552 .11738
31 «27948 .25898 .35990  .22960 .07383 .50942 34763
32 .15918  -.04981 04472 -.02229 =-,15911 -.08515 . 14897
a3 .31223 .29440 .29114 . 05699 .13000 .45813 46890
3 .18365 -.11230 =~,03227 .11950 -,06830 .01339 .10944
35 .21173 .07690  ,35257 .08799 »19129 .12180 »26542
36 10259 .09122 .02099 . 06849 .08892 14709 .15389
37 12748 .08735 .24269  ,04094 .60299 .16409 .17207
28 .22820 .08740  .27692 » 20707 »23392 .57211 .34533
39 .15141 .51180  .39068 -.16646 +22703 .21913  .25536
40 .10171  -.09175 -.12878 ~-.,10462 =~-,23118 -.19280 .00106



TABLE 7 (Continued)
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EPS

Items 28 29 30 31 32 32 34

29 14096

30 .19011 40518

31 .37613 .12779 .20755

32 .03841 -.02830 -.13780 -.01077

33 .27824 .16193 .21954 .56918 .12350

34 .19640 -.09196 .02700 19675 -.00298 «21107

35 16007 -.00109 ~-.01685 27961 ~-.05683 05962 10846
36 .10916 .01415 .17323 10468 38514 16367 .09006
37 .23269 .22453 .09352 02231 -.02491 L04160 -.07076
38 28434 .03231 06716 46436 -.05877 26539 .00952
39 ZET13 49666 35819 .23295 =.05864 .33999 -.07056
40 -, 01847 -,12340 =-.06833 -.04430 .50298 ~-.00142 .05549
EPS

Items 35 36 37 38 39 40

36 .02539

37 .09325 L.06410

38 .18758 .16618 12192

39 .07503 .00516 .17970 .15200

40 .02898 v 52217 -.16666 .01018 -,10088
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to the sixth factor which accounted for only 6.9 percent. ‘Invariably,
the principal components are orthogenal to one-antoher. The loadings
on the first factor were positive while subsequent ones contained
both positive and negative loadings.

The data in Table 8 were not amenable to meaningful interpre-
tation and hence were subjected te further analysis. Since all the
six factors contributed significantly to the total communmality, all
of them were retained for rotaticn in order to be able to make sense
out of the initial factors. The factors were rotated by the Kaiser
noermalization method (oblique method of rotation) and after 22
iterations, six meaningful factors were obtained. Two factor matrices
produced after rotation (Pattern Matrix and Structure Marrix) are
displayed in Tables 9 and 10. The pattern matrix delineates more
clearly the clustering of the EPS items than the structure matrix.
However, the two tables applied conjointly were found valuable in
identifying items which should be retained under each factor. TItems
which lcoaded .40 or more were included in the respective factors.
Table 11 displays the rotated factors with the item loadings speci-
fied. Apparently, some items which had loaded significantly in some
previous studies utilizing the EPS instrument failed to load on any of
the six factors in this study. It is more likely that the items have
little or no influence on the post-secondary agriculture teachers in
their reasons fer participating in inservice education programs. The
EPS items which leoaded below .40 are indicated below with their

respective factor loadings:




117

£9Z°*- 9z0°* 801" €90*- cco* 66" 9¢
£C0"~- 10L* ¥%0°- LT0"- c00°*- 691° cC
£oc” 890° 910" L20*- 0%0" z9%° k{4
6C%°~ 991° VAT 1€0° L1~ £yT” £<
L69°~ £e0” s10°* T120°- 6L0° cezo* A4
cL0*- 9.0 99%° 911" 154 Sl £C0* 1¢
Ly0*- 800° 990° 982" 0gs°- LT10° 0¢
A S Re0* L9s” 890° 990° - 8h1’ 61
7%0° = 9ce” 66€°~ 90T1°~ 616"~ 1%0° 81
6%0 - A LIe"= 90" 980° - LLL” LT
790° 880° £ee” 600° Z01- A 91
%8 - cIT” 650°— 8T10°~ 6L~ 8z¢” ST
9to*- geE0* - o1t” T ey 9L0°~ %S9° 71
£00° 08z* AN 260"~ owt*- 900°* €1
981" 4 i GST* £80°- cee” g6z’ (4
189 S 68¢* AR €£00* i ¥ LyT*- KK
0ST*~ 990~ 611" £10° Evet- 80" 01
99¢" "~ #60° - o%T1* 8e0 " Gto°~ 76L " 6
9L0° 9s0* - SEL” 651"~ L= §9T1"* 8
ThHe 96%° go¢”* RE = LEQ"~ LTO® L
T91° T&805= S60°— 9c9-" 600° YET® 9
760" 610~ 6€L" €60 - LT0*- 190"~ S
9L - 980° 8E0*- 000"~ Z80°~- 660"~ ?
4 4 il CEL™- 1otT* TL0°= 989°- 86T~ £
1¢e ™= 050° GT1’ 660°— |, 0¢1"- 9¢T1” Z
790° - 199* cE0 "= £60° - Ho° 080°- T

g9 103oBj C I0301]  a1030®Bg ¢ 103083 ¢ 10308y 1 1032eg

2IeJ19M A523133ul UOTIBTMIT IS suojeoadxy JUDURDUBAPY sdTysuorjeray wal]l

181208 dATITUSO) /2dedsy TBUIDIXI  TRUOLSS2J0ld 1BT D08 gdd

SWALI Sd3 0% ¥O0d NOILVZITVIMON HISIVA HLIM NOILVLIOY ¥dL4V NYILLVd MOLOVA

6 ATHVL



118

9eQ - 80T*- T00"- cIB* A N 991"~ 0%
YA 290" %Z0°* o - 600°- 610" 6t
801"~ 610" o%o”* Leo* gyT* g9g”’ 8t
90" hes wy0* og0* 090" £60° e
560°- o7 L IA e 269’ 660" EET 9t
101" - AT Bog” %0 et 150" SE
LTIT 167"~ 69¢” 8450 We0* = 911" be
gce*— 96T - 21Z° c60° 219 M 09g” £e
££0" ocn*- <90° 159" /YT - 6c1 - A
coL*t- 681"~ 1 T 210" - L1 Syt %
A 900° 11 L2307 - YeT"— A #19
£8c* - [A% £87 '~ 00 TTZ*- 090" 6¢
XA ag0- LOT" 760 * 800~ 166° 8¢
560" - LTO* 861" 9¢T*" £ECT ™~ 9TR" Le

g I033B4 m 1033ed c aonjiaeq £ I039vg Z A012eyq T fojoeg
UHMMHM_B JsaJIajuy UOT3IBTMTIS wﬂOHumuUwQNm JUIWRIUEBADPY w&ﬁﬂw Qo TleTey w237
TeT 208 anyaTudon /2deosy TeuraIxXg TrUOTISSJ01] TBI005 gdd

{penuTiuo)) 6 FTAVL



119

[74 A ceL” €0’ oyT* <91 - SheT S¢
S60* 990" ost” £00* 20 9TH’ e
VA Lee” She”® €T0° 1e° - o9e” £e
269°- £1e” 1tT* 870~ IZ1° - TLte 27
[AV A ™t* 6¢5° BET” 6Le " - 69C° 1<
ZeT"- cL0° giT" SfLe’ A% EET” 0¢
86— LA ®a’ rA N v61°- 48¢"° 61
9Ll - 9%° £6e°— 61Z ~ 113 R c00* 8T
L6 60" £60° 60° £81° - ERE” L1
[4 U 0ZtT’ oye® teo’ S80° - oeg* 9T
1% M T’ 80T"* 970"~ 12 & A £1e’ cT
[AU ARy ¥80° ey” 910"~ LT - ooL’ 5T
h91°- ooe” pr Aty 91°~ TeL* - BG0° £1
800"~ BCC® 09¢” £80°~ T6C° - 91" (A
[T A L A w6T* 6%0°= 0eeT- FAY Vi 1T
Tie - 60" o9z’ 0Zo* 96G "'~ 1zt 0t
65E° - TL0° (Y40 LLos N LI 00s* 6
060°- ¢s0’ c8L" 90— Q€T - T1%° B
A 1zLs 16¢° tEet- £eet - i1e* {
8BT* 802"~ 610" - £49° Lt0° cot- 9
[4uy 910" oot £I0° 080°~ 081" ]
Chit- £8¢° <h0* 950" T 090°* Y
9¥Z - 620° Tet® SL0° - $89" - 9:07= £
L7 £ N w1t [AFA 010"~ £zt~ TET” e
£ETe - 9L9° gIo*- ®Zgt- 160°- £T0" - 1
g 10312eg g 1o030ed 103984 € 1o030vg 7 I03°8'] 1 101983
IIeITM assasiur UQEIBTMEEIS suorleydadxy Juawadueapy  sdTYSUCTIBILY w33l
Te1208 aATITUS0) Jjedeosg TEUISIXY  TERUOISS3I0lq TBI205 sd1

SWALI 543 O 304 NOILVZITVMEON #ISIVA HLIM NOILVIOYM ¥ALIV HANLIMILS WOLOVA

01 IT19VL



120

180° €827~ 700* -~ T¢8” SET” ger- 0%
£0Lt - g6eg" €T’ 490~ 018~ LT 6t
STe' - oL’ ive® 950~ 0Lo0” 66C" 8¢
AN ZTL” o1t” avo°- 0B80°- %1 LE
80T~ S$%0° ceQ” L9 T50° 361" 9t
161"~ 691" 0sL° iso0- '4:[0) Z0¢” 113
880" 18T~ e6e” 0T*® 120" - 21" 7t
A 0%0"~ 0% ) 6ST* §/2'- A £e
L80° e - 760° L6%9° 86T - 050t~ 43
96e - €50~ Sop” $90° T16°~ Y4 1t
Y6y "~ oLt i0° cho* - 80E" - FAtA ot
L89°- V3 SHTT- X 69C" - (14 6Z
EET - 6LT" 9ct” 621" £60°~ 1% 8¢
06Zg°~ 901" 1) 671"° €6~ % ie
AV R ST v 820" - 801"~ 649" 9¢

g I030®Eg ¢ 1o3oej] ¥ 103108j ¢ 10310e7 Z 10310B3 T z012B7

JIRITIN 189I33Uuy UOTIB TOWT 3§ suoT 1elvadxy Jjusweoueapy  sdyysuoyiretoy w1l

TeT 208 JATITURO) Jjedeosy BUIRIXT  [RUCTSSDJOIg TeID03g Sidd

(panurjuo)) 0T FTTAVL



TABLE 11

FACTOR STRUCTURE: ITEMS AND FACTOR LOADINGS OF THE EDUCATICN
PARTICIPATION SCALE AFTER OBLIQUE ROTATION FOR 114 RESPONDENTIS
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Ttems W Ad MARiEa OH
9 To be accepted by others 39 .02 04 W14 - 05 -.27
19 To fulfill a need for personal
agsociations and friendships 18 -,07 .07 .55 .03 -.13
17 To participate in group activity .78% -.09 .06 -.22 -.02 =~.15
24 To have a few hours away from
responsibilities « L4 ke 04 -.03 .02 07 .20
26 To become acquainted with
congenial people .50« 06 -.07 .11 03 -.27
27 To¢ provide a contrast to the rest
of my life. 42%  =.15 .16 .20 02 -.09
28 To get a break in the routine
of homework. 59 .01 .09 .10 .09 .03
31 To improve my social relation-
ships A5k .13 -.02 .30 -.19% ~.31
38 To make new friends 57% .15 .03 .04 .08 -.11
3 To secure professional advance-
mEfl.t -120 "-69* "-0? -10 -nl3 —012
10 To give me higher status in
my job ' .08 -.54% 01 .12 -.07 -.,15
18 To increase my job competence e ~.52% 11 -,39 .35 -.04
20 To help me earn a degree, diploma
or certificate .02 -.52% ,29 .07 .01 -.05
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6 To carry out the recommendations
of some authority o | 10 Hhk~-,82 ~.05 .16
32 To meet formal requirements -.13 -.25 .65% .06 -,03 .07
36 To comply with the suggestions
of someone else A3 .10 .65%-,02 Jd4 0 =,10
40 To comply with instructions
from someone else -.17 08 Blxe-.00 -.11 -,04
5 To get relief from boredom -.06 =-.02 =-.05 .74% -,02 .09
8 To overcome the frustration of
day to day living A7 =14 =16 JT4% -.06 .08
19 To gain insight into my
personal problems A5 =-.07 .07 .55% .03 -.13
21 To escape television .05 -lld 012 .47* |08 -10?
1 To seek knowledge for its own
sake -.08 .04 -,09 -,03 66k -,06
7 To satisfy an enquiring mind .02 -.03 =-,13 .21 60k -.29
25 To learn just for the joy of
learning A7 =00 =02 -.04 Jd0k -.05
37 To learn just for the sake of
1Earning .06 .06 -08 .m a?zl* 105
4 To become more effective as a
citizen -.10 -.08 -,00 -.04 09 =-.73%
22 To prepare for community service .03 .08 =-,02 ,01 .03 =,70%
23 To gain insight into human
relations Jd4 -.12 .03 .25 17 =.43%
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29 To improve my ability to
serve mankind .06 -,21 =,04 -.28 .15 ~,50%
30 To keep up with others 13 -.18 -.03 -.06 .01 =-.42%
39 To improve my ability to par-
ticipate in community work .02 -,01 -.03 ,03 .06 ~.,67*

*Loadings greater than .40 which formed item clusters.
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EPS Item Highest
No Loadings
2 To share a common Interest, 22
11 To supplement a narrow previous education «33
12 To stop myszelf becoming a "vegetable” 25
13 To acquire knowledge to help with other courses «28
15 To keep up with competition «30

16 To escape the intellectual narrowness of my

occupation . +23
Kk To maintain and improve my social position «35
34 To escape an unhappy relationship «27
a5 To provide a contrast to my previous education 37

Because the EPS items did not load on any of the factors, they
were excluded from further amalysis in the investigation.

The data in Table 12 indicate that there is a wide range in
the strength of intercorrelations among the six factors - Professional
Advancement and External Expectations correlated ,03 (the lowest)
while Social Relationships and Escape Stimulation correlated ,36 (rhe
highest).

As one might expect, given the nature and meaning of the EPS
items, Social Relationships correlated highest with Escape Stimulatiom.
The Social Welfare factor demonstrated a generally stronger pattern
of correlation with the remaining five factors; thus, it correlated

negatively (-.21) with Social Relationships, positively {.27) with
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Professional Advancement, negatively (-.14) with Escape Stimlation,
and negatively (-.27) with Cognitive Interest. The post-secendary
agricul ture teachers might have viewed their inservice education
participation role not only aimed at improving theilr professional
performance, but to better the comunity and serve others.

The rotated factors in Table 9 were amenable to meaningful
interpretation. Inspection of the EPS clustering in this Investi=-

gation sugpgests that the first factor is Social Relatienships.

Items 9, 19, 17, 24, 26, 27, 28, 31, and 38 have high loadings on
this factor and less on others, Individuals who score high on this
dimension state a need for personal assoclation, participation in
group activity, making new friends, express being accepted by
others, and aveidance of monotony of 1ife and work (Table 11).

The second factor is Professiomal Advancement. Items 3, 10,

18, and 20 have high loadings on the dimension. (Table 11). The
variables which load on this factor appear to express scme concern
for advancement within one's profession. Previous studies have
characterized high scorers on this scale as subjects perceiving their
educational preparation as highly job-oriented or vocationally
criented, leading to greater competence and higher status in the
individual's chosen occupation, For the post-secondary agriculture
teachers, the factor could be of importance particularly in seeing
inservice education participation as an copportunity to improve in

professional competence and as a stepping stone to higher job status.
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The third factor is External Expectations, Items &, 32, 36

and 40 have high lecadings on this factor., Individuals who score

high on this dimension are seeking to fulfill certain needs externally
imposed, such as, instruction, suggestions and requirements from

other individuals or agencies (Table 1l), For most post-secondary
agriculture teachers, the seeming mandated requirement of inservice
education participation for relicensure might have influenced high
scorers on this factor,

The fourth factor is Escape/Stimlation. Items 5, 8, 19, and

21 load highest on this factor {(Table 11). It is noteworthy that items
which lead high on this factor in previous studies are alsc found in
this study, The items appear to teflect a uneed for stimulation, a
desire to get away from a boring situation or an unpleasant environ-
ment, Teachers who scere high on this factor might be participating

in inservice education for the primary reason of having a contrast to
life, getting away from responsibilities for a change, removing
boredom, or overcoming the day-to-day frustration of werk, 1living,

or association.

The fifth factor is Cognitrive Interest., Items 1, 7, 25 and 37 '

load highest on this factor. Learning and the pursuit of knowledge
for its intrinsic value are the driving force behind this dimension,
It reflects a basic inquiry motivation or traditionally pure academic

netivation (Table 11).
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Social Welfare is the sixth factor. Motives in this scale

reflect broader humanitarian community service concern. Participatien
in further education may be based on non-selfish expectations to
better the community or serve others., Items 4, 22, 23, 29, 30 and

39 make up this dimension {(Table 1l1).
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The Second Objective of the Study: This objective was to determine

the degree of importance which certain groups of post-secondary
agriculture teachers placed on various reasons for participating in
inservice education., This gave rise to the research question: "How
significantly are the post-secondary agriculture teachers' learning
orientations influenced by the personal variables of age, marital
status, level of education, length of teaching experience and level
of income?"

Importance Attached to the Learning Orientations of

Wisconsin Post-Secondary Agriculture Teachers

The data in Table 13 provide information on the mean scale
scores grouped by the EPS motivational typologies for the total
sample and selected age groupings of Wisconsin post-secondary agri-
culture teachers. For the entire population (N = 114), relatively
more importance was placed on those reasons for participation in
inservice education which comprised the Professional Advancement,
Cognitive Interest and to a lesser extent, External Expectations
dimensions,

It should be remembered that the total range of scores was
from 1 to 4, "Very Little influence" to '"Very Much Influence". The
mean scores for Professional Advancement and Cognitive Interest
dimensions indicated about moderate influence - mean scores of 2.79
and 2.71 respectively. The External Expectations indicated little

influence (a mean score of 2.15). With the standard deviation scores
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of .69 for Professional Advancement and .69 for Cognitive Interest,
the post-secondary agriculture teachers were equally wnanimous on the
two dimensions as influencing them moderately to participate in
inservice education,

In an earlier study Morstain and Smart1 had observed a simi-
lar finding regarding the reasons adults participated in continuing
education, The findings in this study take a difference from that
of Morstain and Smart's in that External Expectations featured higher
as an influenﬁing dimension than Social Welfare observed by them.
This preference is to be expected since job security and progress of
the post-secondary agriculture teachers depend in part on complying
with regulations set by the authority.

The respondents generally placed little emphasis on Social
Welfare (2.11), Social Relationships (1.70) and Escape Stimulation
(1.41) dimensions as influencing their inservice education

participation,

Age Differences of Respondents With Respect to Their Learning
Orientations

Table 13 provides information regarding the learning orienta-
tions mean scores and standard deviations for the post-secondary
ogriculture teachers. For the purpose of in-depth analysis, the
post-secondary agriculture teachers were classified inro six-age
categories: Under 30 years, 31 to 35 years, 36 to 40 years, 41 to
43 years, and 46 to 50 years and over 50 years. The table provides

a comparison between the scores for the entire population and the
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various age-groupings. The data indicate that within the overall
pattern, there is a considerable variation in the mean scores of the
EPS dimensions across the groupings, Professional Advancement which
took a leading position in influencing the participation of teachers
had a mean score range of 2.31 to 3.17 across the age groupings,

There is no clearcut trend suggested in the mean scores of this dimen-
sion except that those respondents in the 46 to 50 year-age bracket
placed more emphasis on it than did others. In general, all age
groupings regarded his dimension as important to them.

The Cognitive Interest dimension for the age groupings had
& mean score range of 2.57 to 2,80 with the oldest teachers {51 years
and above) having the highest score {2.81). Apparently the oldest
teachers were more influenced into inservice education participation
by this dimension than those in the youwnger age categories.

External Expectations dimension exerted little influence on
the teachers' participation in inservice education (mean score range
of 1,88 to 2,30). However, teachers in the age bracket of 51 years
and above were almost influenced by this factor, with a mean score of
2.30. From the data amalysis, it would seem that older teachers
were gemerally more influenced by this factor in their inservice
education participation than the youngear ones.

The dimensions of Social Welfare, Social Relationships and
Escape/Stimulation apparently had little influence on the teachers,

& close observation of the data would reveal a smaller standard
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deviation range or tighter clustering of responses to those factors
which had no or little influence on the decision of the teachers to

participate than those factors which exhibited the highest influence.

Learning Orientations of Teachers as Influenced by Marital
Status

One of the objectives of this investigation was to find out if
the marital status variable had any influential effect on the
Wisconsin post-secondary agriculture teachers' learning orientations.
But as the reader would recall in Table 2, nearly all the respon-
dents (91,2 percent) were married, thus placing a large majority
under one marital status category. Since this was the case, it was
felt that no useful information would be derived by carrying out
further statistical analysis on the collected data.

From now on, the investigator decided to stop any further
statistical analysis based on the marital status variable in this
study.

Learning Orientations of Teachers as Influenced by Educational
Level

The data in Table 14 indicate the mean scores and standard
deviations for the post-secondary agriculture teachers grouped by
the highest educational level. A close observation of the data
reveals no particular trend with regards to the mean scores on the
EPS dimensions. However, respondents with educat ional qualifications

of less than the Bachelor's degree were generally most influenced by
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the EPS dimensions of Professicnal Advancement (mean score: 3,33)
and Cognitive Interest {(mean sccre: 3.17). This is to be expected
considering the fact that the average educational qualification of
the post-secondary agriculture teacher in Wisconsin is Master's
degree plus some graduate credits. Since educational qualifications
are so vital te profesgional growth and job security, it is ne won-
der, therefore, that the teachers with low educational qualification
were largely influenced by these twe EPS dimensions. In general, it
would seem that the higher the educational qualification of the
teacher, the less influenced he is by the Cognitive Interest motive.
.Respondents were generally about moderately influenced by the
Professional Advancement factor (mean score range: 2.68 t0,3.50);
holders of the Doctorate degree were most influenced (mean score
3.50). 1In general, those respondents who were moderately influenced
by the motive of Professional Advancement also were about moderately
influenced by the Cognitive Interest dimengion with the exception of
holders of the Doctorate degree who appeared more concerned with
improving their professional competence than engaging in cognitive
activities not necessarily related to professional improvement,
While other categories of teachers regarded External Expectations
as having little influence in their decision tc participate in
ingervice aducation generally, the holders of Bachelor's degree and
Doctorate degree regarded the factor as having about moderate

influence on them. It is possible that holders of the Bachelor's
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degree are young in the profession and still in the process of struggl-
ing to gain professional recognition, Holders of the Doctorate degree
might as well be struggling to improve themselves professionally in
order to gain the necessary recognition from the authorities., These
reasons might have considerable influence on the two categories of
teachers to the extent that regulations set by the authorities become
an important source of influence.

The dimension of Social Welfare had little influence while
those of Social Relationships and Escape Stimulation had no influence
on the teachers' decision to participate in inservice education.

Overall, the level of educational attainment of the post-
secondary agriculture teachers did not seem to give a clear indication
of the EPS dimension that would characterize an individual on the
motivating factors. Respondents, irrespective of educationol attain-
ment, were generally moderately motivated by the dimensions of Pro-
fessional Advancement and Cognitive Interest and little influence by
External Expectations, Social Welfare and Social Relationships.
Apparently no single factor has an overriding influence on the

teachers' decision to participate in inservice education.

Learning Orientations of Teachers as Influenced by Teaching
Experience

The data in Table 15 indicate the mean scores and standard
deviations grouped by motivational typologies and compared with vears

of teaching experience of the post-secondary agriculture teachers in
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Wiscongin,

Analysis of the data revealed that the participation of the
post-secondary agriculture teachers in inservice education is
influenced first by the dimension of Professional Advancement (mean
range score of 2.54 to 3.29), and second, by the Cognitive Interest
dimension (mean score range of 2.50 to 3.04). The motives of
Fxternal Expectations, Soclal Welfare, Social Relationships and
Escape/Stimulation had little or no influence on the teachers
decisions to participate in inservice education.

In general, younger teachers had relatively high mean scores
on most of the dimensions but particularly more so for Professional
Advancement (3.,04) and Cognitive Interest (3.04). The dimensions are
at their lowest ebb however about the mid-career point of the teach-
ers' professional lives (16 to 20 years); thereafter, there is a
sudden rise In the mean score of all the six dimensions. This find-
ing is largely consistent with the data in Table 13 where selected
age groups were compared to the motivational typolegies. As one
would expect, older teachers and invariably the moras experienced
professionally are less influenced by social crientations, but rather
by those factors which could lead to improved professional life and
self improvement. It would seem that as teachers got beyond their
mid-career lives, they generally became more sensitive to theilr
professional responsibilities, their personal development and com-
pliance with the requirements set by the authorities. It is also

poseible that the desire for the individual teacher to aspire to a
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position of responsibility within the profession might, in part,
account for the observable change in him/her beyond the midcareer

stage.

Learning Orientations of Teachers as Influenced by Level of Income

The data in Table 16 indicate the mean scores and standard
deviations for the EPS dimensions of Wisconsin post-secondary agri-
culture teachers grouped by levels of income.

The teachers, irrespective of level of income, were generally
about moderately influenced by two dimensions in their participation
in inservice education. These are: the Professional Advancement
(mean sccre range of 2,50 to 2,95) and Cognitive Interest (mean
score range of 2,64 to 3.00). It would appear, that with increased
income, teachers tended to be more influenced by the Professional
Advancement dimension., Those in the income bracket of less than
$10,000 per year were least influenced by this factor (mean 2,50),
while those earning between $25,001 and $30,000 per year appeared to
be most influenced (mean score: 2.95). Also, those teachers in the
lower income categories (less than $10,000 to $20,001) were generally
more influenced by the Cognitive Interest dimension.

It is possible that those teachers with less income are
those with less educational qualification and experience; they might
have viewed cognitive interest as an avenue for professional improve-
ment in order to acquire a higher professional status and income

level. In general, the higher the income of an individual, the
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less he 1s motivated by the Cognitive Interest to participate in
inservice education.

Teachers were little influenced to participate in inservice
education by the factors of External Expectations (2.11 to 2,38),
Social Welfare (1.83 to 2.31) and Social Relationships (1.63 to 1.96).
Escape/Stimulation had no influence on the teacher'‘s involvement in

inservice programs.

Learning Orientation of Individual Members

For the purpose of further statistical analysis in relation to
the learning styles of the respondents, the investigator found it
expedient to identify each respondent with the learning orientation(s)
he/she emphasized most. The data in Table 17 represent the mean
score of the respondents on each of the six learning orientations.

The learning orientation(s) most emphasized is (are) asterisked. A few
cases were encountered where sane respondents expressed equal amownts
of influence on two learning orientations.

A summary of the data in Table 17 by numerical figures indicated
that the majority of the post-secondary agriculture teachers were
most influenced to participate in inservice education by three prin-

cipal learning orientatioms:

1. Professional Advancement (N = 56)
2. Cognitive Interest {N = 50)
3. External Expectations N = 20)

These figures sexrved to further confirm the results in Table 13,
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5 2,222 2.250 2.500% 1.000 2.000 1.667
6 1.000 2.250* 2.000 1.000 2.000 1.333
7 1.889 3.750% 1.750 2.000 3.500 2.667
8 1.889 3.250 2.000 1.000 3.500% 2.667
9 1.77¢ 3.250% 2.250 1.000 1.750 1.167
10 1,331 2.750 1.500 2.250 3.750% 2.000
21y B 1.222 2.500 1,250 3. 750 3.000% 1.667
12 2.444 2.400 2.250 1.250 3.000% 2.333
13 1.444 1.250 3.000% 1.250 3.000% 2.000
14 1.667 3.000% 1.000 1.000 2.500 1.833
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27 1.889 2.000 2.750% 1.750 2.000 1.667
28 2,222 3.000 2,000 2.500 3.750% 2,667
29 1.556 2.250 3.000% 1.500 3.000%* 2.167
30 2.444 3.250% 2750 1.000 3.000 1.833
31 1,111 3.250% 2.750 1.000 1.250 1.500
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35 1.778 3.000%* 1.250 1.000 2.500 1.833
36 2.444 3.500% 1.759 1.000 2.500 2.667
37 1.222 3.250%* 1750 1.000 2.500 2.500
38 1.667 2.500 1.500 1.000 3.500% 1.833
39 1.000 1.000 2.500% 1.000 1.000 1.000
40 2.667 3.750% 2.750 2.000 2.500 24333
41 1.000 2.250 1.500 1.000 4.000%* 1.833
42 1.667 1:750 1.750 1.000 3.000% 2,500
43 1.333 3.000 1.500 1.250 3.250% 2.500
44 2.000 2.000 1,75¢ 1.250 2.500% 2333
45 3.111 3.500%* 3.250 3.000 3.500% 2.667
46 2,536 2.500 2.750 1.500 3.500% 2.167
47 2,311 3.750% 2.730 1.000 3.250 2.667
48 1.778 2.500 3.500% 1.000 3.7250 1.667
49 2.222 1.500 3.500% 1.250 2.750 2.500
50 2.11% 3.250% Z2.250 1.500 3.000 2.667
51 24111 3.000 2.000 2.750 3.250% 2.333
52 1.000 3.500% 3.250 1.250 3.000 2.333
53 1.111 3.750% 1.500 1.000 2.500 2.167
54 1.333 3.000% 1750 1.500 1.750 1.167
55 1.778 2.500 2.500 1.250 3.750%* 3.167
56 1.000 2.000 2.500 1.000 2.750% 1.000
37 1.778 3.250% 2.000 2.250 2.000 2.833
58 1.000 2.750% 1.750 1.000 2.500 1.167
59 1.333 2.000 2.50% 1,250 1.500 1.833
60 2.556 3.250% 1.500 1.000 3,000 2.833
6l 1:333 3.500% 2.000 1.250 2.000 2.833
62 1.333 1.750 1.000 1.000 2.750% 1.000
63 1.889 2.750% 2.000 1.500 2.750% 2.667
64 1.667 1.000 1.750% 1.500 1.750% 1.167
65 1.667 3.000% 2.000 1.500 2.000 2.333
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66 1.333 2.000 2.000 1.500 2.250% 1.167
67 2,111 2,750 3.250% 2.250 2.250 2.000
68 1,667 3.750% 2.500 1.250 1.750 2.333
69 1,778 3.000 1.250 1.500 3.250% 1.833
70 2.222 3.250 3.000 1.500 3.500% 3.000
71 1.111 3.250* 2.250 1.250 3.250% 2.167
72 2.000 3.250% 1.500 2.000 2.000 2,500
73 1,687 2.230 1.500 2.000 3.000% 2.333
74 2.444 4.000* 2.250 2.000 4.000% 2.167
75 1.667 2.500% 2.500%* 1.000 2.250 1.667
76 1.111 2.250 2.250 1.500 2.750% 1.833
77 2.000 2.500 2.000 2.000: 3.000* 2.167
78 2.222 2.750% 2.000 1.750 2.500 1.500
79 1.778 4.000% 2.500 2.500 3.750 2.667
80 1.000 4.000* 2.250 1.000 3.250 1.667
81 2.222 3.000 1.500 2.000 3.500% 2.333
82 1.889 3.500% 1.750 1.500 3.500% 2.833
83 2.333 2.750 3.750% 1.500 2,500 2.500
84 1.444 2.750% 1.250 1.000 2.250 1.667
85 1.222 3.000% 2.250 1.000 1.750 1.333
86 1.444 3.000 1.250 1.000 3.750% 2.333
87 2.333 1.750 2.750% 2,000 2.750% 2.000
28 1.111 2.500% 1.250 1.250 2.000 1.500
89 2.222 2.250 2.000 1.250 3.750% 1,000
20 1.111 2,250 1,250 1.250 3.000* 2.833
91 2.222 2,750 3.500% 2.500 2.500 2.000
92 1.111 2,500 1,000 1.000 3.500% 2.833
93 1.778 3.000 1,750 1.000 3.250% 2.333
94 1.556 3.500% 2.750 1.500 1.500 2.167
95 1.667 3.000 1.750 1.250 3.250% 2.667
96 2.778% 2.750 2.250 2.000 24500 2,333
97 1.778 3.250% 2.000 1.750 1.750 1.833
98 2.222 3.250%* 2.500 1.500 2.500 2.667
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99 1.667 3.250% 2.000 2.500 2.750 2.333
100 1.778 3.500% 1.750 2.500 3.500% 2.167
101 2.000 3.000 3.250% 1.750 2.500 2:.333
102 1.444 3.500% 3.000 1.000 1.750 2.167
103 1.889 3.000%* 1.750 1,250 2.750 2.000
104 1.556 2.500 1.750 1.500 3.500% 2.500
105 1.222 3.750 3.250 1.000 4.,000% 2.833
106 1.000 1.500 2.750% 1.000 1.750 1.333
107 1.000 1.750 2.500% 1.000 2.250 1.167
108 1333 3.750% 1.250 1.000 3.750% 2.333
109 1.667 1.500 2.000 1.000 2.000 2.500%
110 1.111 3.500% 2.000 1.500 2.750 2.000
111 1.550 2.250 1.000 1.000 2.000 2.500%
112 3,111 3.250% 2.500 1.000 3. 000 2.500
133 1.444 3.000 1.750 1.250 3.250% 1.500
114 1.000 3.750% 2.500 1.000 1.000 1.833
Frequency

Count 1 56 20 0 50 3

NOTE: *Indicates Learning Orientation Influencing the respondent

most.
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The remaining three learning orientations which apparently had very
little or no influence included:

(1) Social Welfare (N = 3)

(2} Social Relationships (N = 1) and

(3) Escape Stimulation (N = ()

Since the learning orilentations comprising social welfare,
Social Relationships and Escape Stimilation did not play any signifi-
caut role in influencing the teachers' participation in inservice
education programs, they were excluded from the computations regard-
ing the relationship between the teachers' learning orientations and
their preferred learning styles. This decision was necessary in
order to limit analysis of data to those factors that are of real
practical professional significance both to the administrators and

the participating teachers.

Summary

Differences in the personal variables of age, level of edu-
cation, length of teaching experience and level of income with respect
to the reasons why the Wisconsin post-secondary agriculture teachers
participated In inservice education were cbserved,

Within the overall pattern, those reasons which dealt with

Professional Advancement, Cognitive Interest and External Expecta-

tions were found tc moderately influence the teachers to participate

in continuing education,
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Those reasons reflecting broader humanitarian community
service (Social Welfare) and those dealing with personal assocfation
or participation in group activity (Soccial Relationships) had about
little influence, but Escape/Stimulaticn as a motivating facter had
no influence on the teacher participants,

On the age variable grouping, no particular trend seemed
suggested by the scale scores of the EPS dimensions. However, older
teachers were generally more moderately influenced by the Profes-
sional Advancement and Cognitive Interest factors than were the
younger ones,

The post-secondary agriculture teachers with educaticnal
gualifications of less than the Bacheleor's degree regarded the
Professional Advancement and Cognitive Interest dimensions as
moderately influencing them, while those with higher qualifications
emphasized the Cognitive Interest less, This trend is to be expected
considering the fact that those at the bottom of the educational
ladder are conscicous of the fact that they are holding qualifications
lower than the average in the professiocn which is perhaps not good
enough for job security,

The reasons dealing with compliance with formal requirements
{(External Expectations) moderately influenced those teachers with
educational qualificaticns of less than the Bachelor's degree more
than any other category in the group, This reason could be attributed
to the teachers' consciousness of the security of their jobs and

perhaps the ambition to progress in the profession.
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Relatively inexperienced teachers had high scores on most of
the EPS dimensfons, The dimensions are however at their lowest ehb
about the midcareer point of the teachers' professional lives;
thereafter a sudden rise in the scale scores were observed. Both
the least experienced and most experienced post-secondary agriculture
teachers were more influenced by the various EPS dimensions than those
just about their mid-career lives,

With increased income, the teachers tended to be more influ-
enced by the EPS dimensions of Professional Advancement and less by
the Cognitive Interest, This phénomenon is to be expected since
remunerations and enhanced position are more directly and closely
linked with good professional record. One should also take cognizance
of the fact that the post-secondary agriculture teachers form a group
of professionals who are vecationally coriented; Cognitive Interest as
a metivating factor may not have featured quite as prominently as
Professional Advancement in the teachers' bid for improved profes-

glonal performance.
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Third Objective of this Study: The objective was twofold: (a) to

determine if the learning orientanions influencing the post-secondary
agriculture teachers to participate in inservice education programs
exhibited significant statistical variations when individuals were
grouped within the demographic variables of age, level of education,
length of teaching experience, and level of income, and (b) to
determine the statistical relatjonships existing between the
teachers' learning orientations and their personal variables of

age, level of education, length of teaching experience, and level of

income.

Significance of Group Differences in the Learning
Orientations of Post-Secondary Agriculture
Teachers

The SPSS subprogram ONEWAY analysis of variance was performed
on the group mean scores of Wisconsin poét—secondary agriculture
teachers to determine the significance of the differences in their
motives for participating in inservice education.

For the purpose of statistical treatment, the respondents were
set into categoriles according to their perscnal variables of age,
level of education, length of teaching experience and level of
income. The groupings within the independent variables consisted
of the following: six for the age varlable, six for educational level,
seven for teaching experience, and six for income. Five null

hypotheses were formulated,
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Age as an Independent Variable

Hypothesis: The following hypothesis was formulated "There is no
significant difference in the learning orientations of post-secondary
agriculture teachers with varying age backgrounds".

No test the hypotbesis, the independent variable age was
categorized into the following:

(a) 30 years of age or below

(b) 31-35 years of age

(c) 36-40 years of age

(d) 41-45 years of age

(e) 50 years of age and above.

The data in Table 18 represent the analysis of variance sum-
mary performed on the mean scores of the teachers based on their age
groupings,

Of the six learning orientations, Professional Advancement
was found statistically significant at the probability level of
less than .05.

A test for homogeneity of variance indicated no statistical
significance (p = .747). The Scheffe method of multiple comparisons
also indicated that, although a statistically significant difference
could be observed in Professional Advancement, no two groups were
significantly different at the probability level of .05 in this
dimension. An inspection of the mean scores reveals that the groups

are fairly close, but no specific trend is suggested,
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TABLE 18

ANOVA SUMMARY TABLE OF THE LEARNING ORIENTATIONS OF WISCONSIN
POST -SECONDARY AGRICULTURE TEACHERS BY AGE GROUPINGS

1) Learning Group D.f. 85 M F- F-
Orientation Means Ratio Prob,

Social Relation-
ships 1.84 5 1.74 a5 1.41 .21
1.74 107 26,36 .25
1.59
1.60
1.51
1.84

2) Professianal 2.31 5 6.84 1.37 3.19 LOL*
Advancement 2,97 107 45,90 _43
2.46
2.40
3,17
2,30

1} Extarnal 2,22 3 2,72 .55 1.38 W24
Expectations 1.99 105 41,30 .60
1.93
2.23
2,23
2.33

4) Escape/ 1.58 s 1.71 .34 1.60 .17
Stimulation 1.46 106 22.56 .21
1.39
1,39
1.08
1.46

3] Cogaitive 2.69 5 .B8 .18 .36 88
Intereat 2,78 106 52,235 .49
2,60
2,62
2,63
2,81

6} Socidl Welfar= 1.83 5 1.83 .37 1.31 .26
2,11 107 29,78 .28
2.12
2.00
1.99
2.25

Significance = .05 probability = ¥
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On the remaining dimensions, the post-secondary agriculture

teachers did not show significant differences in their mean scores.

Level of Education as an Independent Variable

Hypothesis: The following null hypothesis was formulated "There is
no significant differeance in the learning orientations of post-

secondary agrilulture teachers with different levels of education™,

For the purpose of testing this hypothesis, the teachers
were grouped in the following order:

(a) Less than Bachelor's degree

(b) RBachelor's degree

{c) Bachelor degree plus graduate credits

(d)} Master's degree

(e) Master's degree plus graduate credits

(f) Doctorate degree

Tablae 19 represents the summary of the oneway analysis of
variance on the learning orientations with education as an indepen-~
dent wvariable, The analysis indicates that the post-secondary
agriculture teachers differ significantly at the probability level
of less than .05 on one ouwt of the six dimensions - the Escape/
Stimulation.

A test for homogeneity of variances indicated no statistical
significance. The Scheffe method of multiple compariscons indicated
that two pairs of groups of teachers were significantly different

at 05 level of probability. Teachers having qualifications of less
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TABLE 19

ANOVA SUMMARY TABLE OF THE LEARNING ORIENTATIONS OF WISCONSIN
POST-SECONDARY AGRICULTURE TEACHERS BY LEVEL OF EDUCATION
GROUPINGS

—_—————— e ———

Learning Group D.f. S8 MS F=- F-
Orientation Means Ratio Prop.

1) Social 2.41 5 2.30 .46 L.21 .10
Relationship 2.04 107 25.79 24
1.60
1.80
1.70
172

2) Professional 3.33 5 2,50 .50 1.07 .38
Advancement 2.75 107 50.24 .50
2.68
2,90
2.80
3.50

3) External 2.83 5 2.49 .50 1.25 .29
Expectations 2.00 105  41.74 .40
2,16
218
2.13
2.88

4) Escape/ 2,42 5 4,05 .81 4.24 .002%*
Stimulation 1.83 106 20.22 .19
1.40
1.48
1.32
1.38

5) Cognitive 3.17 5 2.19 .44 91 .48
Interest 3.00 106 51,05 .48
2.67
2.60
2.76
2,00
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TABLE 19 (continued)

6) Social 2,44 5 1.20 .24 .84 « 52
Welfare 1.61 107 30.39 .28
2.12
2.08
2,10
2.33

Significance = ,05 probability = *
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than the Bachelor's degree, group one with a mean score of 2.4167
was significantly different from two groups: (a) the holders of
Bachelor's degree with graduate credits (mean; 1.3974), and

(b) the holders of Master's degree with graduate credits (mean:
1,32273.

Apart from Escape/Stimulation dimension, no significant
differences were observed in the remaining five learning orienta-
tions, An inspection of the mean scores on these learning orienta-
tions would reveal that they are about generally evenly distributegd

among the groups.

Length of Teaching Experience as an Independent Variable

Hypothesis: The following null hypothesis was formulated "There is
no significant difference in the learning of orientaticns of post-
secondary agrieculture teachers with varying years of teaching
experience',

The following comprised the categeries into which the post-
-8econdary agriculture teachers were put according to their learning
experience:

{a) 4 years of teaching experience or less

(b} 5-10 years of teaching experience

(¢) 11-15 years of teaching experience

(d) 16~20 years of teaching exper lence

(e) 21-25 years of teaching experience

(f) 26=30 years of teaching experience
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{g) 30 vears or more of teaching experience

The data in Table 20 represent the summary of one-way
analysis of variance with learning orientations as the dependent
variables and teaching experience as the independent variable,

The analysis indicates that the post-secondary agriculture teachers
differ significantly on twe lLearning orientations: Escape/Stimu-
laticn at the probability level of less than ,05, and Social Welfare
at the probhability level of .05,

A test of homogeneity of variances on Escape/Stimulation
dimension Indicated a statistical sipnificance of =.039. This
level of significance obviously indicates that the variances in the
populations from which the samples were drawn were mot equal. This
need not seriously invalidate the results obtained. However, it
indicates that the results should be interpreted with caution.

Scheffe procedure indicated that the group of teachers with
4 years of teaching experience or less (mean: 1.96) was significantly
different from the group with 16-20 years of teaching experience
{mean: 1.14).

A test of homogeneity on Social Welfare alsc revealed a
statistical level of significance (p = .04). Again, it is an indi-
cation that the results here should be cautiously interpreted.

Although the overall results on the Social Welfare dimension
was significant statistically, Scheffe procedure could not detect

pairs of groups that were significantly different at the .05
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POST-SECONDARY AGRICULTURE TEACHERS BY LENGTH OF TEACHING

TABLE 20

EXPERIENCE
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Learning
Crientation

13

2)

3

4)

5)

Group
Mean

S5

MS

F=-

Ratio

F=
Prob.

Social
Relationship

Professional
Advancement

External
Expectations

Escape/
Stimulation

Cognitive
Interest

2.14
1.66
1.67
1,52
1,74
1.62
1.90

3.04
2.80
2.71
2.54
3.29
3.00
2.77

2.32
2.10
2.03
2.29
2.38
2.18
2.31

1.96
1.49
1.39
1.14
1.25
L.39
1.29

3.04
2.74
2.74
2,45
3.04
2,50
2.67

106

104

105

105

2,33
25,56

3.36
49.38

2.38
41.84

3.79
20.48

2.75
50.48

42
.24

.56
-y

.40
.40

.63

L46
.48

1.75

1.20

1L.00

3,24

.95

.12

.31

G4

.006*

.46
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6) Social 2,17 6 3.49 .58
Welfare 2,07 106 28.009 .27

' 2.21

1.77

2.42

1.81

2,27

2,20

. Q5%

Significance = .05 probability = *
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probability level. The mean scores were such that no trend was
suggested. Also, the level of significance for the dimension was
such that could be described as a borderline case, barely signifi-
cant.,

Apart from the twe learning orientations discussed above,

none of the remaining four was found statistically significant,

Levels of Income as an Independent Variable

Hypcthesis: The following null hypothesis was formulated: “There
is no significant difference in the learning orientations of post-
secondary agriculture teachers with different levels of income.,¥

For the purpose of data analysis, the post-secondary agri-
culture teachers were grouped into the following order:

(a) Earning $10,000 per year or less

(b) $10,001 - $15,000 per year

(¢) $15,001 $20,000 per year

(d) $20,001

$25,000 per year

(e) $25,001

$30,000 per year

(£) Qver $30,000 per year

The ANOVA result between level of income and teachers' learn-
ing orientations is presented in Table 21. The data indicate that
the post-secondary agriculture teachers differ significantly on
Escape/Stim:lation factor at the probability level of kss than .05.

A test of homogeneity of variances on the dimension

indicated a statistical significance of p = .001. Obviously, cautien
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ANOVA SUMMARY TABLE OF THE LEARNING ORIENTATIONS OF WISCOMSIN

POST-SECONDARY AGRICULTURE TEACHERS BY LEVEL OF INGOME

GROUPINGS

Learning
Ogientation

L}

2)

3

4}

5)

6)

Group
Means

o.f.

S5

o

Ratic

Fa-
Ratia

Social
Relationships

Profesgional
Advancemant

External
Expectations

Escdpe/
Stimulation

Cognitive
Interest

Social
Weltare

1.96
2.39
1.72
1.63
1.70
1.82

2.50
2.63
2.61
2.75
2.97
2,79

2.313
2.38
2.11
.19
2.13
2.2

2.08
1.3
1,81
1.24
1.38
1.42

2.83
3.00
2.88
2.73
2.65
2.83

2.17
1.83
2.03
2.16
2.10
2.31

104

105

102

103

103

104

1.32
25.83

2.43
46,72

.26
42.24

.18
20.63

.94
49.04

.62
29,69

.26
.25

45

.05
W41

.64
20

.19
]

1.06

1.08

.13

.39

.39

.38

.99

01*

.85

.83

Significance = .05 probability = *
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igs called for in the inrerpretation of this result., Scheffe method
of multiple range test indicated that, although a statistically
significant difference is recorded with Escape/Stimulation dimen-
sion, no two groups of respondents are significantly different in
their scores at .05 probability level. Apart from Escape/Stimula-~
tion, no other factor was found statistically significant In their
mean scores. An inspection of the remaining five learning orienta-
tions would reveal an even spread of mean scotes within each
factor,
Relationships Between Learning Orientations and
Selected Personal Variables

Part of this investipation was concerned with determining
the relationship existing between the learning orientations and
selected variables of the post-secondary agriculture teachers with
regards to their age, level of education, length of teaching exper-
ience, and level of income. It was envisaged that the predictive
value or trend observed in such relations could have useful impli-
cations for ingervice education planning for the teachers. The

following ndll hypothesis was formulated:

Hypothesis
In was hypothesized that "There is no significant relationship
between the post-secondary agriculture teachers' personal variables

of age, educational level, teaching experience, level of income
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and their learning orientations of:
a) Social Relationsbips
b} Professional Advancement
¢) External Expectations
d) Escape/Stimulation
e} Cognitive Interest

£) Social Welfare!’

Variable of Age

As indicated by the data in Table 22, a relationship was
suggested between the age of the post-secondary agriculture
teachers and the dimension of External Expectations. The correla-
tion was statistically significant at the probability level of .03,
But with a correlation coefficient of .183 and a regression slope of
-019, the relationship was weak at best.

Although not quite as clear-cut, the trend of relationship
seemed to suggest that as the teachers grew older, they tended to
become more influenced by the External Expectations dimensicn
{Graph 1).

A positive relationship was also suggested between age and
Social Welfare (r = «156), statistically significant at probability
level of .05, With a regression slope of .048, again the trend of
relationship suggested is not quite clear-cut. It would however
appear that social welfare became an important factor influencing

the teacher to participate in inservice education as he grew older



PEARSON CORRELATION MATRIX BETWEEN LEARNING ORIENTATIONS AND FOUR

TABLE 22

SELECTED PERSOMAL VARIABLES OF THE POST-SECOWDARY AGRICULTURE

TEACHERS
Learning Orientation r r2 Frob. Slope
A. Wich Age
Social Relariomships .060 . 004 26 Q17
Professional Advancement 132 .01B .08 .Q52
External Expectations 183 .033 L03% .067
Escape/Stimulation -.072 .005 226 -.01%
Cognitive Interest .049 002 L302 020
Social Welfare .156 024 05% 048
B, With Educaticn
Social Relationships -.071 .005 .23 -.031
Profegsional Advancement L035 001 W36 .021
External Expectations -,048 002 .31 -.027
Escape/Stimulacion =274 075 LQ02% -.114
Cognigive Intarear -.053 .Qa3 .29 -.032
Soclal WelEare -.002 .000 49 -,001
C., With Teaching Experiance
Social Relatlonships .023 .001 40 001
Prefessivnal Advancement 013 .0oo2 .45 001
External Expectatioms. JLlé .012 .12 .08
Escape/Stimmlation -.230 063 L DD4&* -.013
Cognitive Interest -.086 .Q47 .18 -.007
Soclal Welfare 027 + 001 .39 002
0. With Income
Soclal Relationships -.08 .006 .20 -, Q08
Professional Advancement .19 .Q37 J023% 023
Fxtarnal Expectatioms —.029 .000 W42 -.002
EscapefStimulation -.229 052 .DO9* -.020
Cognirive Ioterest -.096 0as W16 -.012
Social Welfare 066 004 .25 007

Significance = ,05 probability = *
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{Graph 2), 'lhis trend should not be unexpected since older people
are generally more conscious and generally more community oriented
than the younger ones. It 1s also possible that as the teachers

got older, they became more coascious of the social welfare role of

their profession.

Variable of Education

As Indicated in Table 22, a negative relationship (r ==,048)
was suggested between the level of education cof the post-secondary

agriculture teachers and the dimension of Escape/Stimulation, The

relationship was significant at probability level of .002. With a
regression slope of -.114, the trend of relationship is fairly clear.
The higher the educational qualification of the post-secondary agri-
culture teacher, the less influenced he iz by the dimensicn of
Escape/Stimulation. This being the case, Escape/Stimulation orien-
tation is of greater importance to those teachers of lower educational
qualifications than it is of those with higher qualifications.

(Graph 3).

Teaching Experience Variable

A negative relationship was observed between the years of
teaching experience of the teachers and Escape/Stimulation dimen-
sion (r = -,250, slope = -,013). The correlation was statistically

significant at probability level of .004. (Table 22).
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A clear-cut trend is not suggested by this relationship.
However, it would appear that the post-secondary agriculture teach-
ers were generally negatively influenced to participate in inservice
education by the Escape/Stimulation dimension as they advanced in

years of teaching experience, (CGraph 4).

Variable of Income

There was a significant relationship suggested between the
level of income of post-secondary agriculture teachers and Profes-

sional Advancement factor with a correlation value of (r = .19,

slope: .023), statistically significant at probability level of ,023
(Table 22).

Although not entirely clear-cut as one would have liked to
see for the purpose of accurate interpretation of results, the
trend of relationship between the two variables seem to suggest that
as the post-secondary agriculture teachers' earnings (income)
rose, the teachers tended to be more influenced into inservice edu-
cation participation by the Professional Advancement dimension
(Graph 5).

The Escape/Stimulation factor was once again observed to have
a negative relationship with the teachers' income., The dimension
correlated negatively (-.228, slope: -.02) with income, and found
statistically significant at probability level of .009.

Although no clear-cut trend is suggested by the relationship,

a close inspection of Graph 6 would seem to indicate that the higher
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the level of income of the teacher, the less influenced he/she is
by the Escape/Stimulation factor. Apparently, this factor is gen-
erally of greater influence to those teachers earning lower incomes

in the profession.

Summar y

One-way analysis of variance performed on the group mean scores
of the post-secondary agriculture teachers with regards to their
learning orientations and their personal variables of age, education,
teaching experience and income indicated that teachers differed
significantly on the following dimensions: Professional Advancement,
when grouped by age, Escape/Stimulation when grouped by level of
education, Escape/Stimulation and Social Welfare when grouped by
teaching experience, and Escape/Stimulation when grouped by income.

In determining the relationships between the learning
orientations of the post-secondary agriculture teachers and some
selected personal variables, significant correlations were found
between:

(a) Age, External Expectations and Social Welfare

(b) Level of Education and Escape/Stimulation

(c) Years of teaching experience amd Fscape/Stimulation

(d) Level of Income, Professional Advancement and

Escape/Stimulation,
It is noteworthy that the Escape/Stim:lation factor estab-

lished negative significant relationships with three of the



173

five perscnal variables of the post-secondary agriculture teachers,
The relationships were in education, teaching experience and income.
Apparently, this factor influenced to a greater extent teachers with
lower educational qualifications, fewer years of teaching exper-
ience, and lower levels of income.

The factors of External Expectations and Social Welfare were
positive with age, and the Professional Advancement was positive

with income.
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PRESENTATION OF DATA PART II

The Learning Styles of Wisceonsin Post-Secondary
Agriculture Teachers

The fourth main cbjective of this investigation was to identify
the learning styles of Wisconsin post-secondary agriculture teachers.
It was hoped information derived would be valuable in the design
and implementation of imservice education programs for the
Wisconsin post~secondary agriculture teachers. It was also envisaged
that such information utilized conjointly with the teachers learn-
ing orientations could offer invaluable rationale for inservice
education programming in general.

The investigator sought answers to the following research
question: 'What are the learning styles of Wisconsin post-secondary
agriculture teachers, and how significantly related are the learning
styles to the teachers' learning orientations?"

The first part of the research question was answered by
utilizing the Kolb's Learning Style Inventory (LSI) to identify the
teachers’ learning styles; the relationships existing between the
respondents’ learning styles and their learning orientations were

established through the formulation of a research hypothesis.,

The Teachers' Learning Styles

The reader is reminded that the Learning Style Inventory (LSI)
was developed by Kolb to measure a person's abilities on each of

the two dimensions identified by the experiential learning theory,
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In form, the LSI is a nine item self-description questionnaire,

Each item consists of four words which describes how the individual
learns and the respondent is asked to rank order each set of four
words, One word in each item corresponds to one of the four learn-
ing abilities--Concrete Experiemce (CE), Reflective Observation (RO),
Abstract Conceptualization (AC) and Active Experimentation (AE).

The scoring system provides a measurement of an individual's
relative emphasis on each of the four learning abilities as well as
the two combination scores that indicate the extent to which an
individual emphasizes abstractness over concreteness, and the extent
to which action is emphasized over reflection.

An individual's scale score on each of the learning ability
is computed by adding the rank numbers for the appropriate six items
in each of the four columns corresponding to the four learning abili-
ties, For scoring purposes the following items constituted each of
the learning abilities: Concrete Experience -- receptive, feeling
accepting, intuitive, present-oriented and experience; Reflective
Observation -- tentative, watching, observing, reflecting, observa-
tion and reserved; Abstract Conceptualization -- analytical, think-
ing, evaluative, logical, conceptualization and raticnal; Active
Experimentation -- practical, doing, active, pragmatic, experimenta-
tion and responsible, The two combination scores were similarly
computed by subtracting Concrete Experience from Abstract
Conceptualization (AC-CE), and Reflective Observation from Active

Experimentation (AE-RO),
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The data in Table 23 is a summary of the mean scores and stan-
dard deviations of the post-secondary agriculture teachers on the
four learning scales - CE, RO, AC and AE. The mean scores on the
learning modes were algo ranked 1 to 4, with 1 being the lowest and
4 the highest cn the scale.

The learning abilities for the total sample (N = 114) ranked
in the following order:

l. Active Experimentation (Mean Score = 17,18)

2. Abstract Congeptualization (Mean Score = 14,16)
3. Concrete Experience {Mean Score = 14,16)
4, Reflective Observation (Mean Score = 11.92)

Obviously, the teachers regarded the Active Experimentation the
most important as a mode of learning, followed by Abstract Concep-—
tualization. Reflective Observation is the least emphasized by the
teachers as a learning ability,

It is no sdrprise that the post-secondary agricul ture teachers
regarded Active Experimentation azs the most important learning mode
considering the nature of their profession. Active Experimentation
indicates an active "doing'" orientation to learning that relies
heavily on experimentation. High AE individuals learn best when they
can engage in such things as projects, homework, or small group
discussicns. They dislike passive learning situations such as
lectures characterizing the Reflective Observation learning mode,

It is nc wonder therefore that the post-secondary agriculture
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TABLE 23

LEARNING STYLE INVENTORY MEAN SCORES, STANDARD DEVIATIONS AND
RANKINGS FOR WISCONSIN POST-SECONDARY AGRICULTURE TEACHERS

N=114
Learning Mean Standard
Ability Score Deviation  Ranking AC-CE AE~RO
Concrete
Experience(CE) 14.16 3.41 2
Reflective
Observation(RO) 11.92 3.50 1
1.98 5.26
Abstract
Conceptualization 16.58 3.90 3
(AC)
Active
Exper imentation 17.18 3.44 4
(AE)

*Mean scores ranked 1 to 4, 1

being the lowest and 4 being the highest.
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teachers ranked least on Reflective Observation as a learning
ability, Both Abstraci Conceptualization and Concrete Experience ate
of intermediaté in pature as learning abilities emphasized by the
teachers.

With a standard deviation range of 3,41 to 3,90, it is reason-
able to conclude that the respondents were about evenly clustered
around each of the learning abilities., To determine the learning
style of Wisconsin post-~secondary agriculture teachers, a composite
score was computed by subtracting the two mean scores on each axis to
produce the following:

AC - CE = 16.58 - 14.60 = 1,98

AE - R0 = 17,18 ~ 11.92 5.26

The ¢omposite score fell within the Accommodator quadrant,
{See Figure 1 marked 'T')., A close observation of the chart imdicates
however that the tendency of this group in this direction is less
than moderate., This is saying in ancther word, that the postw
secondary agriculture teachers alsc emphasized other learning styles
if only to a lesser extent. The mean scores on the learning abilities
(Table 23) are indicative of this fact.

The Accommodator learning style is to be expected of the post-
secondary agriculture teachers considering their professional role
in the society. The Accommodator is described as best at Concrete
Experience and Active Experimentation learning ab;lities. He likes

to do things, carrying cut plans, experiments and invelves himself in
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new experiences; he is adaptable and at ease with people. His
educational background is often in technical or practical fields,

and such people are commonly found in action-oriented Jobs.

Hypothesis

The reader 1s reminded that only three learning orientations
vere found significant in influencing the Wisconsin post-secondary
agricutlure teachers to participate in inservice education. They
are: Professional Advancement, External Expectations and Cognitive
Interest (Table 17). Since Social Welfare, Social Relationships
and Escape Stimulations did not play a major role in influencing
the teachers, the factors were excluded from further computations
relating to the relationship between the teachers' learning orien-
tations and their learning abilities,

The following null hypothesis was formulated "There is no
significant difference in the learning abilities of Wisconsin post-
secondary agricul ture teachers whose learning orientations are
characterized by:

a) Professional Advancement

b) External Expectations, and

¢) Cognitive Interest",

The data in Table 24 repregent the analysis of the relation-
ship between the learning abilities and the learning orientations
of the teachers, The Friedman's two-way analysis of variance by

ranks indicated a chi-square value of 7,81 with three degrees of
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freedom. This calculated chi-square value shown in the table was

less than the chi-square table value of 7.81473 at 0.05 level of
significance. The null hypothesis that teachers with certain learn-
ing orientations do not differ in their learning abilities was
rejected, This result shows that there is a significant difference

in the learning abilities of Wisconsin post-secondary agriculture
teachers whose learning orientations are characterized by Professional
Advancement, External Expectaticns and Cognitive Interest.

A close examination of the data in Table 24 reveals that the
respondents have the highest mean scores in Active Experimentation
learning ability for all the tested learning orientations execept in
Cognitive Interest, This result tallies with the emphasis put by the
entire population (N = 114) where Active Experimentation ranked as
most Important. The Reflective Observation learning ability ranked
lowest for all the categories of learning orientation. Further
analysis of data reveals that Professional Advancement and External
Expectations ranked alike for zll the learning abilities while
Cognitive Interest ranked differently. The data seemed to suggest that
those teachers whose learning orientation is based in Copnitive
Interest ranked Abstract Conceptualization highest as their learning

style,

Summarz

Part II of this investigation presented the findings regarding

the learning styles of Wisconsin post-secondary agriculture teachers.
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The analysis of data revealed that the teachers ranked,
from highest to lowest, in their learning abilities in the following
order:

Active Experimentation

Abstract Conceptualization

Concrete Experilence, and

Reflective Observation

When the learning abilities were considered from the two
composite dimensions AC~CE and AE-RO, the teachers' learning style
was discovered tc be that of Accommodator, although their tendency
in this regard was relatively weak, Invariably the post-secondary
agriculture teachers also emphasized, even though to a lesser
extent, other learning styles.

The relationship between the respondents' learning modes and
their learning orientations revealed a statistically significant
difference. While the factors of Professional Advancement and
External Expectations ranked alike for the four learning abilities,
the Cognitive Interest ranked differently. Teachers with the Cog-
nitlve Interest learning orientation emphasized Abstract Conceptual-
ization as a learning ability most important te them; whereas
those classified under Professional Advancement and External
Expectation regarded Active Experimentation as their meost important

learning mode.
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FOOTNOTE

1., Barry R. Morstain, J, C. Smart, "Reasons for Participation in
Adult Education Courses: A Multivariate Analysis of Group
Differences," Adult Education, 24, 2, 1974, pp. 85-98.




CHAPTER V

SUMMARY, CONCLIISIONS, TMPLICATIONS
AND RECOMMENDATIONS

This chapter presents a summary of the study, conclusions

based on the findings, implicaticons, and recommendations,

Sunmary of the Study

The summary of this study contains the following sections:
purpose and objectives of the study, methodology of the study, and

findings of the study.

The Purpose and Objectives of the Study

The major purpose of this study was twofold: 1) to investi-
gate the orientations to learning of Wisconsin post-secondary
agriculture teachers with regards tc their inservice education
participation, and 2) to determine the relationships between the
teachers' learning orientations and their learming styles.

It was envisaged that an indepth knowledge of the post-
secondary agriculture teachers' learning orientations and their
learning styles could provide the necessary rationale for inservice
education leaders teo evolve articulated programs in design, planning
and implementation, much to the benefit of the participating

teachers,

185
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The ¢biectives formulated for the study were:

1) To describe the personal characteristics of Wisconsin
post-secondary agriculture teachers with regards to their age, mari-
tal status, educaticnal background, length of teaching experience,
and level of income.

2) To determine the learning orientations of Wiscousin post-
secondary agriculture teachers in relarion to their inservice
education participation,

3) To determine if significant variations exist in the learn-
ing orientations of the post-secondary agriculture teachers in group-
ings by age, level of education, length of teaching experience, and
level of income. The relationship between the teachers' personal
characteristics and their learning orientations would also he
determined.

4) To determine the learning styles of the post-secondary
agriculture teachers and relate the learning styles to the teachers'
learning orientations.

In order to accomplish objectives three and four, several
hypotheses were formulated and tested for statistical significance,

For test of significance of the learning orientations scores,
the fellowing null hypotheses were formulated:

(a) There is no significant difference in the learning orien-
tations of post-secondary agriculture teachers with varying age

backgrounds.
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{b) There is no significant difference in the learaning
orientations of post-secondary agriculture teachers with different
levels of education,

{c) There is no significant difference in the learning
orientations of post-secondary agriculture teachers with varying years
of teaching experience.

(d) There is no significant difference in the learning
orientations of post-secondary agriculture teachers with different
levels of income,

The relationship between the teachers' personal varjables and
their learning orientations was explored through the formulaticn of
the fellowing aull hypothesis:

There is no relationship between the post-secondary agriculture
teachers' personal variables of age, educational level, teaching
experience, level of income and their learning orientations of:

a) Social Relationships

b) Professional Advancement

c) External Expectations

d) Escape/Stimulation

&) Cognitive Interest

f) Social Welfare

The relationship between the teachers' learning abilities and
their learning orientations was explored by formulating the following

null hypothesis?
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There is no significant difference between the learning
abilities of post-secondary agriculture teachers whose learning
orientations are characterized by:

a) Professional Advancement

b) External Expectations

¢) Cognitive Interest

Methodology of the Study

A summary of the methedology for this study included: Source

of data, instrumentation, data collection and data analysis,

Source of Data

The populatién for the study was the entire pest-secondary
agriculture teachers in Wisconsin employed by the Wisconsin Board
of Vocational, Technical and Adult Education (WBVTAE) involved in
active teaching in the state at the time the study was conducted.
Teachers whose duties were of administrative nature were excluded
from the study., Technicians were also excluded.

The final population for this investigation comprised 151
post-secondary agriculture teachers, spread over 15 districts in
Wisconsin., For various reasons including the voluntary decision of
some teachers not to participate in the exercise, or questionnaires
having been sc hadly completed as to render them unutilizable, the
number of post-secondary agriculture teachers who participated
in the study dwindied to 114, which comprised the entire population

for the study. The names of the respondents were compiled from



189

the directory of teachers supplied by the consultant in charge of
the Agricultural Education section of Wisconsin Board of Vocational,

Technical and Adult Education.

Instrumentation

The study employed the revised version of the Education Par-
ticipation Scale (EPS) by Haagl to collect the data for the study.
The revised version of the EPS instrument contained 40 items and was
congidered suitable for eliciting appropriate responses from the
post-secondary agriculture teachers on their motives for inservice
education participation.

The 40-item version of EPS developed by Haag had a mean item
test-retest reliability of .60. The items were cast on a four-point
scale, indicating no influence, little influence, moderate
Influence and mich influence response to a particular EPS item,

The scale poles were systematically varied so the "No
influence” or "Much influence" cat€gory is sometimes on the lefr side
of the page. Items that were expected to load on each factors were
randomly distributed throughcut the instrument.

A personal data sheet was incorporated in the first part of
the instrument for the collection of pertinent demographic
information,

Part III of the instrument was designed to gather information
about the respondents' learning abilities, utilizing the Learning

Style Inventory (LSI) developed by Kolb.2 In this section, each
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respondent was asked to rank order each set of four words, assigning
a four to the word which best described his/her learning style, a 3
to the word which is  best, a 2 to the next most characteristic
word, and 1 to the word which is least characteristic of the learner.
The data arising from these formed the basis for determining the

learming styles, including the learning abilities.

Data Collection

Data collection from the post-secondary agriculture teachers
was by mail questionnaires to 151 post-secondary agriculture teachers
in the state. A cover-letter describing the major objectives of the
study accompanied each questionnaire form to the respondent. Also
enclosed was a self-addressed postage-paid envelope for returning
the completed questionnaire,

In order to improve rate of response, two letters were mailed
to non-respondents at different times requesting their response.
Data collection lasted nine weeks by which time 122 responses had
been received, representing 81 percent of the entire population.
Because of faulty completion and some other reasons, eight of the

completed questionnaires were found untilizable.

Data Analysis

The data gathered from the respondents were punched on IBM
cards for computer runs in the Madison Academic Computing Center

(MACC) .
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The statisnical technigues used to analyze the collected data

included:

1) The SPSS subprogram FREQUENCIES: This statistical tech-

nique was applied to gathered data to describe certain demographic
variables pertaining to the post-secondary agriculture teachers,

2) The SPSS subprogram FACTOR: This statistical technique

was applied to the gathered data to identify the learning orienta-
tions underlying the teachers' participation in inservice education.

3) The SPSS subprogram COMPUTE. Education Participation

Scale items were scored (1) for "“No Influence", (2) for "Little
influence", (3) for "Moderate influence'" and (4) for "Much influ-
ence). The SPSS subprogram COMPUTE applied to the EPS scale scores
enabled the researcher to compute both the learning orientations
{factors) and the learning abilities from the EPS variables and
Learning Style Inventory respectively.

4) The SPSS subprogram ONEWAY analysis of variance: This

statistical technique performed on the respondents' mean scores
enabled the researcher to determine significant variations across
the learning orientations of the post-secondary agriculture teach-
ers grouped by some selected personal variables.

5) The SPSS subprogram SCATTERGRAM: This statistical tech-

nique enabled the investigator to determine the relationship between
the teachers' learning orientations and their personal variables of

age, level of education, legnth of teaching experience, and level
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of incone.
6) The Friedman's Test: The Friedman's two-way analysis of
variance by ranks was applied to test the data collected for signifi-

cant differences between *the learning abilities, based on the teach-

ers’ learning orientations of Professional Advancement, External

Expectations and Cognitive Interest,

The level of significance for the study was .05.
Summary of Findings

The major findings of this study are sumarized and presented

in several parts according to the cbjectives formulated.

First Objective

To describe the personal characteristics of Wisconsin

post-secondary agriculture teachers with regards te

their age, marital status, educational background,

length of teoching experience, and level of income,

It was discovered that the average age of the post-secondary
agriculture teacher in Wisconsin was 45. Thirty-seven of 114
respondents {(32.5 percent) represented the single largest subgroup
over 51 years of age.

Majority of the post-secondary agriculture teachers (91.2
percent) were married and living with their spounses.

In Wisconsin, the post-secondary agriculture teacher's average
educational qualificaticn is a Master's degree plus some graduate

credits., Very few teachers (2,6 percent) held educational

qualifications lower than the Bachelor's degree, and fewer still
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(1.8 percent) were holders of the Doctorate degree,

The teachers were asked to indicate the number of years of
teaching experience they have had, Data revealed that the post-—
secondary agriculture teachers had taught for an average of 17
years, While 7 teachers (6 percent)} had a maximum of four vears of
teaching experience, 14 (12.3 percent) had taught for up to 30 years
Or more,

The mean annual income of the post-secondary agricul ture
teachers in Wisconsin was found to be $26,215,00. Fifty-two percent
of the respondents represented the largest group with incomes between
$25,001.00 and $30,000.00. A standard deviation of 1.1 indicated

some variation in income within the group,

Second Objective of the Study

o determine the learning orientations of Wiseconsin

post secondary agriculture teacher's with regards to

their inservice education participation,

Individual item responses (or motives) and selected grouping
of item responses by motivational typologles were identified which
were influential in the decisions of the post-secondary agriculture
teachers to continue their education. Outr of 40-EPS items, four were

found to be very influential, In a ranking order of their influence

they were:
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EPS

Item

Number Reason
18 To increase my job competence

1 To seek knowledge for its own sake
3 To secure professional advancement

32 To meet formal requirements

It is logical to understand the relationship between the four
EPS items listed above. Because of the nature of their profession,
the post-secondary agriculture teachers are vocationally oriented.
An dincrease in the level of job competence, therefore, is not only
an insurance against job security but a way to gain professional
status, Job security might also be basic to some teachers being
influenced by the motive of compliance with formal requirements now
that Wisconsin is making mandatory inservice education participa-
tion a requirement for relicensure.

It is also logical to understand the relationship between
the first, second and third items listed above. These are in line
with the practical nature of content material, usually the focus of
curriculum of most inservice education activities. It indicates
that the content of the learning experience begs the response.

It is noteworthy that two of the EPS items regarded most
important by the respondents clustered under Professiocnal Advance-
ment , a typology regarded by the teachers as most influential (mean

score: 2.79) in their inservice education participation decisions.
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The remaining two items, number 1 and number 32 leocaded under two
separate typologies.

Some teachers might have perceived educational actiwvities and
"seeking knowledge for its own sake" as part of what is expected,
hence the strong emphasis put on item 1 which ranked as one of the
highest in the list.

Other influential items in oxder of importance included 7, 13,
2, 6, 20, 15, 29, 15, 20, 25, 40 and 30. The mean scores for the items
ranged from 2,40 to 2,90.

Item 34 - "To escape an unhapﬁy relationship" (mean: 1.,10)
was the least iInfluential in motivating teachers' participation in
ingervice education.

Nine items falled to load significantly on any of the six
learning orientations (factors) found to influence the teachers'
participation in inservice education. The items included numbers 2,
11, 12, 13, 15, 16, 33, 34, and 35. Since the items failed to load
up te .40, they were excluded from further computations in the
analysis of data.

Six learning orientations were obtained from factoring the 40~
EPS items. They were:

1. Social Relatienships (SR)

2. Professional Advancement (PA)

3. External Expectations (EE)

4. Escape/Stimulation (ES)

5. Cognitive Interest (CIL)
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6. Social Welfare (5W).

Examination of the mean scale scores clustered by the six
motivational typologies suggest that no single cluster of responses
gseem to have ogverriding Influence on participation decisfons of the
post-secondary agriculture teachers. However, Professional Advance-
ment dimension (mean score: 2.79) was the most influential in the
teachers' decision to participate, followed by the Cognitive
Interest (mean score: 2,15) dimension, The External Expectations
(mean score: 2.15) indicated some influence.

This was the general pattern of responses reported in the 1974
participation study by Morstain and Smart.3 They indicated that,
compared tc other factors, more importance was placed by the respon-
dents on the PA and CI dimensions.

In this investigation, the respondents generally placed lower
values on Social Welfare, Social Relationships, and Escape/Stimula-
tion as dimensions influencing their inservice education participa-
tion.

Overall, the results indicate that the motives which influence
teachers to participate in inservice education programs are clearly
not within the Activity=Oriented typology as described by Houle.4
The post-secondary agriculture teachers are most influenced in their
inservice education participation by the Professional Advancement
factor. The teachers obviously sought to improve their professional
knowledge, aspire to a higher status in their job, and attain

professional competency.
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Based on Boshier's5 study of 1971 categorizing the typology
of metivational corientations as representing growth - or deficiency
motivated behavior, the teachers in this study appeared to be growth-
motivated, self-actualizing persons.

It is neteworthy, that External Expectations dimensicon did
not feature as prominently as Professional Advancement; this is
perhaps because the post-secondary agriculture teachers are vet to
be fully subjected to mandatory inservice education participation.

Apart from being slightly influenced by the social Welfare
dimension, teachers did not perceive themselves as being stromgly
influenced by the dimensions of socifal nature. The fact that Escape/
Stimilation was not regarded as an Influential factor is evidence
that the teachers net only like their jobs but that they derive

satisfaction from performing them.

Age as an Independent Variable

Age variations of the post-secondary agriculture teachers with
regards to the dimensions motivating them to participate in inservice
education were observed. Those reasons dealing with Professional
Advancement, Cognitive Interest, and External Expectations appeared
to be important to all age groups. However, older teachers (about 350
years of age or more) appeared to be more influenced by these three

dimensions than the younger ones were,
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Level of Education as an Independent Variable

As one might expect, holders of the Bachelor's degree were
generally more influenced by the dimensions of Professional Advance-
ment and Cognitive Interest, However, in general, respondents were
moderately influenced by the PA factor but more so for the category
of teachers with the Doctorate degree gualification. Analysis of
data seems to suggest that for the CI dimension, the higher the edu-
cational qualifications of the teacher, the less influenced he/she
is by this motive,

Those teachers with the Bachelor's degree qgualification were
more influenced by the External Expectations factor than any other
group. Other factors of social nature and the Escape/Stimulation
had little or no influence on the inservice education participation of
the teachers irrespective of the educational qualifications

pogsessed,

Teaching Experience as an Independent Variable

When the Wisconsin post-secondary agriculture teachers were
grouped by teaching experience, it was discovered that their inser
vice education participatien was generally influenced by the PA and
CIl dimensions irrespective of background vears of teaching expetrience.
Other dimensions had little or no influence oun the teachers. However,
teachers with the least years of teaching experience and presumably
the younger ones had higher mean scores on most of the dimensions,

but particularly so for PA and CI. The dimeasions are at their lowest
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ebb about the mid-career point of the taachers professional lives;
thereafter, a steady rise in influence is observed.

1f age has any relationship with years of teaching experience,
then it is no wonder (as was observed earlier when age was treated
as an independent variable) that beyond the mid-career point, the
post-secondary agriculture teachers appeared to slowly become more
sensitive to Professional Advancement, Cognitive Interest and
External Expectations as Influencing factors In their inservice

education participation.

Level of Income as an Independent Variable

A general trend was suggested in relation to the respondents’
income levels and the influencing dimemsions. Although, irrespective
of income level, the post-seccndary agriculture teachers were
generally influenced to participate In inservice education by the
PA and CI dimensions, with increase in income the teachers tended to
be more influenced by the Professional Advancement factor. As such,
the low-paid teachers (earning less than 510,000 per year) were least
influenced by this factor while those earning the highast income
(825,001 or higher) were most influenced by the dimension.

The opgosite could be observed with the Cognitive Interest
dimensgion. The lower the teacher's income, the mere influenced he/she
is by the Cognitive Interest dimension, which at seme point is changed
to Professional Advancement as the teacher attains a higher income

level.
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First preference for Learning Orientation

A frequency count of the learning orientation mest preferred by
individual post-secondary agriculture teachers was taken, It should
be realized that cases were encountered where an jindividual expressed
simultaneously equal preferences for two orientations. Such cases
were counted under the appropriate factor,

The frequency cowmt indicated that the dimension of Profes-
sional Advancement (N = 56) took a leading role followed by Cognitive
Interest (N = 50) and External Expectations (N = 20) in motivating
teachers' participation. Other dimensions - Socilal Welfare (N = 3),
Socdial Relationships, (N = 1) and Escape/Stimulation (N = 0) were
relatively of little or no preference to the teachers, This obser-
vation is very much in line with the cbservations made earlier in

thig study.

Third Objective of the Study

The cbjective was two-fold:

(a) to determine if the learning orientations influencing
the post-secondary agriculture teachetrs te participate

In inservice education exhibited significant statistical
variations when individuals were grouped within the
demographic variables of age, level of education, length
of teaching experience, and level of income, and (b} to
determine the statistical relationships existing between
the teacbers' learning orientations and their personal
variablies of age, level of education, length of teaching,
experience, and level of income.

In otder to achieve this objective, five null hypotheses

were formulated.
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Hypothesis One: There is no significant difference

in the learning orientationg of post-secondary

agriculture teachers with varying age backgrounds,

Data analayzed under the stated hypothesis for age revealed
that a significant variance occurred in the dependent variable of
Professional Advancement. The older teachers generally regarded this
dimension as being more influential in their decisions to partici-
pate in inservice educafion program., No significant differences
were found in the remaining five dimensions, Since only one factor

out of six was statistically significant, the invesgtigator

regarded this insufficient evidence to reject the null hypothesis.

Level of Education as an Independent Variable

Hypothesis Three: There iz no significant

difference in the learning orientations of post-

secondary agriculture teachers with different

levels of education.

Data analysis revealed that F test showed a significant
variation on Escape/Stimilation factor. Teachers having qualifica~
tions of less than the Bachelor's degree were found significantly
different from holders of the Bachelor's degree plus graduate credits,
and holders of the Master's degree plus graduate credits, Those
teachers with qualifications less than the Bachelor's degree rated
Escape/Stimulation much higher than the two other groups. No
other significant variations were found in the list of orientational

factors. Since only one factor was significantly different out of

six, there was insufficient evidence to reject the null hypothesis.
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Length of Teaching Experience

Hypothesis Four: There is ne significant difference

in the learning orientations of post-secondary

agriculture teachers with varying years of teaching

experience.

Data analysis indicated simmificant variations on two learning
orientarions: Escape/Stimulation and Social Welfare. Scheffe pro-
cedure indicated that the group of teachers with 4 years of teaching
experience (or less) was significantly different in their scores
on Escape/Stimulation from the 16-20 year-teaching experience group,
The group of teachers with 4 years {(or less) of teaéhing experience
was most motivated by the Escape/Stimulation factor,

As for Social Welfare orientation found ?tatistically signifi-
cant, Scheffe procedure could not detect any pairs of groups that
were statistically different at the .05 probabillity level, At a
significance level of .05, the Sccial Welfare dimension ecould only
be regarded as a borderline case which might, in part, have accounted
for Scheffe method of multiple comparigons incapable of separating
the pairs of groups. A casual observation would however reveal that
teachers having 21-25 years of teaching experience were most
influenced by this factor in contrast to the group having 16-20
years, the least influenced. Because only two of the six learning
orientations were found statistically significant, the evidence was

Insufficient to reject the null hypothesis,



203

Level of Income as an Independent Variable

Hypothesis Five: There is no significant difference

in the learning orientations of post-secondary

agriculture teachers with different levels of

income,

Analysis of data revealed a significant variation on
Escape/Stimulation factor. Although a statistically significant
variation was observed with regards to Escape/Stimulation, Scheffe
method of multiple range test could not detect pairs of groups that
were statistically different at .05 probability level. However,
an inspection of the mean scores reveals that teachers with lower
incomes generally scored significantly higher than those with higher
incomes, Teachers with lower incomes are thereforé mere influenced
into inservice education participation by Escape/Stimilation than
those with higher incomes,

Ho significant differences were detected in the remaining five
motivating factors. The null hypothesis was not rejected since only
one factor was found statistically significant.

Relationships Between Learning QOrientations and Selected Persomal
Variables

Hypothesia: It was hypothesized that there is no
relationship between the post-secondary agricul ture
teachers' personal variables of age, educational
level, teaching experience, level of income and their
learning orientations of Social Relationsghips, Pro-
fessional Advancement, External Expectations, Escape
Stimulation, Cognitive Interest, and Social Welfare.

A statistically significant relationship was found hetween

the age of post-secondary agriculture teachers and the dimensicn
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of External Expectations. The trend of relationship, although not
quite as clear, suggests that as the teachers grew older, they tended
to become more motivated by the External Expectations factor,

A positive relationship was also suggested between age of
the respondents and the Social Welfare factor. This was statistically
significant at probability level of .05. As the post-secondary
agriculture teacher grew older (and presumably became more profes~
sionally experienced) Social Welfare became an important factor
motivating his/her inservice participation.

The level of education of the respondents and Escape/

Stimul ation factor are significantly negatively related. Apparently
the higher the educational level of the post-secondary agriculture
teacher, the less motivated he/she is by the Escape/Stimilation
dimension.

A significant negative correlation was also found between the
independent variable of teaching experience and the dependent variable
of Escape/Stimulation factor. The post-secondary agriculture teachers
are negatively motivated by Escape/Stimulation to participate in
inservice education as they advanced in years of teaching experience.
Teachers with the highest number of years of teaching experience
were least influenced by the orientation,

A statistically significant positive relationship was found
between income of teachers and the Professional Advancement factor.

Although not quite so clear, the trend seems to suggest that with
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increase in income, the teachers tended to be more motivated by the
Professicnal Advancement factor in their inservice education
participation,

A significant negative relationship was also suggested
between the teachers' incomes and Escape/Stimulation factor. The
trend suggested by the relationship appears tc be that with increase
in income, teachers are less influenced by the Escape/Stimulation
orientation,

The Learning Style of Wisconsin Post-Secondary
Agriculture Teachers

Fourth Objective of the Study

The fourth objective of this study was to identify the learn-
ing styles of the post-secondary agriculture teachers, and to deter-
mine if significant relationships exist between the teachers' learn-
ing abilities and their learning orientations.

Analysis of data revealed that the teachers' most preferred
learning ability is Active Experimentation, followed in order by
Abstract Conceptualization, Concrete Experience, and lastly, by
Reflective Observation,

A composite score computed by subtracting the mean scores on
each axis, AC-CE and AE-RO, revealed that the teacher's learning
style fell within the Accommodator quandrant, although their tendency
toward this learning style could only be described as less than

moderate. Apparently, the post-secondary agriculture teachers also



206

exhibit other learning styles if only to a lesser degree,

In Chapter 1V, it was fully established that the post-
secondary agriculture teachers expressed preferences for three
learning orientations, They were: TProfessional Advancement,
External Expectations and Cognitive Interest.

A null hypothesis was formulated to describe the relation-
ship between the teachers' learning orientations and their learning
abilities.

Hypothesis: There is no significant relationship in

the learning abilitiles of Wiscongin post-secondary

agriculrure teachers whose learning crientations are

characterized by Professional Advancement, External

Expectations, and Cognitive Interest.

Analysis of data revealed a significant variation in the
relationship between the learning orientations and learning styles
of the post-secondary agriculture teachers, The null hypothesis
was therefore rejected, An inspection of the data reveals that the
post-secondary agriculture teachers whose learning orientations are
based on Professional Advancement and External Expectations are
similar in the type of learning abilities they emphssize, The learn-
ing abilities emphasized ranked from most to least important: Active
Experimentation, Abstract Conceptualization, Concrete Experience,
and Reflective Observation.

The fact that the post-secondary agriculture teachers regarded

Active Experimentation as the most important learning mode may have

something to say for the nature and the character of the teachers'
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profession. The post-secondary teachers are active individuals who
rely heavily on experimentation; they dislike passive learning situa-
tions such as lectures characteristic of the Reflective Observation
learning abillity.,

But teachers whose learning orientatiocns are based on
Cognitive Interest ranked theilr learning abilities differently from
the other two categories of Professional Advancement and External
Expectations, with a leading emphasis being placed on Abstract
Conceptualization, followed by Active Experimentation. The differ—
ence in ranking cccurred mainly with these two learning abilities
(AC and AE), otherwlse no difference occurred in the way the four
learning abilities ranked against the learming orlemtations. It is
quite understandable that individuals who are cognitively oriented
should emphasize Abstract Conceptualization as opposed to Active
Experimentation; this is perhaps the more reason why the post-secondary
agriculture teachers' combination scores con the two axis of LSI did

not put them strongly In the Accommodator quandrant,
Conclusions of the Study

The following conclusions are reached based on the highlights
of the findings in this study:
1, The Wisconsin post-secondary agriculture teachers
are” mature men and women in their middle years and

most of them are married. The teachers are on the
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average well qualified educationally and experienced,

They also appear to be reascnably well remunerated for

the job they do.

The post-secondary agriculture teachers participate in
inservice education programs motivated largely by the
Professional Advancement and Cognitive Imterest typolo-
gies, and tc & lesser extent by the External Expectations
factor, The respondents regard the Social Welfare, Social
Relationships and Escape/Stimulation factors as generally
having little or no influence on their participation
decisions. The past secondary agriculture teachers
participate in inservice education most iInfluenced by the
nmotives to secure profesgsional advancement, attain a higher
status in the iobs, increase job competence, and earn a
degree, diploma or certificate. The Cognitive Interest
dimension motivates the teacher because it helps him/

her seek knowledge for its own sake, satisfy an enquiring
mind, learn for the joy of learning, and learn for the sake
of learning. Extexnal Expectations factor is motivating to
the teacher to enable him/her carry out the recommendations
of some authority, meet formal requirements, comply with
someone'’'s suggestions and instructions. Those dimensions
that are social in nature --- 3Bocial Relationships and
Social Welfare - and Escape/Stimlation are generally not

regarded motivating in the teachers' decisions to
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participate in inservice education,

3. Although Professional Advancment, Cognitive Interest and
Externgl Expectations are relatively important to most
post-secondary agriculture teachers as factors motivating
their inservice education participation, certain groups of
individuals within the profession regard the dimensions
more influencing. Such individuals include older teachers
(50 years or more), holdersg of the Bachelor's degree,
teachers with the least number of years of teaching exper-
iehce, and teachers with high incomes, External Expecta-
tions factor is an important infiuvencing element to the
teachers with low educaticnal qualifications, just as
Cognitive Interest dimension is important to teachers
with low Incomes,

With advancing age and increased income, (and beyond
the mid-career point) the post-secondary agriculture teach-
ers tend to gradually become more influenced into inservice
edycation participation by the Professional Advancement,
Cognitive Interest and External Expectations dimensions,
Even though the Social Welfare dimension is gemerally not
regarded by the respondents ﬁs having mach influencing
character, the clder teachers and those with high incomes
tend to have some orientation toward the dimension.

¥
“
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The post-secondary agriculsure teachers are significantly
different in their emphasis on Professional Advancement
factor when split into age groups. The older groups are
more motivated by this dimension than the younger groups
are,

The level of the teacher's education is an important
element with regards to the degree to which he/she is
influenced by the Escape/Stimulation factor. Teachers
with the lowest educational qualifications aremost
influenced by this dimensicn. The number of years of
teaching experience of the teacher is an important element
whether or not the individual will be significantly
motivated by Escape/Stimulation and Social Welfare dimen-
sions. Teachers with the least number of years of
teaching experience are most significantly motivated by
the Escape Stimulation factor. With the Scecial Welfare
factor, the distinction is not so clear. Groups of
teachers with varying incomes differ significantly in the
extent to which they are influenced by the Escape/Stimu-
lation factor. Those teacher's with the lowest income
appear mest influenced by this dimensicn.

There are positive and negative significant relationships
between the teachers' personal characteristics and the

learning orientations with regards to their inservice



211

education participation. Positive relationships are found
between the respondents’ age and the External Expectations
dimension; between age of the teachers and Social Welfare
Tfactor; and beetween income of the respondents and Profes-
sional Advancement factor, This in effect means, the clder
the teacher, the more sensitive he/she is to regulations
set by the authorities and the attitudes reflecting broader
humanitarian community service. With the Professional
Advancement factor, the higher the teacher's income, the
more influenced he is by the factor. The Escape/
Stimtlation factor has a negative relationship with edu-
cational level of the respondents, years of teaching
experience, and level of income of the teacher.

The most preferred learning mode for the post-secondary

-agriculture teachers is Active Experimentation, followed

in order by Abstract Conceptualization, Concrete Exper-
ience and Reflective Observaticn. Although not so stroug,
the learning style of the post-secondary agriculture teacher
is that of "Agccommodator™, Apparently the teachers alsc
emphasize other forms of learning style if only to a lesser
extent. There is a significant variation between the
teachers’' learning orientations and their learning
abilities. Those teachers with the learning orientations

of Professional Advancement and External Expectations
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express preferences for exact types of learning modes,
with Active Experimentation being the most important,
and Reflective Observation the least important,

The group of teachers influenced by the Cognitive
Interest on the other hand, emphasized most Abstract
Conceptualization learning mode followed by Active
Experimentation. The fact that the mean scores of these
two learning abilities are so clese together (AC = 17,08
and AE = 16.92) presents a problem of accurate interpre-
tation of results. It is possible that equality of
emphagis i1s maintained by the respondents on the two

learning abilities.
Implications and Recommendations

On the basis of the findings in this study, the writer has
identified several implications which should be considered for
inservice education programming fer the post-secondary agriculture
teachers in Wisconsin.

The importance cf developing programs that are compatible
with the goals, desires, interests, and learning modes of the learner
has for long been realized by aducators. In 1976, Boshier,6 an
adult educator, stressed the importance of organizing continuing

education around the participant's motives in order to enhance

the qualiry of his/her participation, The findings of this study
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indicate that the post-secondary agriculture teachers participate in
inservice education for specific reasons which could be utilized as
basis for planning their pPrograms.

Since the Professional Advancement factor appears to have the
strongest influence on the teachers' participation, this would
imply that inservice education leaders need to stress the marketing
Strategy, the practicality and relevance of Program content.

The researcher therefore recommends that the post-secondary
agriculture teachers must be the foecal point of all curriculum
activities planned to enhance their competence and professional
growth. This is saying, in other words, that the inservice program
must be organized and implemented to reflect at each stage of
development the participants’ motives, Interests and needs.

Program’ implementation strategy will require that inservice
program leaders thoroughly evaluate the alternative arrangements
open to them for grouping their eclients. The prevailing conditions
should serve as a gocd guide for doing this. It is logical, for
¢xample, to expeet teachers with similar learning orientations and/or
similar learning modes to be in the same group for the various
inservice activities. Two or three distinct groupings are a possibili-
ty - (a) teachers influenced by the Professional Advancement factor,
(b) teachers influenced by the Cognitive Interest factor, and
(c) teachers inflenced by the External Expectations factor. Alter-
natively the clients influenced by Pa and EE factors (teachers with

similar learning ability) could be grouped together, while those
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influenced by the CI factor could form a separate group. Other
permutations of grouping based on the teachers' similar petsonal
characteristics are possible, but since resources are always scarce,
any grouping arrangement contemplated must be economically feasible.

The Cognitive Interest factor influences the teachers' inser-
vice education participation. This implies that iInservice education
leaders need to be very conscientious about providing serious
intellectuzl and academic challenges in their programs. Watered-
down seminars geared to the lowest academic denominater in the hopes
of not scaring away participants may in fact be discouraging partici-
pants rather than encouraging it. Although participants may grumble
about having to wovrk too hard In a course or =seminayr, it really may
be that they want te be challenpged.

It is recommended that before an inservice program 1s launched,
a thorough needs assessment should be carried out by the program
leader and appropriate resources should be utilized to deliver the
Inservice materials.

For the purpose of program implementation for the cognitively
influenced teachers, if as the findings of this study seem to indi-
cate, the motive of "learning for learning sake™ i1s a predominant
influence on participation decisicns, then professionals may be more
willing to undertake and participate in self-directed study. One
would, recommend that In such a case the use of video tape
material, Cable TV lesscns, and other prepackaged learning modules

myst be available at some central point for the teachers to help
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themselves at will.

One would however caution that the desire of the willingness
to engage in self-directed study does not come into conflict wich
the need of professionals to be seen by other professionals in the
act of continuing their education. If the tenets of professionalism
influence the need to ke invelved in inservice education, the need to
be physically seen engaging in this activity may be as important
as the aectual activity itself,

The notion that the post-secondary agriculture teachers
participate in Inservice education motivated by sccial reasoms
must be discountenanced. The findings of the investlgation
have clearly shown the contrary t¢ be the case. Teachers are
monivated largely by the PA and CI factors. Attendance at meetings
and qualicy of participation may therefore depend on the extent
to which inservice edulation leaders can accommodate these
dimensions in their plans.

It is therefore recommended that materials of inservice pro-
grams be geared to meering these teachers' primary motives, and
less emphasis put on socilal activities geared to entertalning the
teachers. Inservice education programs must be of a seriocus nature
and found challenging by the teacher participants.

The findings in this study indicate that over time, the learn-
ing orientations of teachers do change. If the reasons for partici-

pating vary, this will imply that programs should vary.



216

It is recommended that in view of the non-static nature of
the tzachers' orientations to learning, there is a need to carry out
needs assessment each time an inservice meeting/seminar is being
proposed.

The non-static nature of the participants' orientations to
learning also implies designing current evaluation tools suitable
for determining the effectiveness of inservice programs.

The researcher therefore recommends that since the curriculum
content will normally always be drawn based on the participants'
motives, it is important that the post-secondary teachers should
assume part of the responsibility for evaluating their programs
individually and collectively during and after inservice education
meetings. Likewise, in designing the evaluation tool, the programmer
must be sensitive to his clients' changing motives and this should
always be reflected in his/her evaluation approaches,

As learner motivation is a pre-condition for learning, so also
is mode of instruction and learning style of the learner.

The post-secondary agriculture teachers exhibit the Accomo-
dator type of learning style with greater emphasis on Active
Experimentation and Concrete Experience learning modes.

The implication of this for inservice programming is that
more effective learning and better participation will be attained if
curriculum contents and instructional techniques are arranged to

fall in line with the teachers’ modes of learning.
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The resegrcher therefore recommends that inservice education
leader should endeavour to match the participants' learning orien—
tations with their appropriate learning modes through a well
reasoned instructional procedure. Teachers with the learning modes
of Active Experimentation and Concrete BExperience, who invariably
are influenced by the motives of Professional Advancement and Exter-—
nal Expectations dimensions must have full cpportunity to get
involved in the act of "doing". Lectures/talks which often char-
acterize most inservice deliveries should be proportionally balanced
with practical activities. Organized visits to places of interest -
farms, industrial centres - should be encouraged. Experts invited
to deliver inservice mateéials should be encouraged to strike a
good balance between theoretical deliveries and practical activities.
Opportunities should be provided for participants to engage in
projects, group discussions and experimentation.

Those teachers influenced on the other hand by the Cognitive
Interest should have the opportunity for self-learning. This set
of teachers Influenced by the Cognitive Interest are likely to
feel comfortable with inservice sessions utilizing the lecture method

of instructional delivery.
Recommendations for Further Research

Clearly, one of tbe implications of this study is the need
for further research. The following recommendations are made forx

further study:
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1. Replication of this study, this time, including samples of
post-secondary teachers in other vocational areas such as, business
and office education, distributive education, home-economics, and
technical education. The study should generate useful information
across board regarding similarities and dissimilarities of inservice
education participation motives.

2. Further study is also required to determine the relationship
between the post-secondary agriculture teachers' learning orienta-
tions and their preferred educational techniques including lectures,
seminar, discussion group, audio-visual, workshop, demonstration,
project, self-study, and experimentation. Such a study is required
to enable programmers to devise means of targeting participants'’
motives with appropriate educational experiences.

3. Psychographic techniques group people according to psycho-
graphic variables, such as, learning orientations, directly
associated with the programming needs of target audiences. Benefit
segmentation as applied to adult continuing education attempts to
identify types of learners with similar needs, interests, and demo-
graphic characteristics for the purpose of designing program offerings
in response to peoples' preferences on components of the program
offering. As a strategy to promote increased attendance and partici-
pation of the post-secondary agriculture teachers in inservice
education in Wisconsin, this is an area where further research is

recommended.
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4, In the instrument utilized for conducting this study, it
is possible that the Cognitive Interest dimension might have been
overloaded with a consequent loss of power to discriminate between
the respondents who "learn for learning sake" and those motivated by
acquisition of higher degrees. Further investigation should explore
generating more EPS items and seven rather than six factors; the
seventh factor being "Acquisition of Credentials" to explore the
learning orientations of vocational teachers.

5. Lastly, it is a fact that certain vocational areas are
largely dominated by teachers of one particular sex. This is true
with vocational areas such as home economics both at high school
and post-secondary school levels. But certain vocational areas
exist where the two sexes - male and female - are propotionately
well represented. As of now, not much is known about the factors
motivating teachers to participate in inservice education based on
sex differences. A study at the post-secondary level to throw

light on this dark area would be valuable.
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FOOTNOTES

U. Haag. '"Psychological Foundations of Motive for Participation
in Adult Educatiocn." Unpublished M.A. Thesis, Adult
Education Research Centre, University of British Columbia,
1976.

David A. Kolb. Learning Style Inventory Technical Manual.
Boston: McBer and Company, 1976.

Barry R. Morstain, J. C. Smart. "Reasons for Participation in
Adult Education Courses: A Multivariate Analysis of Group
Differences.” Adult Education, 24, 2, 1974, pp. 85-98.

C. Q. Houle. The Inquiring Mind. Madison: University of
Wisconsin Press, 1961.

R. Boshier. 'Motivational Orientations of Adult Education
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Learning Orientations and Learning Stvles of Wisconsin Post-
Secondary Vecational Agriculture Teachers

PART 1 PERSONAL BACKGROUND DATA

(Please, answer each ¢of the following questiong by placing a circle
arocund the statement that is most approprizte to you).

1. Age: What is vour age?

1. Under 30 years

2. 31-35 years

3. 36-40 years

4, 41-46 years

5. 46-50 years

6. 51 years and above.

2. Marital Status:

1. Never have been married
2. Married

3. Separated

4, Divorced

5. Widowed

6. Partnered

3..Education: What is the highest educational level you have achleved?

1. Less than Bachelor's degree '
2. Bachelor's degree

3. Bachelor's degree + graduate credits

4. Maaters degree

5, Masters degree + graduote credits

6. Doctorate

7. Others (Please specify:

4. Teaching Experlence: How many years of teaching experience have you?

1. Less than 4 years
2. 5-19 years

3. 11~-15 years

&, 16-20 years

5. 21-25 vearw

6, 26-30 years

7. Over 30 years

5. On average, how many contact hours do you have per week? (Please specify)

6. Income: What is vour grosw Income as a teacher per year?

1. Less than $10/000
2. 810,001-515,000
3. $15,001-325,000
4. $20,001-526,000
5. $25,001-$30,000
6. Over $30,000
PLEASE TURN TO PAGE 2
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PART IT
Direction

Think back on vour past inservice education activities and indicate the extent
to which each of the reasons listed below influenced you to participate.

Circle the category which hest reflects the extent to which each reason
influenced you to enroll.
There are 40 reasons listed. Clrcle one category for each reason.

Sometimes the "Much influence" category is on the right-hand side of the page;
sometimes it is on the left,

No reason for enrolling is any more or less desirable than any other reason,
Please be frank.

There are no right or wrong answers.

START HERE:
.1. To seek knowledge for Much Hoderate Little Yo
its own sake Influence Influence Influence Influence
2, To share a common interest No Little Moderate Much
Influence Influence Influence Influence
3. To secure professional Much Moderate Little No
advancement Influence Influence Influence Influence
4, To become more effective No Little Moderate Much
as a citrizen Influence Influence Influence Influence
5. To get relief from boredom Much Moderate Little No
Inf luence Influence Influence Inflyence
6. To carry out the No Little Moderate Much
recommendation of some Influence Influence Influence Influence
authority
7. To satisfy an enquiring Much Moderate Little No _
mind Influence Influence Influence Influence
8. To overcome the frustration No Little Moderate Much
of day to day living Influence Influence Influence Influence
9. To be accepted by others Much Moderate Little No
Influence Influence Influence Influence
10. To give me higher status No Little Moderate Much
in my job Inf luence Influence Influence Influence
1l. Tc supplement a narrow Much Moderate Little No
previous education Influence  Influence Influence Influence
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13.

14.

ls.

16.

17.

18.

19.

20,

21.

22.

23.

24,

25.

26.

27,

To stop myself becoming
a "vegetabhle"

To acquire kpnowledge to
help with other educational
courses

To fulfill a need for
personal associations and
friendships

To keep up with
competition

To escape the intellectual
narrowness of my
occupation

To participate in group
activity

To increase my job
competence

To gain insight inte my
personal problems

T¢ help me earn a degree,
diploma or certificate

To escape Television
Tc prepare for community
To gain insight into

human relations

To have a few hours away
from respongibilities

To learn just for the joy
of learning

To become acquainted with
congenial people

To provide a contrast to
the rest of my life

No
Influence

Much
Influence

No
Influence

Much
Influence

No
Influence

Much
Influence

No
Influence

Much
Influence

Ko
Influence

Much
Influence

o
Influence

Much
Influence

No
Inf luence

Much
Influence

No
Influence

Much
Influence

Little
Influence

Moderate

Influence

Little
Influence

Hoderate
Influence
Little
Influence

Moderate

Influence

Little
Influence

Moderate
Influence

Little
Influence

Moderate
Influence

Little
Influence

Moderate
Influence

Little
Influence

Moderate
Infiuvence

Little
Influence

Moderate
Influence

PLEASE TURN TC PAGE 4

Moderate
Influence

Little
Influence

Moderate
Influence

Little
Influence

Modarate
Influence

Little
Influence

Moderate
Influence

Little
Influence

Moderate
Influence

Little
Influence

Hoderate
Influence

Little
Influence

Moderate
Influence

Little
Influence

Moderate
Influence

Little
Influence
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Much
Influence

No
Inf luence

Much
Influence

No
Influence

Much
Influence

No
Influence

Much
Influence

No
Influence

Much
Influence

No
Influence

Much
Influence

No
Influence

Much
Influence

No
Influence

Much
Influence

No
Influence
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29.

30,

31.

32.

i3.

34.

35.

36.

37.

38.

39.

40.

To get a break in the rou-
tine of home or work

Te improve my ability ro
serve mankind

To keep up with others
To improve my social
relationships

To meer formal
requirements

To maintain or improve
my sccial poesicion

T¢ escape an unhappy
relationship

To provide a contrast to
my previcus education

To comply with the sugges-
tions of someone else

To learn just for the
sake of learning

To make new friends
To improve my ability to
particjioate in community

work

To comply with instructions
from someone else,

No
Influence

Much
Influence

Much
Influence

Much
Influence

No
Influence

Much
Influence

No
Influence

Much
Influence

No
Influence

Much
Influence

No
Influence

Much
Influence

No
Influence

Little
Influence

Moderate
Influence

Moderate
Influence

Moderata
Influence

Little
Influence

Moderate
Influence

Little
Influence

Moderate
Influence

Little
Influence

Moderate
Influence

Little
Influence

Moderate

Influence

Little
Influence

Moderate
Influence

Lictle
Influence

Little
Influence

Little
Influence

Moderate
Influence

Little
Influence

Moderate
Influence

Little
Influence

Moderace
Influence

Little
Influence

Moderate
Influence

Little

Influence

Moderate
Influence
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Much
Influence

No
Iniluence

No
Influence

No
Influence

Much
Influence

No
Influence

Much
Influence

No
Influence

Much
inf litence

No
Influence

Much
Influence

No

Influence

Much
Influence
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PART III

This inventorv 1is designed to assess your method of learning. As you take the
inventory, give a high rank to those words which best characterize the way you
learn and a low vank to the words which are less characteristic of your learn—
ing style.

You may find it hard to choose the words that best describe your learning style
because there are no right or wrong answers. Different characteristics described
in the inventory are equally good. The aim of the inventory is to describe how
you learn, not to evaluate your learning ability.

Instruction

There are nine gets of four words listed below. Rank order each set of four
words assigning a 4 to the word which best characterizes your learning style,

a 3 to the word which next best characterizes your learning style, a 2 to the
next most charxacteristic word, and 2 1 to the word which is least characteristic
of you as a learner. Be sure t¢ assign a different rank number to each of the
four words in each set. Do not make ties.

1. _ discriminating __ tentative __ involved __ practical

2. __ receptive ___ relevant ___analytical ___dmpartial

3. __ feeling __ watching __ thinking __doing

4., _ _accepting ___risk~taker ___evaluative ___aware

5. ___intuitive ___productive ___logical _ gquestioning

6. _  abstract ___ observing ___ conerete __active

7. ___ present-oriented _ reflecting __ future~oriented __pragmatic

8. ____experience ___observation __conceptualizatrion _ experimentation
9. ___intense __ reserved __rational . respensible

THE END. Thank you for your cooperation.

Please return to: M. I. Ayeni, 112 Teacher Education Building
225 North Mills Street, Department Office
Madison, Wisconsin 53706
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University of Wisconsin—Madison

DEPARTMENT OF CONTINUING AND VOCATIONAL EDUCATION

264 Teacher Education Building, 225 North Mills Street, 263-4630
276 Teacher Education Building, 225 North Mills Street, 283-4640
208 Agriculture Hall, 1450 Linden Drive, 262-1361
120 Home Economics Building, 1300 Linden Drive, 262-2660
* 112 Teacher Education Building, 225 North Mills Street, Departmental Cftice, 263-2422
Madison, Wisconsin 53706

September 3, 1981

Dear Post~Secondary Ag Instructor:

This research is designed to help Wisconsin's post-secondary vocational
agriculture leaders 1in planning and organizing inservice education. It

is believed that the research will help them to design inservice programs
that are not only attractive but most rewarding to the post-secondary
vocational agriculture instructors in Wisceonsin, Your support is needed
in providing information about the reasons which motivated you to partici-
pate in Inservice programs,

As a vocational agriculture instructor in a post-secondary institution,
you are cne of those chosen to respond to this gquestionnaire. Please be
assured of complete confidentiality. The number on the questionnaire is
only to be used for follow-up mailing to non-respondents. Your name will
never be placed on the questionnaire.

Pleage complete the questionnaire and return It in the enclosed self=-
addressed postage paid envelope by Friday September 18, 1981, It should
take you not more than 20 minutes to complete.

Thank you for your cooperation.

Sincerely,

M. I, Ayeni
Ph.D., Candidate

Fl
J et

Jotn F. Thompson
Professor and Chairman

MIA:IFT/ejr
Enclosure
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University of Wisconsin—Madison

DEPARTMENT OF CONTINUING AND VOCATIONAL EDUCATION

264 Teacher Education Building, 225 North Mills Street, 263-4630
276 Teacher Education Building, 225 North Mills Street, 263-4640
208 Agriculture Hall, 1450 Linden Drive, 262-1361
120 Home Economics Building, 1300 Linden Drive, 262-2660
* 112 Teacher Education Building, 225 North Mills Street, Departmental Office, 263-2422
Madison, Wisconsin 53706

September 19, 1981

Dear Post-Secondary Vo-Ag Instructor:

Exactly two weeks ago, I mailed a questionnaire to vou to
request information about the reasons motivating you to
participate in inservice programs. But up till today, I
have not received your response,

I would appreciate your taking a few moments of your time
to complete the questionnaire and mail it back to me.
Your cooperation 1s very vital to the success of the study.

Thank you.

Yours sincerely,

M. I. Ayeni
Ph.D, Candidate

John F. Thompson
Professor and Chairman

MIA/JFT:cirx



APPENDIX D

SECOND FOLLOW-UP LETTER TO WISCONSIN POST-SECONDARY

AGRICULTURE TEACHERS



241
University of Wisconsin—Madison

DEPARTMENT OF CONTINUING AND VOCATIONAL EDUCATION

264 Teacher Education Building, 225 North Mills Street, 263-4630
276 Teacher Education Building, 225 North Mills Street, 263-4640
208 Agriculture Hall, 1450 Linden Drive, 262-1361
120 Home Economics Building, 1300 Linden Drive, 262-2660
* 112 Teacher Educalion Building, 225 North Mills Street, Departmental Office, 263-2422
Madison, Wisconsin 53706

October 15, 1981
Dear Post=secondary Vo-Ag Instructor:

It is exactly six weeks ago that T mailed a questionnaire to you, seeking
information about the reasons that motivated you to participate in inservice
education, This is the second follow=-up letter sent to remind you that I
have not yet received your completed questionnaire.

In the event that your questionnaire has been misplaced, a replacement is
enclosed. Please take a few moments to complete ard return it to me at
your earliest convenience.

Your cooperation is greatly appreciated.

Sincerely,

M. I, Ayeni

Ph.D. Candidate

John F, Thompson
Professor and Chairman
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