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Abstract
NARRATIVES OF GROWTH AND TRANSFORMATION
AMONG ADULT COLLEGE STUDENTS:

THE ROLE OF HARDINESS WITHIN
A LARGER SOCIAL CONTEXT

by
David Elliott Koch

Adviser: Professor Suzanne OQuellette

The role of hardiness (Kobasa, 1979) and critical consciousness (Freire,
1985) was investigated among adult college students. Four research questions
were identified. What was the relationship between hardiness (specifically,
commitment, control and challenge) and two outcomes, demoralization and
self-esteem? To what extent were narratives of personal and political
transformation expressed among adult education students? The third
question asked whether there was a relationship between transformative
narratives and hardiness scores. The fourth question examined the role that
gender played among male and female adult students.

A triangulated set of research methods was employed including (1) a
quantitative survey (n = 245), (2) focus groups (n = 11) and (3) student
narratives of personal and political transformation (n = 105). Stepwise
multiple regression analyses revealed that hardiness (the three components
of challenge, control and commitment additively combined) was positively
and significantly related to both higher self-esteem scores (Rosenberg, 1979)

and lower demoralization scores (Dohrenwend, B.S., Shrout, P. E. , Egri, G., &
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Mendelsohn, F. S., 1980), controlling for demographic variables. When
components were examined separately, it was found that commitment alone
was predictive of higher self-esteem and lower demoralization.

Using grounded theory, themes of personal and political
transformation emerged in student narratives, reflective of increased critical
consciousness. Additional qualitative illustrations of hardiness as well as
strain, coping and social support surfaced in student narratives. An
examination of the relationship between qualitative measures of the
narratives of transformation and quantitative hardiness scores revealed that
the presence of transformation narratives was predictive of higher hardiness
scores though when the subcomponents of hardiness were analyzed,
transformative narratives was predictive only of commitment and not
control and challenge scores.

Focus groups examined how men and women differentially navigate
their student roles. It was found that while both men and women address
strain and growth in the education setting, there were substantial differences
as well. Men went to school with an unacknowledged set of supports from
partners and spouses that women did not have. This illustrated Hochschild’s

(1989) construct of the second shift, extended into the adult student setting.
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Research Aims:

Over the past twenty vears, the number of adult non-traditional college
students has grown considerably, representing a substantial proportion of the
overall college population. Of the nearly 14.7 million students enrolled in
institutions of higher education in 1992, over 6.3 million were considered
part-time. Previous reports have revealed that over 80% of part time students
were adult. Projections through 2000 reflect an increasing proportion of part-
time adult students particularly among women and for both women and
men over 35. With these figures in mind, one sees that an investigation of
the adult reentry student is a vital area of research (Crimmins & Riddler,
1985; National Center for Educational Statistics, [NCES], 1994).

There have been surveys of the factors that differentiate adult learners
from traditional students, including motivational, situational and cognitive
factors. More recently, attention has focused on two areas. One has addressed
the adult transitions and role expectandies that trigger college entry (Aslanian
& Brickell, 1980; Schlossberg, Lynch & Chickering, 1989). Typically, the studies
agree that the role of student is added to pre-existing roles in adulthood that
are extremely difficult to abandon; as a result, the student role has a different
set of meanings for an adult in their mid-twenties to mid-forties than for an
18-22 year old. Returning to school represents a substantial time commitment
and financial strain for adults. They contend with children, baby-sitters,

overtime demands at work, their own tuition bills as well as those of their
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children. Adult students frequently negotiate a spectrum of roles that the
traditional young student may not be participate in or be aware of.

A substantial literature has developed surrounding such multiple
stressors of work, household activities and parenting (see Crosby, 1987; also,
Barnett, 1993 for a review). There have been few attempts to integrate the
reentering adult student role within these configurations. These research
efforts have attempted to disentangle gender, spousal and family role
relationships and employment and the relationship these variables have to
positive and negative mental health outcomes. Empirical efforts have
generally supported the thesis that increasing the number of roles one
occupies (combined with the quality of the role) has positive effects
particularly for women (Baruch & Barnett, 1986; Voydanoff, 1988).

However, few studies have addressed the vocabulary students use
when addressing the growth and strain that accompanies an adult’s reentry
into college. It is the task of this dissertation to examine the meanings that
individuals attach to a student identity as it is combined with other more
permanent identities. Despite the challenges that occur within work, family
and school domains, substantial numbers of adult students complete the
requirements for a bachelor’s degree without serious negative consequences.
In fact, one finds for both men and women, that reentry into a college setting
can provide increased evidence of agency as well as a sense of competence and

mastery (Mezirow, 1991; Mishler, 1983; Robertson, 1993; Schlossberg, 1984).
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In the general stress research literature, with only a modest
relationship existing between stressful life events and distress, numerous
stress resistance factors have been introduced that are presumed to moderate
the relationship between stressful life events and distress. Those who are
experiencing high stress will have lowered distress and higher psychological
well-being if certain stress resistance factors are operating. One such resource
that has been shown to moderate the distress associated with stressful life
events has been hardiness (Gentrv & Ouellette Kobasa, 1984). Hardiness, as a
personality orientation, represents a stance toward one’s self and the world
that is characterized by a sense of commitment, challenge and control
(Kobasa, Maddi & Kahn, 1982). In a variety of samples including male
executives, army officers, nurses, traditional undergraduates and disaster
workers, hardiness has exerted direct and moderating effects on negative
physical and mental health symptoms such that those high in hardiness are
apt to respond to highly stressful conditions with less depression, fewer
physical symptoms and greater life satisfaction and well-being. While
hardiness has always been conceptualized as a stance of “self” in the world, it
has become evident that one must also examine hardiness in the context of
specific venues that foster or inhibit its emergence. The adult education
setting with its potential for growth at an adult stage of life may provide such
a venue.

A second educational literature has emerged out of a radical

pedagogical paradigm (Aronowitz & Giroux, 1993; Cunningham, 1992;
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Freire, 1985; Giroux & Aronowitz, 1991; Ross-Gordon, 1991; Shor & Freire,
1987) that critiques the capitalist hegemonic structure that surrounds and uses
educational systems to reproduce class, gender and racial inequalities. A
consideration of how the educational system reproduces class-based inequities
is particularly relevant for an adult, primarily female working class
population. One wonders what role education plays in emancipating the
individual, in providing a setting where the inequities of class, race and
gender would be addressed. A central dimension of this dissertation is to
identifv layers of growth and transformation that adult students express
concerning the educational experience. Critical consciousness to Freire
(Freire, 1985; Shor & Freire, 1987) involves the transformation that the
student experiences in the service of confronting this inequitable sodal
system combined with an increasing awareness of the need for social justice. I
am convinced that for the adult student, transformation can also include the
incremental development of personal mastery and autonomy in the face of a
educational system that values schooling only for vocational preparation and
better paying jobs. It is a central task of this dissertation to examine the
tensions that surround these dimensions of transformation as well as its
relationship to hardiness.

Gender may be a particularly relevant area within which to explore
agency in an educational context. Women who have reentered college as
adults have consistently seen the process as an agentic one that can provide

access to personal empowerment (Robertson, 1993; Schlossberg, 1984).
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Education can provide alternative visions and support for students,
particularly for adult students who are bringing more extensive work and life
history experiences into the classroom. Critical theory can provide a lens into
the meanings that individuals sustain about education and its role in their
lives.

Placing hardiness within the educational context understood through a
critical lens facilitates a deeper understanding of the intersection of
personality and social and cultural factors. Looking at gender and adult
education furthers a deeper understanding of how men and women
strategically and differentially navigate the adult educational experience. The
dissertation had the following aims:

1. to examine the role that hardiness plays within the lives of adult
students.

2. to examine how growth and strain emerge through the narratives
that adult students relate concerning their roles of student, parent,
worker and partner.

3. to assess the role that transformative and non-transformative
learning experiences play within the educational experiences of
adult students.

4. to address the role that gender plays within the lives of returning
adult undergraduate students.

5. to extend the methodology of hardiness beyond psychometric

research into the narratives of hardiness in adult students’ lives.
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Critical Literature Review

Qverview

First, a review of the literature in education examines the adult student
experience and the effect that life transitions have on adult students’
motivation, performance and well-being. A critical literature review of
hardiness as a personality construct follows, with an assessment of the
research questions that have used hardiness as a variable in health research
during the past 19 years. The greater part of the research using hardiness has
addressed its moderating role on the negative effects of stressful life events,
vet more current research efforts have turned to the mediating factors that
make hardiness effective. Recent views of hardiness point to the utility of
hardiness as a latent variable which will have an effect on positive and
negative well-being depending on its contextual setting. A final review traces
the development of a critical androgogical theory from its roots in Dewey’s
progressive stance toward adult education to the more current
reproductionist theories of Gramsci and Bourdieu (Dewey, 1966; Bourdieu,
1984).
Adult Students: A study in transitions
“Are adult students misfits in a strange and foreign land, viewed as retreads
in a kind of salvage operation, sadly out of step with the learning cycle and
even with the life cycle itself “ (Boyer, 1974, p.6).

While the answer to this rhetorical question is unequivocally no, the

question anecdotally resonates with the experiences of many adult students
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and reflects the thoughts of many traditional educators. This dissertation
examines the adult student who is either returning to college to finish a
bachelor’s degree or who may, for a variety of reasons, start college after the
normative ages of 18-22. The field of adult education has focused on the
differences between traditional and non-traditional adult students in their
motivations to learn, the type of learning environment they respond to and
the tvpe of cognitive activity that best suits their needs.

Adult education has been defined as “a process whereby persons whose
major sodal roles are characterized by an adult status (normally over 25),
undertake systematic and sustained learning activities for the purpose of
bringing about changes in knowledge, attitudes, values and skills “
(Darkenwald & Merriam, 1982, p. 9). Authors in the field of adult education
have investigated the situational, institutional and dispositional factors that
impede or facilitate adult learning across the entire spectrum of non-
traditional education (Brookfield, 1984; Elias & Merriam, 1980; Merriam,
1987). This includes non-credit, work based learning, skills development and
the like (Merriam & Cunningham, 1989).

Others have centered their discussion of adult education on the type of
learning adults engage in that places them in a different position from
traditional college age students. The field of andragogy developed in response
to the construct of pedagogy and emphasizes the learning differences between
adults and younger students (Brookfield, 1986; Knowles, 1980). Andragogy

emphasizes the differences based on the reservoir of experience the adult
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possesses, a certain readiness that is developmentally based with an internal
motivation for self-directed learning. Further work in the area of “perspective
transformations” (Mezirow, 1991) emphasizes that adults deal with material
differently than yvounger people, with more emphasis on the self-directed and
collaborative nature of the educational process. The range of adult education,
then, is quite broad, ranging from the sodetal to the cognitive and within
settings as diverse as the work site, the community college and the
correctional facility (Rachal, 1989). It includes work with the elderly, with
specific sub-populations and with individuals interested in a particular type
of skill.

What this dissertation research delimited, however, is an area of adult
education that has received less attention. First, the area of credit bearing
programs for adults in a traditional liberal arts college setting narrows the
scope of adult education. (Hatfield, 1989). Secondly, the focus of this
dissertation is on how adults in college settings mesh the identity of student
within the spectrum of identities that they claim.

Aslanian & Brickell (1980) and Schlossberg. Lynch, and Chickering
(1989), for example, have placed the adult education experience within a life
transitions model (Knox, 1977; Merriam & McClark, 1991; Schlossberg, 1984).
Aslanjan & Brickell have investigated the transitions from one stage of
development to the next and the impact these stages have on the decision to
return to school. Tied to this emphasis on developmental transitions as

stimulating a return to school, is a renewed understanding of the role of the
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adult student set in the context of other roles that the individual inhabits.
Knox (1977) addresses this by arguing that
when a change event occurs, the need for some adaptation produces a
heightened readiness to engage in educative activity. The resulting
educative activitv may be directly or indirectly related to the change
event and the relation may or may not be recognized by the individual
(p- 539).

Knox was one of the first authors systematically to link adult learning
to adult life changes and particularly to adult identity configurations. He goes
on to suggest that adult learning is tied to the demands of roles which require
new knowledge, new skills and new attitudes and values.

Merriam and Caffarella (1991, pp. 303-304) argue that “adults typically
add the role of learner onto other full time occupations.” The adult education
literature has focused on how reentry students prioritize their lives and
handle too much activity with too little ime. Spanard (1990) argues that the
intent to reenter college as an adult is mediated by an assessment of time and
life priorities, including money and sodial support. Mishler (1983) found that
44% of the students cited a conflict between time demands of work and school
with about a quarter of the sample arguing that family responsibilities were a
hardship in terms of one’s role as a student. Garrison (1985, 1988) suggests that
the impact and integration of school into the sodal environment of the adult
learner will predict persistence or drop out within the educational setting.

One informant that Apps (1986, p. 8-9) cites articulates the strain in balancing
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her multiple roles by saving “ I won’t have time ‘til the end of the semester.
I'm not sure [ can get everything done. I'm not sure I will meet my
responsibilities to the people at work, and to myself and my husband.” Apps
argues, like Cross (1981) that institutional, situational and psychosocial
barriers can affect persistence in education for the adult student. Of note is
that situational features include role and financial strain, home
responsibilities, money and transportation. Psychosodal features include
attitudes, beliefs, values, self-esteem, past experiences, one’s hopes and fears
of the future. Of particular interest in the literature is the role that gender
plays in the adult student experience, including the development of a sense of
mastery and competence. The role of gender in adult education is also framed
by the larger numbers of women who are returning to school (National
Center for Educational Statistics, [NCES], 1994). It could also be argued that
dispositional factors may additionally play a role in how people construct
their student identity and how they mesh that identity with their other
identities.

People do continue to go to school in large numbers. When asked,
adult students talk about career, vocational change and increased money;
however there is substantial evidence, particularly among women, that other
reasons must be included in any assessment of why students reenter school.
Reasons include thinking about issues in a critical way, developing a sense of
competence, developing a sense of independence, finishing something that

had been started earlier in one’s life (Sewall, 1984).
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Aslanian and Brickell (1980) found that 83% of 2000 participants in a
nationwide probability sample have had some experience with adult or
continuing education. Of these adult learners, the reasons learners had for
being involved in adult education had to do with transition triggers, tied
primarily to career trajectories and secondarily to family, leisure, art, health
and religion. Adults according to Schlossberg & Lynch (1984) and Aslanian
and Brickell (1980) are particularly likely to learn at these points of transition.
Reasons for adult education vary depending on the sample but certain
commonalties do emerge. Adults volunteer that they return to school for
practical reasons — for jobs, for advancement and for more money.
Increasingly, Aslanian and Brickell found increased participation in adult
education among women, minorities (particularlv Latinos and Asians) and
individuals over the age of 35.

Much of the work in adult education has focused on the motivations
and barriers to participation in adult education. The barrier that is cited most
frequently as an impediment to adult education is a lack of time, followed by
individual problems and the perceived difficulty of the educational process. It
is significant to note that the fourth most commonly cited reason for not
participating in aduit education are normative sanctions that people perceive
as arising from participation in adult education programs (Houle, 1980).

A possible strain within the experience of the adult student is the social
clock trajectory that places transitions of life events within a normative,

temporal framework. Neugarten & Hagestad (1976) and Neugarten 1979)
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popularized the concept of on- and off-time scheduling when they suggested
that there was a socially constructed timetable for major adult life events.
Neugarten further argued that “age norms and expectations operate as a
system of social controls, as prods and brakes, hastening and delaying” (p.16).
Individuals come to understand their social clock trajectory and begin to
describe themselves as early, late or on-time. Normative sanctions by others
as well as a depletion in sodal support for being temporally off-schedule can
lead to distress. Pearlin (1983) has differentiated on and off time events by
looking at antidpated and unanticipated normative events. Rook, Catalano,
& Dooley, (1989) have focused also on dividing events into early, late and on-
time events as well as undesirable and desirable events. In one study on the
social clock phenomena, Rook, Catalano, & Dooley examined the effect of
being off-time on distress. They found that being late in a temporally non-
normative but desirable event (e.g., going to college) was associated with
distress whereas being early was not. The sodal clock remains an intriguing
construct that has received some marginal support. What should be noted
about the Rook, Catalano & Dooley study was that statistically, the actual ages
that people finished schooling was quite variable with a substantial number
of students going to school later in life. This is suggestive of what Neugarten
and Neugarten (1983) have come to view as the fluid nature of adult roles. As
one ages, substantial variation develops within adulthood without the same
kind of normative structuring that perhaps existed in previous cohorts.

Rather than seeing the social clock trajectory of adult education as proscribed,
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one can begin by investigating the role that being in school normatively late
plays for individual students. Perhaps for one student, being late is a salient
dimension of one’s student identity; however, it may not be salient for all
adult students.

The factors that facilitate and impede participation in adult education
programs combined with the dispositional factors that facilitate well-being are
of particular relevance in this dissertation. In a recent qualitative study of
nurses who have reentered college environment, Thompson (1992) has
addressed the situational and dispositional factors that influence reentry
behavior. Two themes of potential interest to this dissertation emerged from
her interviews with 14 nurses. One, “finding the right time” reflects two
subthemes of “commitment” to the educative process and “reslicing the pie”.
The former subtheme reflects a sense of involvement with the college
experience which, if is not present, would be likely to lead to “stopping off”
whereas “reslicing of the pie” frames the reprioritizing function that
individuals engage in when confronted with a new identity and new
demands on time. “Maintaining the balance” is composed of “juggling” both
internal and external factors that, if kept in balance, would lead to persistence
as a student. If imbalance occurs in these internal and external factors, one can
not continue to juggle the various roles of one’s life, leading to dropping out

or “stopping off”.
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Gender and Adult Education

The effect of gender in higher education has been looked at by a
number of researchers (Gilbert, Holahan & Manning, 1981; Holahan &
Gilbert, 1979). The fact that women are represented in greater numbers of
reentry adults due to the impact of the women’s movement and the increase
in professional involvement in the work force has stimulated research into
the effect that adult education has had on women's lives (Amstey &
Whitbourne, 1981; Ballmer & Cozby, 1981). The differences between the
educational roles of men and women are substantial; many have argued that
the salience of women'’s parenting roles combined with one’s identity as a
worker and a parent have led to increased role strain among women. Others
have disputed this finding, suggesting that women have thrived from this
increased role differentiation. Gilbert and Holahan (1982) have found
spillover between the student/professional role and the parenting role with
women reporting substantially higher role conflict and different types of
coping mechanisms. Garrison (1985) found that not only were women more
prevalent among adult reentry students, but also represented different
patterns of progress toward their degree. Women were more apt to have
more interruptions in their school trajectory than men though a substantial
number finished degree programs sooner (Robertson, 1991). Priorities, money
and family responsibilities may interfere with the timely plans to finish one’s
degree program. Robertson (1993), in a phenomenological analysis of

women'’s college reentry, found that the integration of college into one’s life
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with its meaning as an important dream for one’s life was of particular
relevance for reentry women. One informant suggested that “ it was the first
time I had an agenda. and it was the first time where [ made a decision that
my agenda was important”. It is interesting to note that Robertson focuses on
the integration of worker, family and student roles. In an exploratory studv of
female GED students, Delight (1982) found that, at least for women, one must
look at significant sodial resources (particularly spousal support) in the
successful completion of a college program. Ballmer & Cozby (1981), however,
found (using the Family Environment Scale) that the family environment of
returning female students was characterized as less cohesive, more conflicted,
more independent and less controlling than the non-returning adult women.
Gender, as it is situated and negotiated in school and home, becomes a critical
variable to consider in any discussion of the adult student.

It becomes increasingly clear that adult students are different than
traditionally aged students. They are more likely to be female, more likely to
be working class (Kasworm, 1990a; Kasworm, 1990b; Kasworm & Pike, 1994),
very likely to be involved in a number of other role domains with a more
complex set of identities. They are less likely to be involved with college life
because their time is so limited. An important dimension of the adult student
experience is this complex set of identities and the context of strain and

growth within which the adult student becomes situated.
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Chronic strains: A theoretical context

There have been diverse ways of conceptualizing stressors and strains
that have an effect on the physical and mental health of individuals. Perhaps
the dominant trend over the past 30 vears has centered on the depiction and
measurement of stressful life events and their relationship to physical illness
and mental health indices (see Dohrenwend & Dohrenwend, 1974; 1981 for a
review of this literature; Thoits, 1983a) This relationship between life events
and distress or illness has been fadlitated by the development of various
scales that measure the accumulation of life events. These scales all work
under the assumption that increased numbers of life events are associated
with increased physical illness or psychological distress. The focal point of
stressful life events rests on the assumption that major events, whether
positive or negative, cause sufficient internal strain to lead to physical and
mental health outcomes. Though there is substantial literature to reflect this
statistically significant relationship, the relationship has been modest.

Pearlin (1983; 1982; 1989) and Wheaten (1990) have argued that stressful
life events are less powerful than chronic ongoing strains that exist in a
person’s life. Stressful life events account for a small percentage of the
variance in distress that an individual experiences. More telling are issues of
conflict and strain that emerge out of one’s roles in daily life and are related to
the identities which one subjectively constructs. When addressing role
domains, one is looking at the problems that emerge over time within one’s

role sets as well as what some have termed “statuses” in sodety such as
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gender, age, race, ethnicity and sexual orientation. These continuities in life
can become a source of chronic strain that affects mental and physical health
depending on the nature of cognitive and personality resources available to
the individual (Thoits, 1983b; Thoits 1986). There are myriad strains that can
affect individuals within the constellation of role sets including intrarole
conflict, interpersonal conflicts within role sets, and interrole conflict
amongst others. Beutell & Greenhaus (1986) argue that strains exist across the
different roles of work/family/school. Of central concern in this dissertation
is the role that time-based interference plays in the discussion that surrounds
adult education. Other strains cited by Pearlin include role captivity, role
restructuring and ambient strains. Much effort has been made to scale strains
as well as stressful life events. It would appear, however, that one must also
investigate the lived experience of individuals, who in the context of a
student role encounter both strains as well as growth-oriented behavior. This
dissertation will make every effort to draw on both.

A set of opposing conceptualizations with a rich, albeit conflicted
literature, has investigated multiple roles and their impact on psychological
well-being. Though beyond the scope of this dissertation, one’s involvement
in many roles has been seen as either enhancing or limiting. One view, the
scarcity model (Goode, 1960), sees role strain as ubiquitous in social life,
arguing that role strain inevitably emerges when there is difficulty in meeting
role demands. The scarcity model assumes that there is limited energy and

that the depletion inherent in role overload and role conflict makes distress
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inevitable. Marks (1977) argues that the scarcity model proposed by Goode was
essentially an hydraulic and mechanistic model. The scarcity model assumes
that energy is finite and that one could not construct room for new
commitments nor find these new commitments fulfilling and enhancing.

Sieber (1974) argues for an alternative view concerning multiple roles—
namely the enhancement theory. This model suggests that that multiple roles
offer positive elements that can outweigh the negative role demands.
Multiple roles can offer privileges with which one can legitimately reduce
one’s visibilitv in one role to handle another. Second, in the enhancement
model, one can see a diversification of roles where one’s involvement in
more roles can buffer strain. Third, one can receive “perks” from a variety of
roles that compensate for the time and energy demands. Lastly, enhancement
theory permits increased personality enrichment and ego gratification. Marks
makes a similar argument that there are no limits on the expansion of
commitment within activities and between role partners. The suggestive
point that Marks makes is that energy is not truly finite and that roles are not
inherently greedy, siphoning off one’s energy until one feels necessarily
depleted, depressed and ill.

Sieber makes a point of particular relevance to this proposed research
when he suggested that “a profitable line of research would seem to lie in the
direction of studying what kinds of personalities suffer or thrive under what

kinds of conditions when confronted with what kinds of multiple roles”
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(p- 576). This statement reflects an appredation for the role that personality
plavs within one’s role-identities.

This research effort that surrounds multiple role relationships has
generated a great deal of research effort, much of it contradictory in nature.
One clear conclusion that emerges is that, typically, more than one role is
helpful to adaptation but may be helpful differently for men and women. The
role of parent is a complex addition to partner and worker role and does not
consistently lead to positive well-being in men and women. In men, working
and having children at home has lead to positive outcomes in some studies
(Pleck, 1985) but has also lead to distress in others. Researchers have found
that men who have children at home are less distressed than those without
children whereas this is not the case with women. One might, therefore,
consider collecting data that reveal a “thicker”, more vivid picture of the
spectrum of identities within which the adult student is situated to attain a
clearer picture of their well-being and distress. This complex depiction of
strain and growth, this spectrum of multifaceted identities is further
informed by considering the role that personality plays and particularly
considering the buffering role that hardiness might play.

Hardiness: A theoretical review.

A non-traditional adult college population will provide a useful venue
within which to examine hardiness. While male executives have provided
the earliest evidence of buffering effects within a population thought to be

experiencing substantial stressful life events (Kobasa, 1979; Maddi & Kobasa,
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1984), college re-entry students are primarily female, within the age range of
22-45, many with family and work stressors. One might expect adult reentry
students to express commitment to college goals that are demanding in
nature, to experience some sense of control with regard to the decision of
going back to school (though less control once in school) and particularly to
experience a sense of challenge embedded in the task of going to school later
in life.

Hardiness has been conceptualized as a stance toward the self and the
world that is characterized by these components of commitment, control and
challenge. These three components, combined, tell us something about an
individual’s personality within a social and stress filled context and is
predictive of health and distress outcomes (Kobasa, Maddi & Kahn, 1982).

Commitment has been characterized as a “tendency to involve oneself
in (rather than experience alienation from) whatever one is doing or
encounters (Kobasa, Maddi, & Kahn, 1982, p.169). ” It suggests a sense of
purpose toward their environment and suggests a proactive sense of
involvement rather than one of passivity and reaction. Control expresses an
individual’s sense of “influence” within the context of life activities. In
contrast to a feeling of helplessness, control connotes an inner sense of choice
over life events. Individuals have a sense that they can handle events as they
emerge and that they have the tools to deal with challenging and threatening
circumstances. Challenge suggests a stance toward the self in a changing and

moving world. An individual with challenge is capable of seeing change as
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the “norm” in life with the changes that occur as “incentives to growth rather
than threats to security”. The novel and transforming world is not seen as a
threat but rather in terms of flexibility and interest.

The existential view of personality within which hardiness is situated
is substantially drawn from the work of Maddi (1989) and others who have
focused on genuineness, honesty and decision-making as essential human
responsibilities that contribute to the authentic person. Placed firmly within a
biological, sodal and personal context, the existential view argues that
individuals need to symbolize, imagine and judge in order to feel satisfied
and to avoid frustration. These processes suggest that individuals are in an
ongoing process of searching for meaning in life, of making dedcisions and
taking responsibility for those decisions. How different this view might seem
to those who are more familiar with the push of environmental models, the
pull of impulse drive models or the stasis of a taxonomic view of personality.

To the existential psychologist, life is seen as a series of situations
involving choice and decision making in the context of doubt and change.
One can begin to tease out the threads of hardiness in this view by seeing life
as tied to a commitment to the decisions one faces, challenge as emerging in
the context of a seeing the world as changeable and control as making a
decision to face uncertainty with some inner sense that one has influence.
Individuals constantly confront ontological guilt and anxiety through the
acceptance of uncertainty; it is through tenacity in face of anxiety that one can

lead the good life. The move toward security and away from challenge is to
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embrace an ontological guilt over the finiteness of life and the fears that one’s
actions can not lead to good outcomes. One can move into the unknown, into
the unpredictable or one can retreat into the familiar, the given or the past.
While the future is growth oriented it is also novel and anxiety producing;
the past, while attractive, suggests one has sacrificed growth for security.
Though possibilities we construct carry risk and elicit fear (ontological
anxiety), the retreat becomes aligned with the sense of ontological guilt that is
experienced when one realizes that safety and lost opportunities become
more important than these new possibilities.

It is through assuming that life is unpredictable that hardiness moves
away from other “salutogenic” theories of stress resistance. Antonovosky
(1987), for example, argues that the sense of coherence (SOC) leads one toward
predictability and stability, not toward unpredictability. One point becomes
increasingly clear. Challenge is theoretically a central component of the
construct of hardiness in so far as it addresses the assumption that
individuals deal with a world full of change and unpredictability. This sense
of challenge is reflected in a cognitive flexibility in the face of new and
potentially stress-producing information. The sense of control reflects the
existential focus on individual influence in the context of a search for
meaning. The concern for engagement and responsibility, for genuineness
and authenticity is mirrored in the construct of commitment.

When one integrates hardiness within a program of research, it is

critical to contextualize the construct. One must investigate the population
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under discussion, the culture in which the population is located, the
developmental trajectory as well as the specific context for the display of
hardiness. The original construct and theory was driven by the concerns of
adulthood and how in some emblematic manner, individuals are able to love
and work effectively in the face of challenges in life. The original research was
used in samples of male mid-life executives undergoing substantial work
stressors. Personality dispositions such as hardiness do not exist in a
developmental, cultural or situational vacuum, but rather constitute a form
of transaction between the stable disposition and the structural or situational
context. The next section addresses how hardiness has been investigated.
Hardiness: A research agenda

Over the course of the past 19 years, converging evidence points to the
effectiveness of hardiness in moderating the impact of stressful life events on
physical and mental health outcomes (Kobasa, 1979; Kobasa, Maddi, & Kahn,
1982). Both retrospective and prospective research have demonstrated a direct
and buffering role for hardiness. The original research used discriminant
function analysis to differentiate high stress/low illness executives from high
stress/high illness executives in hardiness levels. Kobasa combined the three
components, challenge, control and commitment into one additive scale
using 19 scales. Subsequent research using a second generation hardiness test,
incorporating 6 subscales, demonstrated prospectively that individuals high
in hardiness reported fewer illnesses. Controlling for prior illness, stressful

life events were linked to increased and higher hardiness with a decrease in
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illness. Subsequent research extended the convergent and discriminant
validity of the construct through addressing the joint effects of constitutional
predisposition, sodial support and Tvpe A personality (Kobasa, Maddi, &
Courington, 1981; Kobasa, Maddi & Puccetti, 1982; Kobasa, Maddi, & Zola,
1983; Kobasa & Puccetti, 1983). Research demonstrated that stress resistance
factors such as social support, hardiness and exercise were health protective
but that hardiness was the most effective moderator of stressful life events.
Further work with lawyers, army personnel, social workers and individuals
in a variety of populations have extended the construct validity of hardiness
(Gentrv & Ouellette-Kobasa, 1984; Kobasa, 1982).

The research in hardiness has taken two directions. One pathway has
continued to investigate the moderating effects that hardiness plays on
physical illness and mental health. This pathway has attempted to address the
individual and joint effect that hardiness has played with other stress
resistance variables within a variety of differing samples using different
stressors. There has been conflicted evidence for the buffering effect of
hardiness though the direct effect between hardiness and mental and physical
health outcomes has been stronger (Manning, Williams & Wolfe, 1988;
Sheppard & Kashani, 1991). Evidence among nurses (McCranie, Lambert &
Lambert, 1987; Rich, & Rich, 1987; Topf, 1989) among undergraduates (Banks
& Gannon, 1988) and patient populations (Lambert, Lambert, Klipple &
Mewshaw, 1989) attest to the conflicted state of findings within the hardiness

literature.
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Perhaps one of the strongest studies that more recently illustrates the
role of the buffering effect of hardiness on physical and mental health was
demonstrated through research on disaster assistance workers. (Bartone,
Ursano, Wright, & Ingraham, 1989). Using a shorter and modified version of
the hardiness scale, Bartone et al., found that three factors, challenge,
commitment and control emerged in a factor analysis. In addition to a direct
effect between hardiness and psychological well-being, they further
demonstrated that well-being was lower for those officers high in stress
exposure and low on either social support or hardiness.

The second pathway in hardiness literature has investigated the
mediational pathways that make hardiness effective as a stress resistance
factor. For example, Wiebe & McCallum (1986) found that hardiness exerted
an impact on illness through changing health practices though a mediational
role for hardiness through fitness was not found in subsequent research
(Roth, Wiebe, Fillingim & Shay, 1989). Research efforts have addressed the
appraisal process whereby more hardy individuals appraise events differently
than less hardy individuals. Though the results across studies have been
conflicted, parts of the components of hardiness have been shown to mediate
how individuals perceive stress (Hull, Van Treuren, & Propsom, 1988;
Rhodewalt & Zone, 1989). Lastly, hardiness has been related to differential
levels of physiological reactivity that may mediate the higher well-being of

hardier individuals. However, research in this area is conflicted since one
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study (Contrada, 1989) reported lowered physiological reactivity while
another study (Allred & Smith, 1989) reports increased reactivity.

Finally, one recent study revealed that certain components of hardiness
have an effect on psychological well-being and distress through the mediation
of cognitive appraisal and coping (Florian, Mikulincer & Taubman, 1995). It
has long been hypothesized that the mediational pathway for hardiness was
through coping and particularly through transformational coping. Florian,
Mikulincer & Taubman add qualified support for the idea that hardiness
affects positive well-being and distress through specific types of coping
processes. The use of mediational pathways through which a better
understanding of how the mechanism of hardiness works is gradually
becoming accepted as the next step in the research program of hardiness. The
use of Structural Equation Modeling (SEM) permits one to delineate (and test)
a modei of how hardiness is structured with regard to individual components
as well as the impact these components (as well as the latent variable) have
on specific adaptational outcomes (Funk, 1992; Hull, Lehn, & Tedlie, 1991).

Hardiness: Measurement issues.

The measurement of hardiness has elicited criticism from many
researchers, arguing that ambiguity underlies the hardiness scale
construction, casting into doubt the role that hardiness plays in mental and
physical health. It is important to clarify some of the salient measurement

issues concerning the validity and stability of the hardiness construct (see also
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Maddi, 1990; Ouellette, 1993 for a discussion of measurement issues in the
hardiness construct).

The Personal Views Survey represents a third generation hardiness
scale that evolved in response to a number of critiques concerning previous
scale construction. Remembering that hardiness is a theoretically driven
construct, the original study (Kobasa, 1979) used 19 scales that tapped on one
factor combining commitment, control and challenge that differentiated
samples of high stress/low illness executives from high stress/high illness
executives.

Subsequently, a second generation test evolved with strong
discriminant and convergent validity, adequate reliability that yielded three
factors. A third generation scale has emerged that has addressed a number of
the ongoing problems with the earlier scales. The Personal Views Survey, as
it has been termed, is a 50 item scale with balanced numbers of challenge,
commitment and control items that does not require transformation into z
scores, making comparisons with other studies possible. The scale has good
internal consistency, is more balanced in terms of negative and positive
items, has eliminated some problem items in the challenge scale and is
highly correlated with earlier scales.

Hardiness has been criticized as being simply an epiphenomena for a
more basic sense of negative affect or neuroticism. While there have been
intercorrelations between hardiness and negative affectivity, these

correlations have frequently been moderate or not significant (Maddi, 1990;
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Maddi & Khoshaba, 1994). This type of criticism presumes that neuroticism is
more basic than hardiness. While Funk & Houston (1987) found overlap
between hardiness and maladjustment, Florian et al., (1995) were more
circumspect on the potential role that maladjustment or neuroticism plays in
the hardiness construct.

A number of questions, however, remain. The conceptualization of
hardiness as a unitary, additively derived scale composed of three
components has spurred criticism about what the construct actually means
(Carver; 1989; Funk & Houston, 1987; Hull, Van Treuren & Virnell, 1987).
Theoretically, the construct of hardiness depends on the three components,
but as these components have differential psychometric properties and
predictive value, ambiguity surfaces about what one is actually measuring.
The case of the challenge scale is illustrative for the scale has frequently not
been predictive of health outcomes and is in fact less stable than the other two
components (Contrada, 1989 is an exception). While the earlier studies of
hardiness, found buffering and direct effects for the unitary scales (Kobasa,
Maddi, & Kahn, 1982; Kobasa, Maddi & Puccetti, 1982; Kobasa,
& Puccett, 1983), more current research efforts have found direct and
buffering effects using specific components and not the unitary scale (Florian,
Mikulincer & Taubman, 1995; Ganellen, & Blaney, 1984; Manning, Williams,
& Wolfe, 1988; Schmeid & Lawler, 1986; Topf, 1989).

Carver (1989) has argued that conceptual ambiguity emerges when a

unitary multifaceted construct like hardiness is based on three components.
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What each component contributes in what fashion (additively or
synergistically) can lead ultimately to a loss of information, not a gain in
understanding. In the case of hardiness, the three separate scales differ greatly
in predictive power and reliability with challenge frequently displaying low
reliability. Ultimately, our understanding of hardiness becomes obscured by
the configuration of these components that is actually being measured.

While a number of researchers have moved away from the unitary
construct and are simply looking at separate components, the theoretical
demands of the hardiness construct point to developing better ways of
effectively reaching for the construct. Of particular note is the role that
challenge plays in the assessment of hardiness. It would appear that in an
adult college population, challenge would be particularly salient.
Additionally, embedding hardiness within the lived experience of research
participants demands that we find appropriate qualitative methods that tap
hardiness and its components. Linking a measurement tool such as the PVS
to more qualitative measures of hardiness within a specific context may
facilitate additional construct validity for the construct.

There is a complex relationship between hardiness and the larger social
context; it would be a mistake to argue that since hardiness is an individual
style or stance toward the self, it ignores political and sodal realities. This is a
simplistic reading of a much more complex construct. While it is true that
issues of personal control, commitment and challenge are redolent of an

individualistic accountability, these components can be the basis of social
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action as well. [t can be just as easily argued that hardiness is a configuration
or stance of self-in-the-world. Such arguments eschew the more pressing
question of what role personality takes when placing it within societal and
structural dimensions. It is the task of this dissertation to address situational
and life stage concerns within which hardiness can become enacted.
Educational settings can be the site where hardiness can combine with
personal and political transformation to create a new level of critical
consciousness and praxis.

A Radical Pedagogy.

“What [ like about Dr. E’s class is that she challenges me to

think about men and women in a way that I never did before”

(graduating senior).

A second more critical strand of theory provides a deeper
understanding of the setting within which adult education is situated. When
adult reentry students are asked about what they want from going back to
school, both men and women (though men in greater numbers) address the
central importance of education for the development of vocational goals.
Better jobs, more money and the attainment of the “good life” is seen by
many as the central goal of adult education. One hears of these vocational
goals aligned with the motivation for better paying jobs (Aslanian & Brickell,
1980) and one wonders if the primary goal of a “neutral” dispassionate
educational system is to sustain an image that a specific better job with more

money will emerge out of one’s adult education experience. Little is said
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about the role that education may play in emancipating the individual, of
providing a discussion of criticdism with which one can sustain concerted
action to make a better sodal world (Shor & Freire, 1987). One might begin to
also examine an educational system that validates and sustains an inequitable
class, race, gender and heterosexist system. It is through an examination of
this hegemonic educational system, that a better understanding of the
potential agency of adult students might be discerned.

A critical andragogy (Knowles, 1980) can be seen as a critique of a
system of education that has stressed the rational, seemingly neutral
transmission of knowledge without concern for human agency and social
action. A radical andragogy would also critique a humanist tradifon which
focuses on self-actualization, personal development apart from an
involvement in the sodal world. One can begin to see the seeds of a modern
radical pedagogy in the work of Dewey (1966) and Lindeman (1926) who are
both set within the Progressive Era. Both see education as having a dual
function of promoting individual growth as well as promoting social action.
One uses education to solve political, economic and social problems as well as
help people: 1) acquire the tools for physical, psychological and social survival
2) discover a sense of meaning in one’s life and 3) to help people learn how to
learn (Apps, 1981; 1986). One can see the compatibility of a radical andragogy
with an examination of Lindeman’s assessment of the meaning of adult

education:
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Education will become an agency of progress if its short term

goal of self-improvement can be made compatible with a long

term experimental policy of changing the social order (p 24).

The progressive agenda includes the practical, the pragmatic and the
utilitarian. Dewey saw education as a lifelong experience. Education and
particularly adult education were not simply a preparation for maturity but
were seen as a continuous growth and illumination of life.

A radical pedagogy (or andragogy when applied to adults) began to
challenge the economic and social assumptions that sustained the school as a
neutral institution that transferred knowledge. A number of theorists
including Freire (1970) began to work toward a different tvpe of critique of the
educational system. Freire saw education as perpetuating individual and
social oppression while dialogic education permitted one to become aware of
solutions. To Freire, education is grounded in an economic, sodal and
political context. Most educators see adult education as nothing more than
the transfer of knowledge rather than an increasing “conscientization”. Even
for Dewey, education was not simply a preparation for jobs, but to support
“the broad requirements of citizenship in a democratic society”. To Freire,
(Shor & Freire, 1987) the goal of empowerment suggested that education
would transform, though a dialogic pedagogy, the sodety to meet individual
needs. It is the intention of this dissertation to address the agentic qualities of

adult education that facilitate an emancipatory view of one’s education.
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However, such an emancipatory view of the role of education presents
a counter-hegemonic argument to an educational philosophy that sees
schools as agencies of social and cultural reproduction (Merriam, 1987; Beder,
1989). Education, it has been argued, is not about equity but rather inequality.
Based on the nature of a class, gender and racial system of oppression, the
educational system perpetuates a system of reproduction of the dominant
ideologv. A countercritique of the educational hegemony argues first that
educational systems are agents of sodial and cultural reproduction at the
macro level and that on an individual level, students can develop agentic or
critical thinking (Aronowitz & Giroux, 1991, 1993).

Different theories account for how the educational system reproduces
class, gender and racial inequalities including an economic reproduction
thesis, and a hegemonic-state reproduction thesis. While the former sees
schools as providing different classes with the knowledge and skill to occupy
a stratified workforce (in other words, mirroring the class structure), the
former, sees schools as part of an apparatus that legitimizes the importance of
the state’s power. To Gramsd (1971), for example, the dominance of the ruling
class is exercised through an ideclogical hegemony that carries an intellectual
and moral imprimatur. While the educational system is separate from the
state, education can serve an oppressive function.

The cultural reproduction model of Bourdieu (1984) provides insight
into a system of domination that may be important to consider in an analysis

of the adult student-frequently working class, primarily female, increasingly
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minority. [t may serve to underscore the argument that vocational goals are
only one dimension of a complex set of symbolic, cultural links in a system of
oppression. To Bourdieu, schools do not simply mirror the dominant society
but are rather part of a larger set of symbolic institutions that link culture,
class and domination. Education can appear as the impartial transmitter of
the “valued culture” but it rather effectively promotes inequality. This is
accomplished through a “cultural capital” that confirms a ruling class
through marginalizing certain types of knowledge or symbolic systems and
confirming others. Schools act as a filter through which individuals become
slotted into certain positions through the internalization of validated sodal
meanings, linguistic competendes, style and knowledge. Through Bourdieu’s
concepts of habitat (objectified history of institutions through time) and
habitus (the internalized competencies and needs grounded in the body and
inculcated through socialization), a dialectic of power emerges. The habitus
incorporates deeply the experiences of the different groups in society and
becomes a force in the development of a deeply felt ideology that becomes
emblematic of domination. In a dialectic with habitat, it can lead to a set of
internalized deeply felt impressions that is organizing for the individual.
Schooling participates in this deep form of domination, such that class,
gender and racial inequities become rooted beyond consciousness and are felt
to be natural.

Whatever system of reproduction of class, gender and racial inequities,

no model permits individual agency to surface. The core of an existential
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theory of personality, for example, presents a counterargument that
individuals live in a world but have an authentic set of decisions to make,
that they have some involvement in their own destiny. The reproductionist
models tend to rely less on the individual and more on reified social and
econemic structures.

What individuals can develop is an agentic view of the educational
svstem. Emancipatory thinking in the face of the educational system
exemplifies this agentic view of self. Resistance to and a critique of the
educational hegemony can lead to a number of oppositional stances which
can express a reluctance to join in the educational domination. As Fine (1992)
has pointed out, dropping out of school may represent a resistance to this
hegemony and not simply a self destructive set of acts. Similarly, for adult
students, “stop-offs” may represent an opportunity to express an agentic
stance toward the educational system. Whether a specific act is resistant
toward educational domination or simply oppositional or both would seem
to depend on context and the development of an ear for the narratives of
agency.

Adult education has a rich theoretical background that addresses both
individual and sodal transformations and that considers the transitions that
adults encounter throughout their life as significant events in their decisions
to reenter a college experience. At the same time there are tremendous gaps
in the adult education literature due in no small part to the fast rising

numbers of adults in the market place. There has been a emphasis on
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program development and evaluation as well as the development of new
modalities and settings (Anderson, 1997; Elias & Merriam; 1980). Data from a
number of convergent research and applied settings argue that adult students
come back to school primarily for job advancement and career growth.
Aslanian (1996, p. 4) argues that
the single most important reason for returning to college reported by
90% of the adults dealt with the adults’ job/career. Adults return to
schooling to gain new competendes to enter, change or advance in their
careers. Many relearn just to keep up with their current job.

In large survey samples (Kasworm, 1990b; Kasworm & Pike, 1994;
Sewall, 1984) adults rate career and employment concerns as a primary
motivation in returning and persevering in school. Adult education
specialists and administrators echo this commitment to the vocational
motivations of adult students (Brickell & Aslanian, 1987). Underlying this
clear employment concern is a more complex picture of the adult student. It is
the profound hope of this researcher that this view of the adult student can be
rectified, that serious questions about the subjective experience of the adult
student as well as the place within which they are sodietally situated can be
examined.

Research Questions

This dissertation examined the following research questions. First,

what is the relationship between hardiness and two outcome variables,

demoralization and self-esteem within a population of reentry non-
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traditional college students? A few points should be clarified concerning
demoralization and self-esteem. Demoralization is an outcome variable that
measures non-specific distress. [t has been used extensively as a outcome
variable in health research studies and has particularly been used with
hardiness research (Cassel, Platt & Ouellette, 1991; Dohrenwend, Shrout, Egri
& Mendelsohn, 1980; Platt, Ouellette Kobasa, Cassel & Wong, 1991). Self-
esteem is a variable that measures a holistic sense of self-esteem (Rosenberg,
1979). It is important to use both positive and negative variables in hardiness
research; demoralization and self-esteem are two such outcome variables. It is
predicted that students with higher hardiness will display both lower
demoralization and higher self-esteem.

Second, are there three valid and reliable subscales of hardiness within
this population that are predictive of lower demoralization and higher self-
esteem. It is predicted that the three components of hardiness will be related
to psychological outcomes such that those with higher hardiness will display
lower demoralization and higher self-esteem (controlling for demographic
variables). It is further predicted that commitment and challenge are
particularly salient components due to the specific demands of the adult
education experience. Control may be less salient in a setting where the
student is in the classroom and juggling other roles such as parent, worker
and spouse/partner. Research in hardiness, must look more carefully at how

a specific venue reaches for particular components of hardiness. In some
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settings, control will be a salient dimension while in others commitment and
challenge will be prepotent.

The third research question asks how the narratives of adult students
inform our understanding of hardiness and the configuration of challenge,
commitment and control. This dissertation examined narratives of growth
and strain that adult non-traditional students express and what role hardiness
plays within this matrix. It is through discrete narratives written in response
to open-ended questions in the survey that [ am attempting to further
hardiness as well as the components of challenge, commitment and control.
It is important to extend this psychometric variable through illustrations
drawn from the narratives of the respondents. I search for narratives of strain
and growth that students have, being in school at nights and weekends, and
look for illustrations of how hardiness becomes integrated within their lives
as a student, worker, parent and spouse.

The fourth research question takes the construct of hardiness and
expands it to look at adult education as a transformative experience, an
opportunity for increased “conscientization” among adult students (Freire,
1985). This dissertation examines the presence of personal and political
transformative thinking among adult reentry students. To what extent does
one find personal and political transformation present among adult students
and to what extent do students feel that education has provided a venue for a
critique of the inequities of a hegemonic system based on class, race, and

gender? And to what extent is this transformation related to the more
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standard measure of hardiness. In an educational system characterized by
class based hegemony, this dissertation asks for whom and under what
conditions is there the development of an agentic and emancipatory view of
the self within the social world.

The fifth research question asks what role gender plays within the
adult student experience. Previous research argues that the experience of
women going back to school is different than the experience of men. The
dissertation research seeks to address the role that gender plays within the
adult student experience.

Throughout, this dissertation works at the triangulated intersection of
qualitative and quantitative methods. Quantitative psychology has often
argued for the need for reliable and valid research tools that more effectively
assess the mediating and moderating role that variables play within the
psvchological and social world. Qualitative research looks at the meanings
and frames that respondents bring to their personal and social world and
ways to conceptually understand the world within which one’s respondents
are living as well as the roles that researchers play within the world of the
respondent. This dissertation integrates two paradigms of research, one that
uses survey methodology and one that uses life stories and narratives, in an
attempt to better understand the growth and strain that adult reentry college

students experience.
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METHOD
Overview
The experience and discussion of growth and strain combined with

hardiness and transformation have been investigated using a triangulated
methodology. Denzin (1989) and Janesick (1994) address such triangulated
models as data triangulation, theory triangulation, methodological
triangulation and interdisciplinary triangulation. I have explored the adult
student experience against a matrix of convergent methods including
1. quantitative scale-based survey results, 2. narratives concerning the strain
and growth of the adult student experience and 3. structured focus group
interviews. Each method provided insight into a dimension of the adult
student experience while synergistically the three methods provided a lens
into the adult student experience as a whole. Table 1 outlines the question

and methods used in this dissertation.
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Table 1
Questions, Methods and Samples
Research Question Method Sample
Research Question 1
What is the relationship between | Quantitative Survey 245

hardiness and demoralization /
self-esteem?

Research Question 2
What is the relationship between | Quantitative Survey 245
challenge, control and
commitment and demoralization
/ self-esteem?

Research Question 3
What is the nature of growth Qualitative Narratives 105
among adult students and what
role does hardiness play?

Research Question 4a
What is the nature of personal Qualitative Narratives [ 105
and political transformation
among adult students?

Research Question 4b
To what extent is transformation | Quantitative Survey and | 65
related to standard measures of Qualitative Narratives
hardiness?

Research Question 5 11
What is the role of gender in the | Focus Group Interviews
adult student experience?

Scale driven quantitative survey
A quantitative survey was designed to answer research questions 1 and
2. The survey sought to assess the relationship between hardiness and two
important mental health outcomes: demoralization and self-esteem. The
quantitative survey also investigated the configuration of commitment,
challenge and control as components of hardiness and their relationship to

demoralization and self-esteem.
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Sample and Procedure

A sample of 245 volunteers was generated from the evening college of
Fordham University at Lincoln Center (Manhattan campus) and Ignatius
College (Bronx campus). Participation was solicited by going to each evening
and weekend class, explaining the nature of the study, handing out a consent
form (see Appendix A) in anticipation of distributing the survey to
volunteers at a later date. Questionnaires (see Appendix B) with an
accompanying cover letter, detailing the voluntary and confidential nature of
the study, were mailed in April, 1997. Of the 450 questionnaires that were sent
out, 12 were returned as undeliverable, four were returned well after the
deadline and two were returned incomplete. The total sample included 245
individuals, representing a 54% response rate. This is well within the
acceptable range of mail survey research. Using a significance criterion of .05,
at least 107 respondents are needed to detect a medium effect size with 80%
power when testing the significance of a multiple regression with up to 8
independent variables (Cohen, 1992). With an exploratory factor analysis
planned, it was thought that 245 respondents would be sufficent to run an
exploratory factor analysis on the 50 item measure. While adult education
research has typically used the age of 25 as a minimum for consideration in
adult education programs, this seemed unnecessarily limiting in a college
that is dedicated to an evening and weekend student population. As such,

questionnaires were distributed to those college students who saw themselves
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as adults in a reentry non-traditional college program. As the sample
description indicates, the population of this sample is decidedly adult with
only 21 participants younger than 24 years of age.

The informed consent accompanying the questionnaire assured
participants that involvement in the research was voluntary and
confidential. They were told that this project was sponsored by Professor
David Koch under the supervision of Dr. Suzanne Ouellette and does not
reflect any institutional involvement with the Dean’s Office of Fordham
University. As an incentive, three $100 gift certificates were distributed by
lottery to participants. The Investigator’s phone number was provided, as was
the phone number of CUNY Graduate Center Office of Sponsored Research,
should there be any questions. Participants were informed that if a question
does not apply to them, they need not answer it. They were also assured that
their names and identifying information would not appear on the
questionnaire or in any of the reports; only grouped information will be
presented. Their confidential identity will be secured, separate from the
questionnaire data. At the end of the questionnaire, respondents were asked if
they might be contacted again for a more in-depth interview on the adult
student experience. Of the 245 completed questionnaires, 145 indicated
interest in a follow up interview. These interviews will be the basis for future

qualitative research in this area.
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Sample Characteristics.

Table 2 presents the demographic characteristics of adult students who
were respondents in the quantitative study. The sample was predominantly
female with 69% female and 31% male reflecting a national trend toward
increasing female presence in evening and part-time programs. These figures
are also comparable to the demographic makeup of Fordham University.
There was substantial diversity in ethnicity and age with 55% white, non-
Latino, 21% African-American, and 18% Latino. The mean age was 34 (sd =9.2
years). The sample was primarily employed full time (84%) with income
levels largely below $50,000 (79%). Slightly under two-thirds of the sample
(62%) was partnered and most partners also worked (86%). Just over one
quarter of the sample had one or more children younger than 18 years of age.
Slightly fewer than one-half of the partners had attended at least some college
while 20% of the partners had graduate or professional schooling. Slightly
more than one-third of the parents had high school diplomas with 10% of
mothers and 11.3% of fathers receiving a baccalaureate degree. It is significant
that in this sample, the participants came from families in which parents had
rarely received baccalaureate degrees. This is basically a working class

population.
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Table 2

Sample Characteristics

[otal Sample
(N = 245)

Gender (%)

Male 31

Female 69
Age

M (in years) 34.5

SD 9.2

Range 19 -63
Income (%)

<825, 000 per year 36.7

$25 - 50, 000 per vear 42.0

>%$50, 000 per year 21.3
Race (%)

African American / Black 21

Asian 4.5

Latino 18

White (not Latino) 55.6

Other 0.9
Partnership Status (%)

Partnered (Married or Serious Partner) 61.7

Not Partnered 31.3

Divorced 45

Widowed 2.5
Employment Status / Self (%)

Full Time Work 83.6

Part Time Work 11.5
Occupational Category / Self (%)

Professional 22

Managerial 16

Sales / Clerical 40.8
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Table 2 (continued) Total Sample
(N = 245)

Employment Status / Partner (%)

Full Time Work 86

Part Time Work 10
Occupational Category / Partner (%)

Professional 26

Managerial 9.4

Sales / Clerical 46.2
Educational Level / Partner (%)

High School Diploma or less 295

College Diploma or Some College 50

Post Graduate or Professional Degree 20
Educational Level / Mother (%)

High School Diploma or less 68.5

College Diploma or Some College 21

Post Graduate or Professional Degree 10.5
Educational Level / Father (%)

High School Diploma or less 63.9

College Diploma or Some College 26.8

Post Graduate or Professional Degree 9.3
Children < 18 Years of Age (%) 28.8
College Credits (%)

< 30 credits 15

30 -60 18.8

61-90 24.6

> 90 credits 41.7
Full-Time Student (> 12 Credits) (%) 40
Part-Time Student (< 12 Credits) (%) 59.7
Living Arrangements (%)

Live Alone 21

Live with Children 23

Live with Partner 49

Live with Parents 15
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Measures

The central measure of this dissertation, the Personal Views Survey,
assesses hardiness, and is the basis for other measures, including the
Psychiatric Epidemiology Research Inventory-Demoralization (PERI-D), the
Rosenberg Self-Esteem Scale (RSE) and an exploratory set of questions looking
at attitudes toward being in school.

Psychiatric Epidemiology Research Inventory- (PERI-D).

The PERI demoralization scale (Dohrenwend, Shrout, Egri, &
Mendelsohn, 1980) consists of 8 scales that are so intercorrelated that thev
measure the same construct, non-specific distress. This distress has been
termed demoralization. These 8 scales are sufficiently related to each other
and not to the remaining 17 scales as to suggest a coherent measure of non-
specific distress. The 42 item scale includes items that touch on poor self-
esteem, hopelessness-helplessness, dread, confused thinking, sadness, anxiety,
psychophysiological symptoms and perceived physical health. The PERI
demoralization scale refers to distress experienced during the previous year
with high scores representing higher levels of distress. Researchers who have
used the PERI have found that reduced numbers of items ranging from 27
items (Dohrenwend et. al., 1980) to 36 items have been successfully used as
shorter measures. Dohrenwend et al report internal consistency reliability of
the scale at .80 - .85. Meyer (1995) reports Cronbach's alpha for demoralization
at .92, making it a strongly coherent scale. Numerous studies have used the

PERI demoralization scale indicating strong discriminant and convergent
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validity particularly in areas of environmental stress such as Three Mile
Island experience or the Vietnam veteran experience. The current research
used the 27 item scale with one revision, in specifying the past month rather
than the previously used 12 month period. A one month period is used to
pick up demoralization scores, since it was felt that a twelve month period

was too broad and ambiguous. The scale based on 27 items included 17

questions from 0 - 4 with 0 = Never and 4 = Always. Items included “How
often were you bothered by feelings of sadness or depression—feeling blue?”
and “How often did you feel useless?”, 5 questions from 0 - 4 with 0 =
Strongly Disagree and 4 = Strongly Agree and included items such as “You are
the kind of person who is the worrying type-you know, a worrier. Do vou.”
and “You are the kind of person who feels a failure generally in life. Do you.”
The last two questions deal with general satisfaction with oneself over the last

year and are rated from 0 = Below Average to 4 = Excellent (reversed scoring).

Higher scores on the PERI-D indicate higher demoralization. The internal
consistency of the scale was high (alpha coeffident = .94). In this sample the

mean demoralization score was 1.19 (sd =.61).

Personal Views Survey (PVS).

This 50 item scale (Maddi, 1990; Ouellette, 1993), additively utilizes
challenge, control and commitment items to derive a hardiness score with a
higher score representing higher hardiness. The PVS is the third generation

scale to be developed in order to more effectively tap the hardiness
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phenomena. Respondents are asked to indicate on a 6 point scale the extent to
which they agreed or disagreed with items, with 0 = Not at all true to

6 = Completely true. The range has been extended to add variability. This
hardiness scale has a better balance between negative and positive items than
second generation hardiness scales. Acceptable alpha coefficients (ranging
from .68 - .75) have been reported for the component scales. Positive and
moderate relationships between the components and strong correlations
between the third generation scale and previous second generation 5 scale
versions makes the PVS a good option for measuring hardiness. The PVS
scale shows no sign of sodal desirability bias and has been construct validated
in a variety of areas including Israeli soldiers, (Florian, et. al., 1995), nurses,
(Pagana, 1990) and undergraduate students (Maddi & Khoshaba, 1994). The
PVS is correlated .91 with the second generation hardiness scale and .93 with
an abridged version used with air disaster workers (Bartone, et. al., 1989). In
this sample Challenge and Control subscales each have 16 items while
Commitment has 15. The subscales are summed and means are computed
with higher scores indicating a higher level of hardiness.

In this study, 46 items were summed with a mean of 4.6 (sd = .41). The
internal consistency of the composite scale of hardiness was quite high (alpha
coefficient = .84). Additionally, the three component subscales, commitment,
control, and challenge all demonstrated acceptable internal consistency
though they also demonstrated significant and moderate intercorrelations.

(Descriptive statistics and intercorrelations for hardiness subscales are
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presented in Table 3.) Analyses will be conducted using both hardiness as a

unitary scale and the separate components of challenge, commitment and

control.

Table 3

Summarv Statistics and_Intercorrelations for Hardiness Subscales

Summary Statistics Intercorrelations
Subscale n M SD  alpha 1 2 3
1. Challenge 16 40+ 55 .70 —
2. Commitment 15 48+ 53 .75 56" —
3. Control 16 483 42 65 A1 617" —

*** p < .001
Demographic variables include race/ethnidty, gender, age, partner and
parenting status, income and number of college credits completed,
educational background of mother, father and partner. Gender was coded

1 =Female, 0 = Male. Race/ethnicity was coded 0 = White 1 =Non-White.

Age was coded in years. Income is a scale of annual income clusters ranging

from 1 = less than $25.000 to 5 = over $100.000. Partner status included

married, divorced/separated, widowed, partnered and was scaled as
1 = partnered and 0 =_never-partnered. A categorical variable for children was
utilized (1 = Children under 18 0 =No children under 18).
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Rosenberg Self-Esteem Scale (RSE).

This 10 item scale measures the holistic sense of self-esteem. The scale
ranges from 1 = Strongly disagree to 6 = Strongly agree with higher scores
reflecting a higher sense of a “general favorable or unfavorable global self-
attitude”. Items include: “On the whole, [ am satisfied with myself.” and “I
feel that [ am a person of worth, at least on an equal plane with others.” The
RSE has demonstrated strong validity since 1965 when Rosenberg presented
the scale on a variety of high school and college student populations
(Rosenberg, 1979). In the current study, the scale demonstrated high internal
consistency (alpha coefficient = .85). The mean for the self-esteem scale was
4.83 (sd = .76).

Educational Attitudes Survey.

An exploratory 23 item scale was developed for this dissertation on
student attitudes toward the classroom experience. The questions tapped the
impact that school had on their experience. Questions were presented on a 6
point Likert format with 1 = 3trongly disagree and 6 = Strongly agree to assess
the extent to which college classes have fadlitated a new way of looking at
oneself in the academic setting. It assessed the extent to which classes have
provided important new skills that have made a difference in students’ lives.
Examples include: “As a result of returning to school, I have become better
prepared to serve my community” and “As a result of returning to school, I

have been excited by ideas in classroom”.
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Two subscales were developed; a five item scale measured career
development and included items that tapped on job advancement and the
focus on schooling as a preparation for work. This scale demonstrated
acceptable reliability (alpha cocfficient = .71). The second subscale consisted of
18 items and measured personal growth such as the development of writing
skills, the ability to construct and intellectual argument, the potential for
serving one’s community. This subscale, entitled personal growth,
demonstrated good internal consistency (alpha coefficient = .89).

These measures were included to look at what adult students perceived
that they gained from being in school. Of particular interest was the
relationship of career development to the outcome variables of
demoralization and self-esteem. The mean of the career development
subscale was 3.74 (sd = 1.03) while the mean of the personal growth subscale
was 4.9 (sd = .63). Of note is the high mean for adult students on items
reflecting personal growth with lower means for career development. These
two subscales are significantly and moderately intercorrelated (r = .52). These
two subscales are being used in the quantitative analyses only. Further
analyses teasing out personal and political transformation will use qualitative
data and will be described in a later section. Descriptive statistics and

intercorrelations are presented in Table 4.
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Table 4

Summary Statistics and Intercorrelations for Survev Scales

Summary Statistics Intercorrelations
Scale o M SD alpha 1 2 3 4 5
1. Hardiness 6 457 41 84 —
2. Demoralization 27 119 6l 94  -41Tt —
3. Self-Esteem 10 +.83 .76 .85 357" =537 —
4. Career Developm. 5 374 103 .71 A5 -06 2377 —
5. Personal Growth 18 489 6+ 89 3477 -07 25777 52777 —

*p < .05; ***p < .001
Student Narratives of Growth, Strain and Transformation

The third research questicn inquired into how the narratives of adult
students inform our understanding of hardiness and the configuration of
challenge, commitment and control (see Table 1). Student narratives were
examined for examples of hardiness. In response to the fourth research
question on critical consciousness and transformation, student narratives
were systematically analyzed for evidence of students’ personal and political
transformation.
Procedure and Sample

In the larger quantitative survey (see Appendix B), two sections
solicited qualitative information from respondents. The first section
contained two multi-part items: “Was there a particular class at Fordham
University that was especially worthwhile? How was it valuable?” and “Was

there a particular class at Fordham University that was not at all worthwhile?
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What made it so?” The second section solicited examples of stressful and
growth oriented events that students experienced. As such, the first question
in this section asked “Think of a situation that developed in school that you
perceived as particularly stressful for you. What made the situation stressful?
How did you handle the situation?”. This was followed by a question on
growth, asking “Think of a situation at college in which you feel like you
experienced growth. What made the situation growth-enhancing? How did
you react to the situation?”

Of the 245 completed quantitative surveys, I received 65 surveys in
which respondents completed at least one open ended question, vielding a
total of 105 narratives. This represents a return rate of 26.5%. One way
ANOVAS of key demographic (e.g., income, race and gender) and survey
variables (demoralization, self-esteem, hardiness) indicate no significant
differences between those individuals who offered narratives and those who
did not. These narratives were coded into preliminary conceptual categories
using a computer driven relational database management system (FileMaker,
Pro, 1997; Miles & Huberman, 1994; Richards & Richards, 1994). Focus group
findings and initial theoretical insight guided the formation of a set of
preliminary categories (see Glaser & Strauss, 1979; Miles & Huberman, 1994;
Strauss & Corbin, 1990, 1994). All data were coded into multiple categories
where relevant. Throughout the coding procedure, there was an iterative
process whereby certain codes would emerge ( e.g., strain, coping) and others

would drop out (e.g. feelings of failure, educational critique). I would then
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recode previous narratives with particular attention to the remaining codes.
This process was congruent with current understandings of grounded theory
(Strauss and Corbin, 1990; 1994) which Strauss has termed “constant
comparative method”. In this method, a researcher refines and works with
coded material until no new theoretical information emerges.

The narratives were analyzed in two distinct ways. First, there was a
search for what I'll call illustrative examples of hardiness with particular
attention paid to themes that surround commitment challenge and control
that are found in these narratives (see Table 5). Second, there was a systematic
criteria driven division of the narratives into transformative or not (see
Table 5).

As such, from these narratives, illustrative information emerged
concerning hardiness. These illustrations from adult student narratives
suggest a refocusing of challenge, commitment and control themes that are
more specific to the adult student experience. Examples of hardiness and
particularly challenge, control and commitment are included throughout the
results section.

Similarly, an analysis of student narratives yielded evidence for a
discussion of strain, coping and social support. A later chapter illustrates an
emergent vocabulary of strain, coping and social support that comes through
the experience of the adult college student.

Secondly, personal and political transformation, the central constructs

of this dissertation, were developed employing far more stringent and specific
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criteria in the coding of narratives. In generating these criteria, [ emploved a
broad view of transformative thinking and critical consciousness. Critical
consciousness (Freire, 1985) has typically focused on an awareness of gender,
class and racial inequities and the intention to transform societv through
social action. When dealing with the world of the adult students, however,
who are juggling work, family, partner and school responsibilities, we must
recognize multiple dimensions of transformation which contribute to the
construct of critical consciousness.

The first, personal transformation, is characterized by a sense of
autonomy, growth and mastery as well as the development of collaborative
over competitive learning strategies which can be seen as incremental steps
toward critical conscousness. Second, and related, is political transformation
in which adult students come to see and confront race, class, and gender
within their educational sites. In this latter sense, these sites become potential
vehicles for social and political change. While critical pedagogic theorists
(Aronowitz & Giroux, 1993) argue for the importance of sodal and political
action within the educational setting, I am convinced that transformation,
particularly for an adult, working population, must include both personal
and political aspects. Educational mastery and autonomy must be viewed as
incremental steps toward concerted social and political action.

With coding criteria in mind, a narrative was considered
transformative in nature if it fit either personal or political criteria. Student

narratives were coded for personal and political transformation using specific
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criteria (see Table 5 for a diagram of how student narratives were coded

and/or analyzed). Narratives were coded for personal transformation if a)

there was presence of personal masterv and growth that emerged out of the

adult education venue or b) there was presence of collaboration over

competition within learning settings. Narratives were coded for political

transformation if there was an awareness of inequities based on race, gender,

social class, sexual orientation drawn from the adult education setting.

Variable

Table 5

Diagrammah’c Table of Qualitative Narratives

Hlustrative Examples

Systematic Criteria for
Data Analysis

Hardiness

Challenge

“Learning and Knowing” allowed
me to discover new insights to my
abilities and limitations. I learned
more about who I really am.

Development of
Challenge theme:
Reassessing Change

Commit-
ment

As the classes became harder and
the subjects became harder, I knew
it was time to buckle down and
take care of business

Development of
Commitment theme:
Persevering Against
the Odds

Control

Through my own efforts, I realized
that I wasn't stupid like [ had
grown to think of myself as.

Development of Control
theme: Dealing with the
Ambiguities of Control

Transfor-
mation *

Personal

“Perspectives of Victimology”
helped to open my eyes to see
what was wrong in my own
marriage. This class helped me to
make the decision to end a bad
marriage.

Group projects (are worthwhile). I
learned to work with a diverse

group of people.

a. Presence of personal
mastery and growth that
emerged out of the adult
education venue
independent of job
advancement and
increased earnings.

b. Presence of value of
collaboration over
competition in classroom
settings.
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Table 5 (conﬁinued)

Variable

¢ [llustrative Examples

Systematic Criteria for
Data Analysis

Political

“History and Sodiety”...changed so
much of my world view and my
participation in it. I learned that
material wealth, industrialization
and modernization do not
necessarily equate to progress.

Presence of an awareness
of inequities based on
race, gender, sodial class,
sexual orientation, drawn
from the adult education
setting.

Strain

Working full time during the day
while taking this history course in
the summer schedule really
stressed me to the end. The
amount of reading....made me
realize that I was not a
superwomarn.

not applicable

Social
Support

Forming a study group, meeting on
Saturday mornings at school and
finding new friends through
learning has helped me to grow.
Working with classmates of all
ages and occupations has
enhanced the situation.

not applicable

Coping

I had two jobs including
weekends...It was hard, but [
learned to prioritize. That's
growth in itself. Learning what is
important and what’s not.

not applicable

* Note: Political and Personal Transformations were also used in a data
analysis of the relationship between qualitative narratives and quantitative
scores on the hardiness scale (Personal Views Survey).

Focus Group Interviews

The third and fourth research questions address the role that strain,

growth, hardiness, and critical consciousness play in the adult student

experience while the fifth research question examines the differential role

that gender plays within the adult college experience. The aims of the focus

group were three-fold: 1) to assess information from the group about the

experience of being a adult non-traditional returning college student
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balancing student, family and work roles, 2) to examine the growth and
strains of attending college at night and weekends and 3) to assess the role of
critical consdousness and dialogic learning in the adult student experience.
Congruent with a critical theory stance, I see gender as playing a substantial,
though frequently obscured, role in the experiences of adult students. In light
of critical theory, I have examined the transformative nature of the
educational venue in which adult students participate. These groups promote
valuable brainstorming and create a collaborative group format that is
particularly conducive to uncovering the place that adult education plays in
the lives of males and females who attend an evening school (Fontana &
Frey, 1994; Krueger, 1994; Loevv & O'Brien, 1994).
Sample and Procedure

Two focus groups were created with specific attention paid to gender
and educational progress. Purposive sampling was used to identify
respondents. In this dissertation, gender and educational progress were
variables used in the formation of the two groups with men at different
points in their educational career composing one group and women at
different points in their education composing the second. Groups separated by
gender were designed to enable a more open discussion.

Nominations for focus group membership was solicited from deans
and faculty of the Fordham College at Lincoln Center as well as Ignatius
College. The criteria for inclusion were proximity to graduation (over 90

credits) and relative newness to the program (fewer than 45 credits) as well as

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



60

gender (male or female). Efforts were made to insure diversity in terms of
Race/ethnicity (Latino, African American & White participants) and sodal,
economic class. A letter was distributed to 68 students who met this criteria
(see Appendix C). [ received acceptances from 10 men to form one group and
9 women for the other, representing an over all response rate of 27.9%. Five
men actually participated in their focus group, with 6 women forming the
second group.

Each 90 minute focus group was audio taped and facilitated by primary
investigator. The taped focus groups were confidential with only first names
used. All names have been changed during transcription. All participants
have been assured of the voluntary and confidential nature of the focus
group. They were informed too, that they could terminate participation at any
time and were provided phone numbers for the dissertation investigator and
CUNY Office of Institutional Research. Participants in focus groups were not
compensated for their time though refreshments were served at the focus
groups. There was no indication that focus group participants felt obligated
and, in fact, many expressed tremendous interest in the subject. One
participant suggested that the focus group was, in itself, a useful opportunity
for reflection about the meaning that school held for him. As will become
clear, the focus groups provide a unique kind of interview perspective, one
that emerges out of intergroup comparisons. Having two groups separated by

gender provided a prism in which issues relevant to gender could and did

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



61

emerge. The questions asked were general enough to permit maximum
interaction and discussion of relevant themes.

Tapes were transcribed, identifying themes of growth and strain,
hardiness, challenge, commitment and control, as well as the effects of
transformative and dialogic learning. [ came into the study with some ideas
from my experience working with this population. Data were coded into
emergent categories with an eve toward the categories with which [ initiated
the study. Some categories fell away while others emerged. Further data were
used to refine categories until an analvsis was theoretically coherent. As
gender is one organizing theme in the creation of the groups, an evaluation
of the role gender plays in the reentry experience was undertaken. Lastly, a
contrast of students at early and late stages of the college experience was
attempted. Due to sampling limitations, a comparison of those early in their
college careers (fewer than 45 credits) with those closer to graduation (over 90
credits) could not take place. Even though equal numbers from each category
were invited, a much larger number of experienced students actually came to
the focus groups. This may relate to a sense of commitment to the
educational process. For future studies using focus groups of adult students,
one would need to oversample the less experienced students so that we can

probe more carefully the experience of the less experienced students.
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Narratives of Growth and Transformation: Hardiness among Adult Students

The first and second research questions address the relationship of
hardiness, measured quantitatively, and its relationship to specific positive
and negative outcome variables-namely demoralization and self esteem. The
third research question examines narratives of hardiness that adult reentry
students express as well as the spedific social context within which hardiness
is operating.

Survey Variables: A Descriptive Framework

Before examining the relationships between the variables, a description
of the main survey variables provides a context within which to view later
statistical analyses. The mean unitary hardiness score was 4.37 (sd =.41) with a
range of 2.32 on a 6 point Likert scale with higher mean scores representing
higher hardiness. This appears to be a fairly hardy sample. A few studies have
used the Personal Views Survey in place of first or second generation
hardiness scales. Two studies (Cassel, Platt & Quellette, 1991; Platt, Ouellette
Kobasa, Cassel & Wong, 1991) used a 35 item Personal Views Scale and found
that the mean hardiness score was 2.3 (sd = .26) on a scale from 0 to 3. This
sample of HIV/AIDS volunteers for a community based organization display
somewhat higher hardiness scores than those found in this dissertation. One
might reasonably expect volunteers in an AIDS organization to have higher
hardiness scores than adult students in an evening reentry college. Pagana
(1990) reports hardiness scores for 246 nursing students using the 50 item

Personal Views Survey. In her sample, the highest possible score was 99.99
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with a range of scores from 44.3 to 91.5 with a hardiness score of 73.22 (sd =
8.17). This sample of nurses then was comparable (if somewhat lower) to the
mean hardiness scores reported in this dissertation.

The challenge, commitment and control subscales present an
interesting, albeit complex, configuration. As [ had expected, the mean score
for commitment was quite high (X =4.84, sd = .53), indicating agreement with
items that show purpose, tenacity and perseverance. The mean score for the
challenge subscale was lower (X =4.04, sd =.53) as was expected, but the high
mean score for the control subscale (X = 4.83, sd = .42) was surprising. Feelings
of commitment are prepotent in an adult college setting, but [ had theorized
that control would be moderate and lower than the other two subscales
because juggling many sodal roles and being in the classroom frequently
entail giving up some control.

In this sample of adult students, demoralization was somewhat lower
than what other researchers have reported (X =1.19, sd = .61). In a community
sample of gay men, Meyer (1995) reports a sample mean on the PERI-
demoralization of 2.00 with a 95% confidence interval between [.41 and 2.84.
Due to the nature of stigma directed toward gay men, it was expected that
there would be higher demoralization scores than found in a sample of adult
reentry college students.

Higher demoralization scores were also reported in a study of chronic
pain patients when compared to non-patient controls (Lennon, Dohrenwend,

Zautra & Marbach, 1990). Reports on individuals experiencing AIDS-related
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bereavement and HIV-related Iliness echo high demoralization scores (Dean,
Hall & Martin, 1988; Martin, 1988; Martin & Dean, 1993). Community
populations as well as drug treatment settings report demoralization scores
that can provide a set of norms for viewing demoralization scores in this
sample (Dohrenwend, Shrout, Egri & Mendelsohn, 1980). New York
community samples report a demoralization mean of .92 (sd =.57) while a
drug treatment setting reported a significantly higher demoralization mean of
1.29 (sd = .59). The New York community sample reported lower
demoralization scores than I found while the drug treatment center reported
higher demoralization scores using the 27 item PERI-demoralization scale.

[ found in this dissertation that the mean for the Rosenberg Self-
Esteem Scale among adult college students was 4.83 (sd = .76) with a range of
1-6, with a higher score representing higher global self-worth. The Rosenberg
Self-Esteem Scale has been used in a variety of middle school, high school
and college settings though not in an adult reentry population. Taylor (1995)
reports summed scores on the Rosenberg Self Esteem Scale for participants
and non-participants in athletic programs (freshmen through seniors) and
found comparable (though somewhat higher) self-esteem scores than has
been found in this dissertation. For example, he found that seniors who did
not participate in college athletics had a summed self-esteem score of 33.02
(sd = 4.75), on a four point Likert scale with higher scores representing higher
self-esteem. That is comparable to the 4.83 meaned score on a six point Likert

scale that I have reported for these 10 items. A number of studies have found
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comparable scores on the RSE (Gray-Little, Williams & Hancock, 1997;
Hagborg, 1996). Of particular note for this dissertation are the findings in two
studies that reveal that African American and Latino high school students
have higher global self-esteem scores on the Rosenberg Self-Esteem Scale
than White, non-Latino high school students (Dukes & Martinez, 1994;
Richman, Clark & Brown, 1985).

Hardiness, Demoralization & Self-Esteem

Central to this dissertation is an examination of the relationship of
hardiness, quantitatively measured, to specific variables adult students may
experience-namely demoralization and self-esteem. Do specific dimensions
of hardiness (e.g., control, commitment and challenge) predict reduced
demoralization and enhanced self-esteem? To pursue these quantitative
analyses of hardiness, I used an exploratory prindpal components factor
analysis to extract the underlying factors of the Personal Views Scale to
examine whether one underlying factor would emerge or three. The factor
analysis did not yield an interpretable underlying structure; I did not develop
scales using the items that loaded onto the derived factors. The factor analysis
yielded two factors that accounted for only 20.6 % of the variance. When I
examined items that loaded greater than or equal to .40 that did not also load
on another factor I came up with items that did not theoretically mesh with
the three components: control, commitment and challenge. For further
analysis, I kept the scales of hardiness and the three component scales used in

previous third generation studies of hardiness.
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I first looked at hardiness and its relationship to the outcome variables
of demoralization and self-esteem. Stepwise multiple regression analvses
were used to examine the influence of hardiness as a unitary construct on
demoralization and independently on self-esteem. A zero-order correlation
coefficient matrix suggested the inclusion of certain variables that
demonstrated significant correlations with esteem and demoralization (see
Tables 5 and 6).

Table 6

Intercorrelations between Scales and Demographic Variables

1 2 3 4 5 6 7 8 9
1. Personal Growth —
2. Career Developm. .527"" —
3. Hardiness B34 157 —
4. Age .05 -.05 07 —
5. Demoralization -.06 -07 -40"" -10 —
6. Self-Esteem 257 2377 377 02 -537YY —
7. Gerder .05 -.07 .06 47 a1 .03 —
8. Income 01 .02 18" .28 -16 .10 .05 —
9. Race 06 .15* .06 -.10 .08 .23*** 08 -.14 —

*p < .05 ***p < .001 Note: Race is coded 1 = non-White, 0 = White. Gender is
coded 1 = Female, 0 = Male.
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Table 7

Intercorrelations between Hardiness Subscales and Survev Variables

1 2 3 4 5 6 7 8 9 10 11
1. Per.Gro. —
2CDev 3277 —
3.Com. .38"** .15 —
4.Cont. .34%7* 25777 61"  —
5. Chal. .16" -01 .56™* 41" —
6. Age .05 -.05 .16 -05 04 —
7.Dem. -.06 -07 -.43777-2977T 28777 -10 —
8. Self-E .2577" 237" 427" 367" .167 02 -537 —

9.Gend. .05 -.07 A3 -03 04 NEY 11 .03 —
10.Incm 01 02 d47 13 20 .28 -16 .10 05 —
11. Race .06 157 04 .07 -.18 -.10 08 .23 .08 -1 —

*p < .05 **p < .001 Note: Race is coded 1 = non-White, 0 = White. Gender is
coded 1 = Female, 0 = Male.

Income, Race (coded 0 = White 1 =Non-White), gender (0 = Male,

1 =Female), the personal growth subscale, the career development subscale
and a unitary measure of hardiness were introduced in stepwise multiple
regression analyses. Table 8 shows the results of the regression of hardiness,
personal growth, career development, and demographic variables on
demoralization and self-esteem. As predicted, regression equations were
significant for both demoralization (R?=.16, E =42.94, p < .001) and self-

esteem (R?=.13, E =32.70, p<.001). I found that hardiness as an unitary

construct is negatively related to demoralization (B = -.41) even when
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demographic variables of income, gender and race are introduced. [t is of note
that hardiness remains negatively related to demoralization after gender is

introduced. I found that gender is positively related to demoralization such
that women display higher demoralization (B = .14). This finding reinforces

the need to tease out gender effects from negative mental health
consequences of stress among men and women. Previous research that has
found that women were more apt to express demoralization than men have
also introduced negative outcome measures such as alcohol dependence or
usage to tap negative mental health outcomes measures more likely to be
found among men (Thoits, 1983, 1986).

[ found a positive relationship between hardiness and self-esteem
(B = .35) even when race, gender and income (possible confounds) are

introduced. This positive relationship between hardiness and self-esteem
remains positive even after race and career development have been

introduced. I found a positive relationship between race and self-esteem
(B = .23) such that heightened self-esteem is assodated with non-White status.

Orne can hypothesize that in a sample of adult reentry students one may see a
sense of empowerment among non-Whites that is expressed in a heightened
sense of self-esteem relative to whites. Higher self-esteem scores on the
Rosenberg Self-Esteem scale have been found previously for African-
American and Latino high school students (Dukes & Martinez, 1994;
Richman, Clark & Brown, 1985). Lastly, I found that regression equations with

hardiness, race and career development were significant for predicting self-
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esteem (R*=.22, F =20.77, p<.001). Previous studies reveal that career
development is very much on the minds of many adult students as they
come back to school (Aslanian, 1996; Kasworm & Pike, 1994; Sewall, 1984). I
expected that career development would play a role in a survey of adult
students. What I was particularly interested in was the magnitude of the
relationship between career development and self-esteem and its relationship
to hardiness. Career development involvement is being tapped in this
equation though hardiness remains a significant predictor of positive self

esteem. Career development contributes a small but significant proportion to
the total variance (Ar* = .02). The question remains whether issues

surrounding career development mask other more inchoate feelings of
masteryv and authenticity as well, feelings not accessible through a survey

instrument.
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Table 8

Stepwise Multiple Regression Analyses of Demoralization and Self-Esteem

Explained by Hardiness and Survey Variables

Demoralization Self-Esteem
Predictord beta Ar* F Predictorq beta Ar F
Step 1 |Hardiness | -.41 .16 H2.947" | Step 1 |Hardiness | .35 13 p2.70m
Step 2 | Gender 14 02 R4.797"" | Step 2 Race 23 07 R6.827
Career " S
Step 3 Dev. .16 02 RO.77
Total T~ 18 22
The following predictors were not statistically included in the equations.
beta beta
Income -.08 Income .08
Race -.04 Gender -.02
Personal Personal
Growth 09 Growth -05
Careen
Dev. -01

Note: N =231. Table displays standardized regression coefficients (betas). Race
is coded 1 = non-White, 0 = White. Gender is coded 1 = Female, 0 = Male.
** =p < .001.
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Stepwise Multiple Regression Analvses of Demoralization and Self-Esteem

Explained by Commitment and Survey Variables

Demoralization

Self-Esteem

Predictord Dbeta Art F Predictordy beta Ard F
Step 1 | Commit. -43 18 P0.70"" Step1 | Commit. | .40 16 j@3.4077
Step 2 | Gender 17 .03 [B0.41"|Step 2 Race .25 .06 p2.107"
Personal ex n Career 5 b4 10=e+
Step3 | < o8 12 01 p1.837t|Step3 | I |15 | .02 p419
Total I° 22 24
The following predictors were not statistically included in the equations.
beta beta
Income -.09 Income .08
Race .04 Gender -.04
Careen Personal
Dev. ~07 Growth | 02
[Challenge | -.03 Challenge | -.04
Control -.04 Control .10

Note: N = 231. Table displays standardized regression coefficients (betas). Race
is coded 1 = non-White, 0 = White. Gender is coded 1 = Female, 0 = Male. **
=p< .001.

The second research question centers on the specific relationship that

the control, commitment and challenge subscales have on self-esteem and

demoralization. It was thought that among adult reentry college students,

challenge and commitment would be particularly salient. I imagine that the

hardy adult student juggling many work and family responsibilities must

have a strong sense of commitment to school in order to achieve a positive

sense of self and avoid generalized distress. A sense of challenge in the
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classroom with its awareness of the novel and unexpected might be a salient
dimension of the adult student experience. Lastly, control may or may not be
so adaptive when one is going back into a school setting after an extended
period of time away from the classroom. One reaches for three dimensions in
hardiness, ideally, but proportions may vary in different venues with
different demands.

The present study makes a less than ideal setting to test this hypothesis.
While the three subscales of challenge, commitment, and challenge
demonstrate acceptable to good reliability (alphas = .65 - .75), there are also
significant and moderate intercorrelations among the three subscales. These
intercorrelations do not allow a look at these components as distinct. With
this caveat in mind, stepwise regression analyses were used to examine the
effect of control, challenge and commitment on demoralization and self-
esteem (see Table 9). I found that commitment alone among the subscales was
significantly related to demoralization (R*=.18, E =50.70, p<.001) and self-

esteemn (R*=.16, E = 43.40, p<.001). I found that commitment is negatively
related to demoralization (§ = -.43) even when demographic variables of
income, gender and race are introduced. Similar to the unitary construct of
hardiness, I found that gender is positively related to demoralization (§ =.17)

such that women display higher demoralization than men. It should be noted
that the negative relationship between commitment and demoralization
remains significant even after gender and personal growth variables have

been introduced. A surprising finding was the small but significant effect that

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



personal growth (with commitment and gender) had on demoralization such
that those who feel that they have gained valued skills or relationships from
the school experience display higher demoralization. (R* = .22, F =21.83,

p<.001). I was surprised by the finding that a small proportion of the variance
in demoralization (Ar® = .01) was explained by personal growth among adult

students. It may be that for some adult students issues surrounding personal
growth may not be fully internalized or mastered and restimulate some
feelings of distress. For example, should a student feel that they have learned
how to write in college but it is a skill that is only recently acquired or not
fully integrated, some feelings of distress may be sustained. It should be noted
that the major proportion of demoralization is explained through the
commitment subscale.

I found a positive relationship between commitment and self-esteem
(B = .40) even when race, gender and income as possible confounds are
introduced. I found a positive relationship between race and self-esteem
(B = .25) such that non-whites display higher self-esteem. Lastly, I found that
regression equations using commitment, race and career development were
significant for self-esteem (R* = .24, F =24.19, p<.001) similar to the equations
using hardiness as a unitary construct. It should be noted that the positive
relationship between commitment and self-esteem remains significant even
when race and career development were introduced.

The literature on hardiness research must attend to the particular

patterning of control, commitment and challenge within specific populations
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to depict hardiness as a personality orientation of self in the world. In this
sample, while commitment is significantly and negatively related to
demoralization and positively related to self-esteem, there is ambiguity about
the nature of the commitment subscale relative to challenge and control.
With moderate and significant correlations among the hardiness subscales,
some ambiguity continues to exist regarding the distinct nature of the
challenge, commitment and control subscales. It is heartening to note that the
subscales, particularly challenge, all demonstrate adequate to good internal
consistency. It is important to continue to revise and refine these subscales to
raise alpha coefficients and reduce the intercorrelations among them. It is
important to develop subscales that tap the distinctive and unique facet of
each of the three components of hardiness.
lustrati f Hardiness in t Narratives

The third research question examined adult student narratives for
illustrations of hardiness tied with examples of challenge, commitment and
control. These illustrations of hardiness and particularly challenge,
commitment and control suggest themes that are endemic to the adult
student experience. It is through this focusing of the subcomponents of
hardiness to particular populations with specific concerns that a deeper

understanding of hardiness will emerge.
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Challenge: Reassessing Change.
Within the adult student experience, one consistently finds evidence that the
student values the challenge of being in school as an opportunity to engage
change.
Through the teachers and other students and through my own efforts, |
realized that [ wasn’t stupid like [ had grown to think of myself as. The
total college experience has liberated me. [ became a person that even [
could be proud of.

In the college setting, challenge is characterized by a sense of change
and the sense of liberation that new experiences provide, a sense of the
unexpected, of coming to terms with new experiences.

“Principles of Marketing allowed me to be very creative and imaginative with
my projects. Effective speaking gave me a chance to express my ideas.”
[ prepared a business plan at work. [t provided an opportunity to use all
the knowledge learned in other classes (accounting, business
communications, management). [ enjoyved the course work and the
assignment was challenging.

Placing oneself in the adult student setting permitted that inner sense
of challenge, that sense of liberation to come out. Challenge encourages
individuals to see beyond security and threat as motivators of withdrawal
from the world, such that the unexpected and the novel are opportunities for
adaptation and growth. The second narrative above suggests this sense of

newness and growth that can emerge from a class. The student argues that a
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class “allows me to be very creative” while a second course gave “me a chance
to express my ideas.” These are very much person variables that are
interacting within a particular social setting.

Another student reports:

A few years ago, I took a Speech Communication course. The
requirements included making five speeches in front of the class during
the semester. This scared the shit out of me. [ didn’t want to speak in
front of people I knew, and now I had to speak to people who were
strangers. [ was so nervous before the first speech that if someone
hugged me [ would have shit in my pants. Well, I made it through fine
and it was at this point that I realized that I could speak in front of a
group of people. Each speech after that first one, [ was less nervous. [ am
no longer afraid to speak in front of people and this has given me more
confidence in life.

This sense of coming to terms with change, with new demands being
placed on one’s education has led to a “sense of confidence in life.” The
student is able to access and express ideas more effectively, is able to “learn
more about who I really am” (a challenge narrative in response to taking a
new class). What sustains the sense of challenge is the experience of novelty,
of newness and growth that spreads into various domains of a person’s life.
Others have suggested that a sense of security is the important ingredient to

resilience (Antonovsky, 1987), but I argue taking in new ideas, new ways of
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framing education is an essential part of the educative process. One student
suggests as much with the following statement:

The challenge of growth was self-esteem. I feel that the whole school
experience with all the involvement of class activities (reports, research,
learning something new each time) opened me up to a new way of
thinking, making new friends, etc. At first with hesitancy, [ participated.
Now I look forward to my class, subject, feeling confident, looking
forward to my next challenge.

Commitment: Persevering against the Odds.

Like challenge, commitment is a central component in the configuration of
hardiness within the adult student experience. Of the three hardiness
components, only commitment significantly predicted high self esteem and
lower demoralization, controlling for demographic variables. The student
narratives allow us to hear the power of commitment as persevering against
the odds. One student reports:
I was taking “Experimental Psych.”, “Aging and Sodety” and “Spanish
Reading II”...since I was employed at the time in a full time position,
going to class four evenings a week after work was extremely stressful.
However with long nights studying into the wee hours of the morning
and developing the endurance and stamina, I pulled through the

semester.
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Stamina, strength, focus and purpose are central to the adult student
experience. While frequently tied to a vocabulary of strain, the vocabularv of
commitment carries with it a positive and affirming quality.

I had trouble getting out of work on time at the beginning of the
semester. The teacher said my tardiness would affect my grade. [ was
about 15 minutes late for each class and [ was new at my job so it was
difficult to make demands. I wanted to give 100% to work and school
and sometimes it just isn't possible. I took a stand and reminded my boss
that [ was hired under terms that allowed me to leave on time every
night because of school. He was a bit apprehensive and reminded me of
the importance of the job. I reminded him that work is important to me
because it facilitates my going to school. I said I would do my best on the
job, but I would leave at 5:30.

Commitment occurs in the classroom setting, embodied as a sense of
tenacity and perseverance in the face of educative demands.

In my Junior year, life was stressful for me because I had a part time job
which had me working 40 hours a week (sometimes more) and taking
work home. And I attended school three nights a week (12 credits). One
course required reading two dense chapters for every class each week and
papers every other class. The other two classes required doing intensive
research for final paper. I found myself reading on the train and in my
lunch hour, picking up books or photocopying reference info from

various libraries at night. I wrote my papers and did research on the
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internet and readied myself for work the next day. The situation came to
a head when I was without energy and was often ill. [ realized I had to

- lighten my load. With school having been my priority, [ quit my job for a
less demanding one. Fortunately, [ had two weeks rest between jobs,
coinciding with finals. I was able to devote more time to school and
salvage my grades. The situation is one I grew from. I learned what it
was to be responsible. Even though both school and work were
demanding, I found a way to cope so that I could hand in projects on

time. In the end [ also realized how committed [ was to school. When [

began school, after quitting 10 vears ago, I wondered if I'd again quit, and
[ didn't.

This narrative expresses, at once, extreme situational strain and an
equally compelling inner sense of tenacity, a sense of movement forward
rather than withdrawal from the strains of a working and educative life.

Control: Dealing with the Ambiguities.

I have argued throughout this dissertation that a sense of control in
adult education settings is problematic. In these narratives, one can find a
vocabulary of control but more often narratives within which loss of control
is noticeable.

Material was covered outside of the textbook and was not explained well.
I asked a classmate for help. It was stressful, because I had no control
over doing the work at my own pace during my own time. If I didn't get

it in class at lightening speed-too bad.
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While adult students bring a problematized academic history where feelings
of low control and failure have been present, when they come back to school,
they attempt to seize more control of their educational environment. One
student said:
[ had two finals scheduled for the same day and I couldn’t take off from
work to study. I spoke to my professor and took one final in a different
time slot. [ was able to speak to my supervisor to leave early that week to
study for my finals. NOTHING IS IMPOSSIBLE.

One sees evidence of a sense of ones’ own efforts influencing events
and a feeling that good results will occur. “Transferring to Fordham
University, accelerating my credits and earning a respectable GPA _made me
feel that [ am progressing. What made the situation worthwhile was knowing
that [ made it possible”. This statement suggests a potent role for control
among adult students.

Finally, a student explains how success in school provided a
touchstone for a sense of control.

The day I received a letter saying that I was on the Dean’s List, I finally
had the feeling that if I tried hard enough I could do anything. Every
time I feel burned out by work and study, I think of the Dean’s List and
that letter.

The above narrative notwithstanding, in this population a very high
sense of control might not be so adaptive. Antonovsky (1987) has suggested as

much when he distinguishes between an internal-external locus of control
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that is the basis of the control component of hardiness and what he has
suggested as “vicarious secondary control”. This distinction suggests that
there is a difference between an internal-external locus of control where one
feels that one is either in control or one isn’t and a vicarious secondary
control which provides a positive role for the legitimacy of powerful others.
Antonovsky suggests that this dichotomous view of an internal versus an
external locus of control is reflective of a culture of individualism where an
extreme sense of self-reliance is promoted. In fact, an adult education setting
with control situated within the faculty and dean’s office, suggests that a more
complex view of control, respectful of the complexities of people’s lives, may
be in order.
Transformation & Conscientization

Research history has detached hardiness as a variable from a social and
ecological world. This has not been the intention of the construct and the
argument could be made that hardiness from the very beginning was a
construct of self in the world. What has developed over 20 years is an
emerging emphasis on hardiness as a health variable. It is the hope of this
dissertation to redress this focus by situating hardiness more centrally within
a larger structural setting, that of the adult reentry college student.

Students in adult education experience growth aligned with personal
and political transformation as they progress toward their baccalaureate
degrees. Critical theory looks to the complex role of education in both

sustaining and undermining an educational hegemony tied to structural
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inequities in race, class and gender. To what extent do students demonstrate
critical consciousness in their educational experience? Freire (1985) addresses
the role of conscientization among students who are actively confronting
issues of inequality in society through their classroom experiences. Is there an
experience of dialogic learning or praxis in the educative setting that caters to
the adult student? Lastly, what role does hardiness play in this expression of
personal and political transformation? The following narrative depicts one
individual’s understanding of these political and personal realities.
I thought a business degree would have a finandial benefit for me. [ was
not understanding the material and was frustrated for not doing well. 1
wasn't happy trying to force myself to pursue a degree that was not for
me. [ began to take courses that I enjoyed regardless of future advantages
or disadvantages. Now, many years later, I think I have found my
calling, in Social Work. I enjoy working in grass roots organizations that
are there not just for the money, but for the well-being of human life.
These developing meanings of personal and political transformation
are central to the educative process, a process that goes beyond preparation for
jobs in a global economy. These meanings strike at the very core of what
Dewey suggested as the educated adult in a progressive society.
I have framed student narratives of transformation in terms of
personal and political transformation; however, there is a much more fluid
connection between the two than this division might suggest. For the adult

student, personal transformations frequently involve rethinking one’s skills.
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Through the teachers and other students and through my own efforts I
realized that [ wasn't stupid like I had grown to think of my self as. The
total college experience has liberated me. I became a person that even I
could be proud of.

“Getting my first A was a big moment for me. I always believed that [
was intelligent but I never applied myself. I finally discovered in myself what
everyone always told me but I had never believed.” “‘Perspectives of
Victimology’ helped to open my eyes to see what was wrong in my own
marriage. This class helped me to make the decision to end a bad marriage.”
Part of the transforming educative process is that people’s old ideas about
incompetence and lack of masterv can and do change. One can rethink a
previously held belief about oneself as stupid or a victim and through the
educative process move forward toward a new view of self, a new sense of
authenticity in the world.

A personal transformation can also include a sense of learning valued
skills or seeing the outer world with different meanings. The following
narratives are suggestive of another dimension of the educative process, to
provide students with skills and competendes in how they function in the
larger social world. “I took a theater class. I really enjoyed it. It opened my eyes
to an art form that has been around me all of my life. but I never experienced
it,” “'The Age of Michelangelo’. I understood that life is not all ugliness. It
contains many levels of beauty.” ““Hinduism’ was valuable because I'd never

have taken it if religion was not required, and the Baga Vad Gita helped me
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feel better in my daily life and gave me perspective about what is important to
me.”

Theater, religion and art as well as other fields contribute to our role as
educated and empowered individuals in the sodal world, giving students
feelings of growth and masterv about themselves. This sense of mastery
frequently occurs in dialogic learning settings which emphasize collaboration
over competition. The following narratives attest to the value of learning in
contributing to a personal transformation of self. “Forming a study group,
meeting on Saturday mornings at school and finding new friends through
learning has helped me to grow. Working with classmates of all ages and
occupations has enhanced the situation.”

Group projects (are worthwhile). I learned to work with a diverse group
of people. I would follow when there was a strong leader but would still
contribute as much as possible and would lead when no one else would.
When leading, [ would always be open to others’ suggestions.

Evidence for political transformation comes through these student
narratives and, as critical theory argues, students come to understand
inequities in class, race and gender through the educative process. It is
through conscientization that a critical consdousness, which actively
confronts inequality in the social and political system, emerges from a
dialogic educative process. As Gramsci (1971) argues, a hegemony continues
to exist not so much from economic forces but from an ideological

domination that is sustained, in part, by the educational system. Students can
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confront this ideological domination with the development of a critical
consciousness whereby racial, gender and class-based inequities become more
apparent. In this working class sample of students, one sees evidence of the
development of a type of critical consciousness, an awareness of material
injustices that requires action and work to make change. Like Gramsci, Freire
addresses the hegemony of ideological domination through the educational
system. To Freire, there is a dual danger. First is the danger of education
treating students as a “vessel”, a deposit of knowledge that is perceived by
students in passive terms. Students must confront in active terms an
ideological system that can be a reflection of an unjust world.
Conscientization becomes a “process by which human beings participate
critically in a transformative act” (Freire, 1985, p 106). Freire’'s second danger is
to “overcome idealist illusions and pipedreams of an eventual humanistic
education for mankind without the necessary transformation of an
oppressive and unjust world” (Freire, 1985, p113). Thus, conscientization
claims an activist involvement of the person in the world of education
combined with a rejection of the unjust and inequitable systems of class, race
and gender oppression. Secondly, these inequities are real and material and
require not an abstract awareness of possibilities but immediate
responsiveness to present inequities. The education setting can provide the
venue where this can take place. Consider the following narratives with

Freire’s ideas of critical consciousness in mind.
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Being enlightened to structural inequalities in America, [ have started to
become more of a supporter for average workers, students and
immigrants. [ want to use my powers as an American citizen to fight for
rights that people ought to have.

“’History and Sodety” changed so much of my view of the world and
my participation in it. I learned that material wealth, industrialization and
modernization do not necessarily equate to progress.”

A few years ago, [ would have had a problem enrolling in a class with an
openly gay teacher whether it be male or female. but after listening to the
person and not just judging the way of life, I've learned a few things.

These narratives are suggestive of education that is facilitating a new
look at the structure of oppression and how it plays out in class, race and
gender relations. Frequently, one can see the complex weaving of the
personal and political within the same narrative. Consider the following
narrative in the blending of community awareness and personal growth.

[ think attending North Carolina Central University and the people I
encountered on the whole enabled me to grow (personal
transformation). As a woman, a Black female and an individual
attending a Black college allowed me to see that I am not the only Black
female who feels success like an education is very important. (personal
and political) I took the whole two year experience and have used it to
help guide my life. The people, teachers and friends I met will and have

affected my life in a very good way.
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Hardiness and Transformation

The fourth question that this dissertation asked involved the relationship
between these qualitative measures of growth and transformation and
standard measures of hardiness. If there is a relationship between hardiness
and growth and transformation narratives, then hardiness can be seen in the
larger sodial context within which adult students are situated. The history of
the hardiness construct has been inextricably framed as a variable in stress
and coping literature. Looking at this intersection between hardiness and
transformation and growth extends the hardiness construct into a more social
and political context.

[ investigated the relationship between hardiness, quantitatively
measured and transformation, qualitatively measured. I took a subsample
from the dissertation of all participants who had provided narratives and
split them into two groups. One group (n= 38) was composed of those
participants who had contributed transformation narratives while the second
group (n = 27) was made up of participants who had not contributed
transformation narratives. The hardiness scores were examined in these two
groups using a one way analysis of variance. I found a significant difference
between the transformation and non transformation group in hardiness
scores such that those participants who displayed high transformation
narratives had higher hardiness scores, F (1, 63) =6.18, p < .02.

I looked at the particular components of hardiness to assess the

relationship between challenge, control and commitment and
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transformational vs. non-transformational narratives. In one way analyses of
variance using challenge, control and commitment, it was found that
commitment alone was significantly related to transformation narratives,
E(1,64) =10.95, p < .01. These analyses provide evidence that connects
hardiness to the more socdial dimensions of personal and political
transformations that adult students express. Rather than simply looking at
hardiness in the context of stress and coping, it ties hardiness into the system
of transformation and growth. From a methods point of view, tying
hardiness as survey data with transformation, qualitatively derived, adds a
true methodological triangulation to this data.

Hardiness, I have argued, is not antagonistic to personal and political
transformation, to the development of praxis. In fact, hardiness can provide
the personal qualities and ability to access knowledge /resources in a context
that then sets the stage for personal and political transformation.

We saw hardiness related to self esteem and negatively associated with
demoralization with the vivid portrayals of hardiness narratives suggesting a
rich tapestry of commitment, control and challenge themes in the adult
student life. Adults are involved in and concerned with jobs, money and
advancement. These themes come across in focus group interviews and in
previous literature concerning adult student experience (Aslanian, 1996;
Kasworm, 1990b; Sewall, 1984). However, it would be simplistic, even naive
to argue that the adult student is only concerned about job advancement,

especially in evening and weekend baccalaureate programs. The adult
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education experience is also about personal mastery and personal and
political transformation of thinking. It may not be framed by students in
terms of empowerment, which is why most surveys tap themes of job
advancement and increased earnings. But in narratives and focus group
interviews, it becomes clear that a facade of career development masks other
concerns, other core values and feelings that emerge out of the educative
context. The emphasis on the entrepreneurial demands of adult education
sites and the market driven realities about the reasons people come back to
school obscure a more fundamental point about the inherent challenge that
underlies change. An authenticity emerges from seeing that one has grown as
a person. [t can be seen as central to hardiness but also underlies the
progressive notion of school as a vital part of our lives. This goes beyond the
simple notion that money and job advancement guide the adult education

market.
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Gender and the Adult Student Experience

The fifth research question examines the role that gender plays in the

adult student experience. Previous research efforts have persuasively argued

that women and men differ in what adult education means to them. There is

consistent evidence for increased presence of women among part time and

adult degree learners and that this percentage is rising. The present study

mirrors this movement toward an increasing female presence among adult

evening undergraduates. One finds consistent evidence of a sense of

empowerment among women who have returned to school as adults, a sense

of mastery as they receive the undergraduate degree. I explored how men and

women experience strain and growth in an adult education setting through

focus group interviews. Men and women experience being in school

differently. The similarities and differences between men and women in this

regard are depicted in Table 10.

Table 10

Narratives of Growth and Strain among Adult Undergraduate Students:

Gender matters.

Men

Women

STRAIN

Leonard: (33 year old Anglo) I manage a large
piece of property in eat my lunch, do
school work, leave work at about 4:30-4:45 PM,
go home, take a shower, eat a peanut butter
and jelly and drive down here. And that was
last semester, four nights a week, get home at
10:00 PM, say hello to my wife who I haven't
seen since 6:30 AM that morning and this
semester see my daughter who I haven’t seen
since 8:00 AM, do some more school work.
Frank: (32 year old African-American): [
think you sacrifice a lot of home life I rarely

Debbie: (30 year old Anglo) Things don’t get
done all the way. You do something and then
you start something else. The only thing that
gets done is school work. Other things don’t
get done.

Marion: (48 year old Anglo) I too shut the
phone when I walk in the door. like Luz. I
don’t want the distraction. If I am going to
study I shut the phone off. I think I became
more organized because of school. My time is
very precious,

Lorraine: (26 year old Anglo) The house
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see my wife and kids. that becomes a strain
because [ also travel for my job so there are
times when [ am not there at all. When [ am
here, I am not home until 10:00 PM sometimes
most of the time, and when [ am home [ have
to do work that is required for school so it’s
always something.

Tom: (27 year old Latino) My wife is a big
help, more in the fact she allows me to do it,
understands it and leaves me alone at times.

Sometimes it becomes a lot at once. She suffers
cause with my job it's not a straight M-F 9-5
kinda of thing. [ work nights and my days
rotate; she works full time and her job is M-F,
9-5. Sometimes, I'll get stuck working
weekends which is only time that she’s off.

91

doesn’t get clean. I have two weeks of laundry
that has to be folded. I just live out of the
basin.

Luz: (42 year old Latina) Sometimes you have
to make those choices in our lives. Sometimes,
we may not get everything we want, but what
we need. That what I think about every day.
[ts not what [ want, it ‘s what I need.
Micheala: (31 vear old Latina). I began to feel
a wear and tear, spreading myself thin and so
coming to — and being a receptionist, its still
better than what I was doing before. I took
this job to make school easier for me.

ROLE MODEL

Tom: Someday down the line when I do have
kids, [ want to be able to say, you gotta go to
school and vou got to do well. T kinda feel-
how can I preach that to my kids when [
myself didn’t do it.

SELF ESTEEM / AGENCY
Frank: the fact that [ have finished my
undergraduate degree has lifted a weight off
my shoulder like you wouldn’t believe. When
you are in certain drcles and you're talking
and you can say, and someone asks where you
get your degree and if you have your degree
and you can say yes, that’s such a great
feeling, its incredible.
Tom: I came back for me; [ know I could do
better, I am capable of more, so that's why I
came back
DK. What's that mean “for me”
Tom: Pride, pride, a sense of accomplishment.

Marion: Yes, I get that from two aunts, my
mother’s sisters one is 70’s and one 80’s and it
seemed that they expected this. They say
“Well, it's about time Marion” that they
expected me to get my degree and do something
wonderful. As [ said before, it is very
important that my daughters see what I do.
Cause even though they don’t say anything,
they are watching. [ want to be a success for
them too, and graduating for me is a success.
Pauline: Two friends of mine went to school
and said, you went to school, we can too. One
friend is sorta proud of me and she said, “vou
taught me self respect, because of how you
behave in life” I felt if I influenced that
person, that's good. People look at you and
think she’s doing something good, we can too.
Debbie: I have a younger brother, He is 22 and
did what I did, dropped out and is working. [
keep telling him to go to school; I made him
come to orientation. I try to impress upon him
how important it is; I think, like me, he is
going to have to go when he is ready.
AGENCY
Debbie: I didn’t graduate high school, I got my
GED and decided to work full time and then I
realized that I needed something else besides
work.
Marion: [ am completing my education because
I know have the opportunity, the finandal
opportunity. [ am thrilled but it is personal
growth [ had to experience that growth. In
high school, I didn’t appreciate but I really
appreciate it now.
Debbie: [ have a goal I am trying to reach and
I have grown a lot. before [ was more passive
when [ was younger and now [ am more
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Leonard: what brought me back was the main
motivation it was an esteemable.

DK. Esteemable?

Leonard: Esteemable. I found myself in
situations measuring myself against other
people and everyone goes to college and gets a
degree and I couldn’t do that. [ carried that
around with me.

Sean: (36 year old of African descent) I don't
want to walk through life and say I could
have done this and didn’t do it.

Jack: (32 year old Anglo) For me, I walk a bit
more erect, instead of with head down. I feel
more positive about my outlook about myself,
about my future.

aggressive about my education. [ feel like [
have to work for it-I like to be challenged,
Pauline: (28 vear old recent immigrant from
Russia). but in my case, school gives me such a
joy. such a happiness. Many classes, [ am
sitting and they pass like in one minute, and I
am so excited about going to school that it is
not a stress, but rather things that are in my
way are stressful to me. [ am very happy at
school; It makes me happy.

Lorraine: But I look forward to school. I call it
“Lorraine Time”. It's my time; it away from my
daughter, away from the house away from
work. Its a time when I feel my brain actually
grows.

Marion: [ car pool with my sister and my
daughter and mv sister in law. It was like “Oh
Marion, you can be late for school” And if [
was driving. “no [ can’t be late”. And T talked
to them about. and [ said “you seem to assume
that this is a fluke. that [ am doing this for
minor reasons. this is very important for me.”
So I took the time to explain how important
scheol is for me. And that it is important
priority tor me and that if they couldn’t deal
with that then they needed another driver.

JOB ADVANCEMENT CONCERNS AND DEEPER DREAMS

Jack: T came back because I wanted to open
more doors of opportunity in the future for
myself. Also to have a closure on my previous
school experience as I bombed out miserably-
didn’t know what [ wanted to do and I knew I
had something to prove to myself and also for
my wife.
Leonard: [ came back to make myself more
marketable, yes, but I really came back to
prove to myself that I could do this.
Frank: My goal since I've been here have
evolved considerably. They are totally
different since I started. When I started, what
[ was doing wasn’t what [ wanted to be doing
and they evolved into something that I really
wanted to do, and they’ve become a goal that
is not going to be satisfied until I have
finished. It's become a passion that I get my
law degree

TIME URGENCY
Frank: And if you don’t have it (degree), as
time goes by, you are continually falling
further and further behind everyone else.
cause they’re moving on, and the pace you can
move on without a degree is very slow so as
time goes on, you see the wedge between you
and your contemporaries grows bigger and

Pauline: I would say our own world is
connected to the bigger world. If I want to find
my personal achievement or find better job: [
also would like to find something that I can
contribute to give people; it's impossible
without education. I think your personal
contribution in all senses as a human being, as
a person are all critical here.

COMMUNITY
Luz:. Besides giving voluntary work at
Columbia, I give voluntary work at a group
downtown that deal with adolescents and
young adults that have been incarcerated,
basically due to drug problems, alcoholism
and its like a program that gives follow up to
our youth and gives them some sort of
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bigger while your esteem becomes smaller and
smaller. You realize that you have to do
something, quickly.

Leonard: It's almost like two waves going out
to sea. Everyone graduates high school, we're
on the same plane. All of a sudden, our actions
dictate our speed. Not going to school, not
furthering vour education slows you down. So
by the time I got to my late twenties. I have
all of sudden, a close friend who graduated
the same exact rank as [ did, was a B student
in college, graduated from Syracuse Law, has
a job in the city, a family with three kids—
he’s way out there and I am still back here.
Frank: I don't feel [ am old but I feel T am
running out of time; it’s like [ don’t have time
to waste like if T were to fail a class or
something like that or not do well in a dass, [
don’t have time to take it over.

vocational training to make them useful in
society.

Pauline: If [ want to find my personal
achievement or find better job: I also would
like to find something that [ can contribute to
give people; it’'s impossible without
education.

Debbie: I do volunteer work with
schizophrenics and substance abuse patients
and I also work with kids at the Montessori
school.

Marion: [ belong to an Association at —and it
does charity functions. I was on a charity
committee for a golf tournament which just
ended. There always seems to be some function
coming up that [ am involved in. A lot of
telephone calls.

Men and women navigate through school with dramatically different

forms of multiple interrole strains. For men, the strains are about having to
be involved in so many activities during the course of the day. But typically, a
man has a supportive environment that permits that level of engagement to
work. In other words men have an unacknowledged privilege in the form of
an assumption that while they are working, someone will take care of
children, the house and everyday background activities. Additionally,
someone is present who will take care of the affective dimensions of everyday
life. Leonard says: “(I) say hello to my wife who [ haven’t seen since 6:30 in
the morning and this semester see my daughter who I haven’t seen since 8§,
then do some more school work.” Frank says: “I think you sacrifice a lot of
home life. I rarely see my wife and kids.” This sense of privilege is sometimes

acknowledged, but not really confronted as was present in Tom’s narrative:
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“My wife is a big help, more in the fact that she allows me to do it (school)
understands it and leaves alone at times.”

Men, for the most part, have and enjoy uncritically, a system in which
gendered relationships cater to men and their needs. Even considerate males
can deal with the stressors of school because of the default support that is
operating in the background. Who is taking care of Leonard’s daughter while
he is juggling school and work pressures? Who is taking the brunt of the
sacrifices in the home life that Frank addresses? Lastly, Tom's wife is willing
to permit Tom to work and be undisturbed while at home.

When considering the strains that women experience, one sees the
disparity more clearly between the needs of others, the demands of school and
work, and their own sense of agency. Debbie says: “Things don't get done all
the way. You do something and then you do something else. The only thing
that gets done is school work. Other things don’t get done.” Lorraine says “
The house doesn’t get clean. I have two weeks of laundry that has to be
folded” Marian says: “If I am going to study, I shut the phone off. I think [
became more organized because of school. My time is very precious.” The
impression that one is left with is that women ultimately do the work that
facilitates the running of the house and the care of the children even when
they attend school and go to work. Hochschild, (1989) argues that women who
are working experience a “second shift” at home that men not only don’t do
but don’t even notice. Neither do they notice that they are in fact benefiting

from this convention. I argue that there is another level of strain beyond
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work and family that women experience and that school demands are
integrated into this matrix as well. Men and women agree on how important
a college education is. It is simply much more difficult for women who are
embedded in family and work obligations than men who in fact are often
supported by partners/spouses.

The tone of the focus group of men was substantially different than the
women’s group when issues of dealing with child care or house work came
up. This is not to devalue the actual strains that adults of either gender
contend with as they reenter college. It simply contextualizes the privilege of
knowing that the laundry gets done, the children get care, one’s work gets
done while the male works and reads his philosophy text. Men report that
they help their partners/spouses with work and child care. However, it is
constructed as “help”, and creates a model that suggests that it is
fundamentally the woman’s responsibility. Hochschild constructs an
“economy of gratitude” whereby men are bestowing what are construed as
gifts around the house and children; however, the tasks are then seen as a
woman'’s responsibility. It becomes a woman's responsibility to take care of
children with or without a man’s assistance, not as a dual responsibility. Gifts
are seen as tricky by Hochschild. If child care and housework were seen as part
of the dual responsibility, then the gift might be some other task or
responsibility. By making women ultimately responsible for the house and

child care, the dual shift becomes structurally institutionalized.
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Themes of mastery are very much in presence for men and women but
even there, differences come up that might be explored in individual
interviews. While women address mastery, competence and the emotions of
doing something authentically for themselves outside of work and family,
men more frequently tie the experience to a sense of pride and self-esteem
and even a resolution of something that was getting in the way. Consider the
following narratives:

Debbie says “I didn’t graduate high school; I got my GED and dedided to
work full ime and then realized that I needed something else besides work.”
Marion says I am thrilled but it is personal growth. I had to experience that
growth,” while Pauline adds “In my case school gives me such a joy, such a
happiness. I am so excited about going to school that it is not stress, but rather
things that are in my way are stressful to me,” Lorraine reports, “. but I look
forward to school. I call it “Lorraine Time”. Its my time, away from my
daughter, my house, away from work. It’s a time when [ feel my brain actually
grows.”

Compare this mastery and emotional excitement and commitment to
the educative process with the experience of mastery that men share. Frank
tells us:

the fact that I have finished my undergraduate degree has lifted a weight
off my shoulder like you wouldn’t believe. When you are in certain

circles and you're talking and you can say, and someone asks where you
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get vour degree and if you have vour degree and vou can sav ves, that's
such a great feeling, its incredible.

Tom tells us, “I came back for me; I know I could do better; [ am capable
of more so that’s why I came back” [nterviewer- “What’s that mean ‘for me”?”
Tom answers, “Pride, pride and a sense of accomplishment.” Leonard adds, “ I
found myself in situations measuring myself against other people and
everyone goes to college and gets a degree and I couldn’t do that”. It appears
that mastery for men is tied to pride, but a public sense of pride in the context
of the sodal world. For women, it seems to connect to a more personal sense
of agency.

Men and women alike address issues of being a role model for others;
perhaps women display it more consistentlv. Women talk about their
constellation of support and what going to school means to them, their
children, their younger brother, their sisters. Women also talk about giving
something to a community or being involved in a volunteer effort. For men
one sees some sense of involvement as a role model for one’s children:
Consider Tom when he says:

Someday down the line when I do have kids, [ want to be able to say, you
gotta go to school and you gotta do well. I kinda feel how can I preach
that to my kids when I myself did not do it?

A further distinction is that women narrate many forms of social and
community involvement. Marion ties her education directly to what her

daughters observe “. it is very important that my daughters see what I do,
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cause even though thev don’t say anything, they are watching. I want to be a
success for them too, and graduating for me is a success”. For Pauline,
education becomes a vehicle for personal and community success when she
observes. “If I want to find my personal achievement or find a better job, I
also would like to find something that [ can contribute, to give people; it’s
impossible without education.”

Both men and women come back to school for job advancement and
preparation. Underlying these narratives exists a matrix of deeper dreams.
Particularly with men, these dreams are tied closely and directly to job
advancement and promotion. For example Leonard says, “I came back to
make myself more marketable, yes, but I really came back to prove to myself
that [ could do this.” Jack observes:

[ came back because I wanted to open more doors of opportunity in the
future for myself. Also to have a closure on my previous school
experience as I bombed out miserably - didn’t know what I wanted to do
and I knew I had something to prove to myself and also for my wife.

There is a first layer of meanings that adults attribute to going back to
school that is tied up with money and job advancement. With probing and
with an exploration of deeper understandings, I uncovered a sense of
mastery, of closure about past failures and hopes for a more empowered
future.

One last theme that exposed a gender split involves a sense of time

urgency. One finds among men that they are confronted with a normative
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social clock, one that assumes that individuals will get their college degree by

the age of 22. Consider the following illustrations of what men experience as

they pursue their college degrees later than their contemporaries. Frank says:
...and if you don’t have it (a degree), as time goes by, you are continually
falling further and further behind everyone else, cause they’'re moving
on and the pace you can move on without a degree is verv slow so as
time goes on, you see the wedge between you and vour contemporaries
grows bigger and bigger while your esteem becomes smaller and smaller.
You realize that vou have to do something, quickly.

Leonard agrees, saying:

[t's almost like two waves going out to sea. Everyone graduates high
school. We're on the same plane. All of a sudden, our actions dictate our
speed. Not going to school, not furthering your education slows you
down. So by the time I got to my late twenties [ have a close friend who
graduated, was a B student in college, graduated from Syracuse Law, had
a job in the dty, a family with three kids-he’s way out there and I am
still back here.

I detect a moral tone in these observations. These men are not simply
noticing the fluid nature of a stage in life when milestones occur, but a sense
that one is behind, that one is struggling to catch up, that time is passing one
by.

These data suggest that a strong gender construction is at work; yet

these data appear in neither the student narratives nor the quantitative
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survey. They are found solely in the focus group interviews. There were few
differences in the sample between men and women in demographics,
hardiness and self-esteem. The only other significant difference was the
presence of children living with the mother or father. Women are more
likely to live with children than men. Previous data suggested an a priori
category on gender concerns among student narratives. With substantial
evidence for gender effects on students and particularly adult women, I was
surprised that narratives vielded almost no imagery that spoke to gender.
That gender issues appear in one type of data and not in others argues for the
need to include divergent methods of data collection. These observations
surrounding gender need to be followed up on through individual
interviews, but even as they are, fit into a complex picture of how men and

women differentially navigate the multiple roles in their lives.
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A Discussion of Strain, Coping and Social Support
A Vocabulary of Strain
A vocabulary of strain, coping and social support emerges from the
narratives that adult students express. One cannot examine the adult student
narratives without gaining an awareness of how the prominent role that
strain plays within the adult student’s life. Though I did not frame spedcific
research questions concerning strain, coping and sodial support, it was clear
that substantial strains are being sustained by adults. The most prominent
theme that emerges is the juggling of multiple roles. One student comments:
Juggling school with family can be very stressful especially twice when I
was eight months pregnant; I rearranged priorities (i.e., cut out a social
life) to complete school work and spend time with family. I often cope by
doing what I have to do and thinking “This too will pass.” However, if a
goal is important to me, [ know [ have great perseverance.
This is a richer description of the strain, coping and sodal supports of
an adult student. It emphasized the need to conceptualize what Pearlin has
called inter-role strains. Another student remarked:
It was stressful getting used to the scheduling of school, home and work.
It was rethinking my life and priorities I had to do; what I couldn’t do or
delegate to others and how the whole family had to pitch in.

Another narrative reports:
1994 was for me very stressful. At exam time, I felt very uneasy. I was

working full time and going to class. I set my priorities in order and
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divided my time so that I can study and still live a somewhat normal
life.

A second set of narratives depicts the intrarole strain within the
student experience. This emerged when there were strains within one’s role
as a student, and frequently as a result of conflicts between the requirements
of different classes. One narrative suggested:

Having five papers due in five classes was very stressful for me. The
stress came when [ thought about how the quality of the papers would
turn out since I could not develop them to the best of my abilities.
A third set of narratives depicts the negative effects of strain in a vocabulary
of physical and mental health outcomes.
I was working full time and going to school three nights a week. [ had
been working really hard and pushing myself to the limit. One week
before final exams, I collapsed and was hospitalized. This was due to too
much stress. I had to postpone my exams. The most stress [ encountered
during this time was my inability to concentrate, thereby creating a great
deal of anxiety.

This connection between school strains and nerves is echoed in the
following narrative: “Speaking up in front of a class is particularly stressful
for me. I try to handle my nerves by realizing that everyone in the class is

feeling the same way.”
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One last set of narratives emerged out of a stressful experience
surrounding the professor and frequently involved respect and dignity in the
classroom. One narrative said:

Trying to participate in my writing class was stressful. [ always used to
raise my hand and the teacher would bypass me. Even when she called
in order, she would bypass me. Other times she would contradict what I
said in a way that made my classmates laugh. Until one day, I got up in
class and I told her and my classmates that I was in the class to learn, that
I wasn't in the class to be laughed at. I asked them to respect me.

Another student narrative underscored this lack of respect for student
skills:

The professor’s idea of learning was the “eat and spit method”. Take in
everything she said and spit it back. I made an A- in the class but did not
learn much, so I didn’t have much of a sense of accomplishment.

One last strain emerged out of social class assumptions the professor

had regarding the students.

One professor assumed all students were computer literate, owned
computers and had access to the internet. He wanted us to download a
program from a web site. I had no idea what he was talking about and
told him so.

While growth may be a substantial experience of the adult student,

there is a clear sense of strain that adult students express.
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In addition to the strains that adult students report in narratives of
strain and growth, a system of discussion developed surrounding strains tied
to coping responses and sodal support resources. A tremendous literature has
developed around coping responses and social support resources. However, it
is important to consider how adults cope with strain and how support
systems operated in an adult college setting.

Social Support and the Convoy of the Adult Student

The role of social support is complex. It is rendered in several forms
(ie., tangible, cognitive or emotional), with varying levels of congruence
between those that give and receive sodal support. Kahn & Antonucci, (1980),
among others, have situated social supports within a convoy of support. A
convoy has been defined as a “heuristic image of concentric circles that
surround a person over time” (Antonucd & Akiyama, 1987, p. 519). Each of
the dircles is considered a different level of closeness to the focal person. The
model carries structural and functional dimensions that help us to
understand the precise role that sodal supports occupy in an adult college
setting. (Kahn & Antonucci, 1980). When one is in school at night and
weekends, we need to know more about who the helping agents are. What
role do faculty, family, friends and community play in helping an individual
cope with the strains of one’s student roles? These social supports frequently
play a limited and peripheral role in the structure of one’s convoy.

Frequently, adults mention those for whom they play a supportive role

e.g., children, husband. “Through school, I was a role model for my three
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sons. They are proud of me and two of them also went to college.” Another’s
response was “growth: applying my knowledge to a paper during an exam
and getting that A. Reaction: relaxing with a glass of wine and my husband
afterward.”

The emotional tone of the following narrative suggests the central
place family can provide for sharing feelings of one’s student life.

The minute [ received my acceptance letter at home, [ felt like [ was
finally going to receive the education I have always wanted and one day [
will be somebody. My reaction to this was sheer excitement and jumping
for jov and kissing my wife and children. I still have the letter. I plan on
keeping it always.

The convoy construct is helpful in providing an understanding of who
the adult student feels is available within the system to provide tangible,
emotional and cognitive social support. Social support can be more limited
than the previous narrative suggests and can include faculty, administrators,
work colleagues or other students who can be useful. It is typically understood
that the complexity of role demands within an adult reentry setting limits
friendship networking. There are no dorms, no late night parties. Students’
convoys are less densely packed with other students who also have family,
children, co-workers and personal friends. But other students and faculty can
and do make a difference. Consider the following highlighted narrative of

social support resources adults use.
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Forming a study group, meeting on Saturday mornings at school and
finding new friends through learning has helped me to grow. Working
with classmates of all ages and occupations has enhanced the situation.
These groups have been a most enjoyable and enriching experience.

The narrator suggests the role that other students can play within a

social support convoy. The student also introduces diversity into the convoy.
The instructor’s demand for small groups was particularly stressful for
me in the early weeks of the term. By the fifth week, I became
comfortable with the routine and actually enjoved the venture because it
provided more give and take. In doing so, the subject matter became
more meaningful to me.

What was powerful in this narrative was how the connection of the
instructor’s support combined with a demand for transformative work led to
connections to other students, connections that probably would not have
occurred within a more passive educational approach. Sodal support can be a
double-edged experience. It can provide a resource, but it can also cause strain.
The following narrative suggests this strain but also places adult education
squarely within the student’s valued experience.

My grandmother died of cancer in Puerto Rico. It was a few days before
final exams. After discussing it with my wife, I decided not to request a
postponement of my exams. However, my mind was clearly elsewhere
while I was trying to study. In the first exam, I made a silly mistake

which cost me an A. I stayed up late studying each night after that with
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more focus and determination, aced the next two finals, then traveled to
Puerto Rico to be with my family.
In unpacking this narrative, I noticed a sense of embeddedness within
his family. His is a convoy that encompasses an extended familyv as well as a
valued culture. [ noticed that college becomes an important part of the
student’s life such that he stays and finishes his work before joining his
support system.

Coping Narratives: Transformational vs. Regressive Mechanisms

Coping has become a vast area of study involving a variety of
paradigms and thousands of studies of coping responses and coping systems.
Though beyond the scope of this dissertation, it is central to note that a
language of strain and growth emerges in these narratives tied to coping
responses and social support resources. I have highlighted some of the coping
mechanisms that individuals have expressed in their narratives. Consider
the follow narrative:

When midterms were handed back during a break one evening, [ was
literally stunned to find I'd gotten a C+. I couldn’t function for most of
the rest of the class. I was angry and hurt and kept trying to think of
some reason why the teacher would be persecuting me (my age, I remind
him of his father.) I decided never to come back to the class or any class.
Gradually I calmed down and began to look beyond my immediate

emotions. As the class ended, I decided to ask him then and there. I
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wasn't entirely satisfied with his answers and said so, but [ was glad I'd
expressed myself.
This narrative is suggestive of what Ouellette and others have depicted
as transformational vs. regressive coping (Gentrv & Kobasa-Ouellette, 1984).
Transformational coping takes stress and “transforms it into a benign
experience bv means of problem solving strategies “(Florian, et. al., 1995,

p 687). Regressive coping is defined as avoiding being in the world through
withdrawal and escape. The narrative cited above suggests a regressive coping
that begins to move toward a more transformational model. Note that he
moves from a stance of never wanting to be in school to deciding to ask the
professor why the C+ had been given. There is an hypothesized relationship
between hardiness and transformational coping. The following selection
suggests a more transformational model of coping in response to a stressful
classroom experience.

There was a situation in English Composition class that was stressful

because the professor was not clear in what he wanted from us in order

to succeed in his class. The only thing I did to lessen the stress was to ask

questions constantly until I understood exactly what the professor

wanted. I asked questions before, during and after class and even made

appointments to see him during his office hours. It worked.

Through looking at the lived experience, one sees how

transformational coping can effectively keep the adult student engaged and

searching for solutions rather than withdrawing and escaping from the

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



109

situation. The next example presents an illustration of coping with the
demands of school. “I prepared a business plan at work. It provided an
opportunity to use all the knowledge learned in other classes (accounting,
business communications, management), I enjoyed the course work and the
assignment was challenging.” This sense of moving toward challenge as a
transformational coping response is quite plausible. The following narrative
suggests a transformational response to a highly stressful situation. In
response to stress, the student does not withdraw and escape but rather stays
engaged in the process and finds a way to engage the professor and fellow
students.
Trving to participate in my writing class was stressful. I alwayvs used to
raise my hand and the teacher bypasses me. When she called in order,
she would bypass me. Other time she would contradict what [ said in a
way that made my classmates laugh. Until one day I got up in class and I
told her and my classmates that I was in class to learn, that [ wasn’t in
class to be laughed at. I asked them to respect me. Since that day, things
changed a lot.
Another narrative expressed a similar sentiment:
I was very proud of myself for speaking up to the department about a
mistake a professor had made in my final grade and demanding that my
grade be rectified because I had worked so hard for it. This assertiveness, I
think was facilitated or has been facilitated by my increase of self-worth

and self-esteem as a result of being back in school.
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A distinctive feature of this narrative is that pride and self-esteem,
though emotion based, serve a transformational purpose. This narrative
suggests an engaged and empowering involvement in the situation that
defuses the stress and leads to the expression of higher self-esteem and self-
worth.

This last narrative inlays transformational coping within the larger
mosaic of its structural and political meanings.

One situation included a discovery during a Latin American Politics
class. [ learned just before the class that [ had a third cousin who was a
missionary nun and she was martyred in South America. [ was able to
research the story and recently met her brother. I wound up changing
and reevaluating my political beliefs and even my world view. [ was
willing to accept the fact of this story as hard, cold and brutal. I was
tempted to deny, dismiss and be complacent. But I thought the truth was
more important and should be embraced.

Transformational and regressive coping has been investigated only
recently and represent an important theoretical step in understanding how
coping mediates between hardiness and positive and negative outcomes. We
need substantive and focused work on coping beyond the scope of this
dissertation. Narratives of coping responses as lived experiences rather than
psychometric instruments alone will yield important information about how

coping works. My purpose has been much more limited; I have heard the
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strain, coping and social support responses in student narratives that
surround the adult education setting.

Adult students are not merely driven by the market realities of making
more money and advandng in their jobs; they also are not simply like
traditional aged students, just older. These are individuals, many of whom
experience a sense of hardiness, who also experience a sense of growth,
mastery and empowerment that moves beyond the personal into the political

and social realities in the world in which they live and work.
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Conclusions, Implications and Limitations

Conclusion

[ examined five research questions in this dissertation. In the first
research question, I examined the relationship between hardiness on the one
hand and demoralization and self-esteem on the other among reentry college
students. I found that hardiness was positively related to higher self-esteem
and lowered demoralization in a quantitative survey of 245 participants.
African Americans were found to demonstrate higher self-esteem while
women showed higher demoralization though the contribution to the total
variance was quite small. Career development was related to self-esteem,
suggesting a role for concerns that surround job advancement and
promotion.

The second research question involved the use of quantitative data to
examine the configuration of commitment, control and challenge among
adult students. It was found that commitment alone, was significantly related
to higher self-esteem, independent of demographic variables. Commitment
was also negatively related to demoralization. Race, gender, and career
development exerted similar influences as they did with hardiness. Personal
growth was related to demoralization but contributed only a small part to the
total variance. It may be that personal growth (constructing an intellectual
argument, learning to write well) is associated with some general distress in
individuals for whom these skills are important but not actualized skills.

While hardiness is significantly related to mental health outcomes, in this
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sample it is commitment that accounts for the relationship to self-esteem and
demoralization, rather than challenge or control.

The third research question examined examples of hardiness that
emerged from the written narratives of adult students. I found examples of
hardiness and particularly illustrations of challenge, control and
commitment in the written narratives of adult students. I embedded these
illustrations of hardiness within specific themes that are emblematic of the
adult college student experience.

The fourth research question focused on narratives of transformation
(both personal and political) and found evidence for the development of
conscientization among adult students. One finds a space of critical
consciousness such that students are addressing issues of oppression and
injustice within their classes and that an increased level of empowerment as
well as mastery is developing among adult students. While there is evidence
for political transformation among adult students, I have also argued that
personal transformation defined as a sense of personal mastery and growth
independent of job advancement and career motivation was an incremental
step toward political transformation. I have also included the involvement of
dialogic learning strategies as a step toward the development of critical
consciousness.

I have looked at the relationship between the qualitative measure of
growth and transformation that students describe in their narratives and the

survey measure of hardiness (as well as challenge, commitment and control)
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and found that there was a significant relationship between the presence of
transformational narratives and the measure of hardiness. Additionally, [
found a relationship between the qualitative measure of transformation and
commitment though not for challenge and control.

The fifth research question examined the effect that gender plaved
among men and women in an adult college setting. It was found that while
both men and women experience strain, growth and the development of
critical consciousness in education, there were also substantial differences
between them. I found that men and women constructed the experience of
being in school differently. Women were far more likely to connect to
supports in their family and community than men are. Men were more likely
to experience pride in a public sense in describing what a college education
meant to them, while for women [ detected a sense of personal mastery and
empowerment in being in school. Both groups displayed strain, but men had
an unacknowledged system of supports from spouses and partners that
permitted them to navigate through the strains of being in school. Women
experienced the strain more directly.

This dissertation continues a research tradition of inquiry surrounding
the role of gender in adult education settings. It has become clear from prior
research that when women return to college as adults, the experience
stimulates feelings of mastery and growth. What this dissertation uncovers
are a set of differential meanings that adult men and women attribute to the

reentry college experience. Furthermore, this dissertation uncovered a clear
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sense of unacknowledged privilege that sustains men as they go through the
adult college experience. What is very important, methodologically, is how
gender meanings are dealt with in research. The gendered explanations
emerge from focus groups because the focus groups were organized, in part,
based on gender. The narratives were not organized with gender as an
organizing principle. It would seem important to consider in future research
that the organizing principles for how focus groups or qualitative research
groups are organized can have important consequences for what is
discovered. It becomes important to conscously consider how one frames
one’s research and why particular frames are used or not used.

This dissertation contributes to the literature and thinking in a variety
of disciplines including psychology, critical theorv and adult education. The
dissertation reframes and extends the construct of hardiness in a number of
ways. Hardiness has been linked to the stress and coping literature for nearly
twenty years. There have been attempts to thread hardiness through other
areas in personality and social psychology. I am hopeful that I have connected
hardiness to a new area of exploration, an area of growth and transformation,
an area of praxis. At the very least, I sought to illustrate examples of hardiness
in a new area of adult education where students are living with strain and
functioning well despite numerous stressors. However, the evidence from
this dissertation goes much further in connecting hardiness, and particularly

commitment, to personal and political transformations in the adult
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classroom. Hardiness acts within a larger social and political matrix so that it
becomes threaded with many political and social beliefs and feelings of
empowerment. This dissertation takes a step toward portraying hardiness as a
construct that exists within and contributes to a larger structural system. The
illustrations of hardiness: that emerged from the student narratives combined
with the psychometric data from the larger survey were threaded through the
growth and transformation narratives that suggest a development of a critical
consciousness within the adult education classroom. We need to further
unpack hardiness inside other sodal and political areas to tease out these
meanings apart from the stress and coping literature so that hardiness

becomes a personality stance in the world. Ouellette (1993) had discussed the

importance of seeing hardiness beyond its contribution in understanding
stress and coping. There has been a sense that hardiness as a construct makes
statements about personal empowerment that separate the hardy person from
a critical stance toward the world. The hardy person can be involved in seeing
and transforming social and political inequities in an oppressive system. In
fact, this dissertation has made a step in that direction, toward seeing
hardiness tied with praxis in the classroom.

Methodologically, hardiness has been investigated using a number of
first through third generation psychometric tools. I have continued this
tradition by using the Personal Views Survey, to assess challenge,
commitment and control along with the unitary construct of hardiness. I

have begun the movement toward looking for illustrations of hardiness
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within student narratives. [ have identified themes of challenge,

commitment and challenge that speak to the adult student experience. In
future work on hardiness, it is hoped that we can use systematic methods to
probe, qualitatively, for hardiness in the lived experience of the adult reentry
student. Furthermore, it will be important to look at the specific vocabulary of
hardiness that emerges in particular populations as a guide to develop more
refined measures of challenge, control and commitment.

This dissertation has added considerably to the ways in which one
frames the adult education experience and the role that critical theory, and
particularly conscientization, plays within the models of adult education.
Adult students have always been seen as returning to school for specific job
linked purposes and that the critical and transforming aspects of education
are less important to them (Aslanian, 1996; Kasworm, 1990b; Sewall, 1984).
What this dissertation contributes is a sense that adult students may talk
about the meanings of job advancement and money, but that underlying
those meanings there lies a discussion of personal and political growth and
transformation. This is tied to the idea of conscientization that Freire has
developed, a sense that adult students come back and begin to actively learn
about an oppressive sodial system and to become empowered in the face of
that system.

The narratives that adult students provide are rich snapshots of their
confrontations with strain, coping and the use of support systems. They are

also narratives of students recognizing the classroom as a site for change, a
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place where their “brain can actually grow.” I continue to be struck by how
involved adult students are with a sense of transformation in the face of
formidable strains. The implications of this sense of empowerment are set
against a backdrop of colleges and universities that need to more seriously
consider what Dewey has called the progressive social purpose of education in
people’s lives. Universities need to see adult education in broader social
terms. Colleges need to see that while adults do come back to school for jobs
and for advancement in already established career trajectories, there are
complex meanings of mastery and growth that can be unthreaded. Perhaps
the value of qualitative research combined with quantitative surveys is to tap
into that complex tapestry of adult student experiences such that these
meanings do not remain obscured.

Gender was a good example of a construct that would have remained
obscured had not a complex triangulated methodology been conducted.
While previous research has tapped on the role that education plays for adult
women, the surveys and qualitative narratives did not yield meaningful
information about the role that gender plays among adult students. Part of
the reason for this obscurity of gender information is how qualitative
narratives were organized. It was through the focus groups, formed with
gender as an organizing principle, that substantive differences in the
experiences of men and women began to emerge. It was through these focus
groups that the unexamined privilege that men experience in going to school

at night becomes visible.
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These data transform the existing literature in hardiness and adult
education in several ways. While the data support the contention that
hardiness and more specificallv commitment are related to mental health
outcomes, these data begin to reframe hardiness as a personality stance that
relates to growth and transformation that occur in a particular social setting.

The work transforms educational research by framing the experience of
the adult education student in terms of growth and transformation and the
development of critical consciousness. It further examines the narratives of
hardiness within this particular population. This dissertation invites the
reader into a world of adult education at odds with market based realities that
have traditionally defined the adult education student. This dissertation sees
concern with financial growth and career advancement, but then addresses
issues of mastery, of the development of personal and political consciousness
and transformation that underlie these pressing and real finandal and job-
related concerns.

Beyond the substantive role that this dissertation plays in presenting
data on hardiness, growth and transformation, and gender, it has provided
insight into the need for triangulated research projects. The data gathered
from quantitative surveys, qualitative narratives, and focus groups create a
prism of relationships that promote a deeper, richer understanding of
people’s lives.

My dissertation sets the stage for future research projects in this area. I

believe that we must further investigate the role of hardiness and
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transformation within the lives of the adult student. The life histories of the
adult students can provide a lens through which to examine hardiness, how
it is expressed, and its relationship to the classroom experience. We need to go
further in our thinking and measurement of the configuration of challenge,
commitment and control and how particular settings may pull for particular
configurations. I believe that qualitative methods in assessing hardiness and
its subcomponents can be further developed to truly and reliably capture the
meanings of hardiness that adult students express. Further, the identities of
adult students need not be seen in isolation from other identities. How does
the social world of the adult student support or undermine their experience
of going back to school? How do meanings associated with gender, race and
class intersect with one’s identity as an adult student? One can also look at
how claimed identities of parent, worker and partner intersect within the life
of the adult student. The contradictory quantitative picture that has emerged
in the literature concerning multiple role identities may be informed by a
qualitative picture of the lived experience of the adult student within these
multiple roles. Future research efforts, then, can be guided by framing
hardiness in the context of the larger social and structural conditions within
which people are situated. Furthermore, research efforts among adult
students can look at the development and expression of personal and political
transformations, the development of critical consciousness and the dialogic

learning settings within which this conscientization can take place.
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Limitations

There are a number of limitations to this dissertation that constrain
some of the conclusions that can be made. Some of the issues arise out of
ambiguities in the conceptual formulation of hardiness while other problems
are related to measurement difficulties that surround the hardiness construct.
Carver (1989) has addressed some of these conceptual and measurement
issues in working with multifaceted constructs like hardiness. Hardiness is
made up of three components that are additively combined to create a unitary
scale that is then linked to specific dependent variables. There is an elegance
in this solution, but there are risks in what Carver calls a latent variable
composed of imperfectly measured subcomponents. One problem that occurs
when one uses subcomponents like challenge, control and commitment to
additively derive hardiness is that if the components are wrong then
erroneous conclusions can occur along with a loss in conceptual clarity. With
regard to hardiness, if challenge, commitment and control are not the correct
variables, then conceptually a decrease in information occurs.

In this dissertation, I have found a negative relationship between
hardiness and demoralization and positive relationship between hardiness
and self-esteem. However, when one looks at the subcomponents, it is
commitment, alone, that is predictive of self-esteem and demoralization. I
sense that Carver makes an important point in that if one continues to
measure challenge and control and it is really commitment that is making

hardiness work, then this erroneous information is reducing theoretical and
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conceptual clarity in our analvsis. Measurement may not be the issue at hand;
theory rather, may be the root of the problem.

I remain convinced that hardiness provides an important conceptual
framework for understanding “self in the world” but that we need too to
broaden the sense of hardiness as a health construct and a construct that is
redolent of individualism to a construct that embeds individuals in a larger
structural and political matrix.

With these conceptual concerns in mind, I am aware of the complex
issues of measurement that still confront the hardiness researcher. Since the
hardiness scale is made up of three imperfectly measured subcomponents, we
need to find more effective ways to measure these subcomponents.
Qualitative research, using the hardiness construct, is an important step in
the direction of creating a better set of subcomponent scales as well as creating
richer, more vivid portrayals of the lived experience.

At its most basic, qualitative research can be the base for creating a set of
scales that may be more effective in tapping control, challenge and
commitment. Focus groups have proven to be an effective tool for this
iterative process of scale construction for in the process of brainstorming, new
ideas can emerge as the basis of scale construction.

Discrete narratives can be a source of information upon which the
construction of new scale items can be based; however, the way these
narratives are generated can color the kind of information that emerges. In

this dissertation, the narratives are generated through statements that are
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clearly situational in nature. “Think of a situation at college in which you feel
like vou experienced growth. What made the situation growth-enhancing?
How did you react to the situation?”. These questions are so situational in
nature that it may have constrained the construction of hardiness narratives.

A second methodological concern surrounds the reliability of the text
that I have coded. I used grounded theory to generate, code and recode
narratives to create a plausible argument for growth and transformation, as
well as to provide examples of hardiness, strain, coping and sodal support.
This is a first step toward extending hardiness out of its psychometric origins,
but we need more precise qualitative tools to probe student narratives for
challenge, control and commitment imagery. We can further use qualitative
data systematicallv to assess strain, coping and sodal support information.

The qualitative narratives that I solicited in this dissertation strike me
as snapshots of growth and transformation that adult students experience,
still pictures of commitment, control and challenge. I believe we need to look
more deeply into the life stories individuals present that will give a richer
sense of how growth and transformation is constructed and enacted in one’s
life (McLaughlin & Tierney, 1993). If we can see hardiness embedded in
particular social worlds, with specific meanings, then I am convinced that our
view of hardiness and its connection to critical consciousness will be
increased.

It is the task of the next generation of hardiness researchers to both find

better ways of pulling for challenge, control and commitment and to probe for
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the lived experience of hardiness in people’s lives. Lastly, we need to
continue to frame hardiness within larger ecological contexts. Adult
education settings have provided a vital beginning for this research
enterprise.

With these limitations in mind, [ am convinced that adult education
matters greatly and that hardiness, as a construct, gives us a better
understanding of growth and strain in the adult student experience. Finally,
these meanings of growth, strain and hardiness do not exist independent of
the larger political and structural reality, but can and do lead to personal and
political transformations. It is this dialogic and transformative learning that
contextualizes the experience of the adult student and then builds on it that [

find so important, and ultimately so empowering.
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Appendix A
April 29, 1997
Dear Fordham University Student:

This is an invitation to participate in a studv of the adult educational
experience. This research will illuminate factors that contribute to one’s
experience as an adult student. You will be asked to fill out a confidential
questionnaire. The questionnaire should take about 45 minutes to complete.
Your participation, in addition to facilitating your deeper understanding of
vour educative process, will contribute to an expanded appredation of what
adult students go through toward the completion of their degrees. Three
particdpants, selected by lottery, will receive $100 gift certificates.

Participation in this research is completely voluntary. You can terminate your
participation in this study at any point. This study will have no impact on
vour status as a student at Fordham University, nor is it connected in any way
with any university office. There are no known risks associated with such
participation apart from feelings that may be stimulated by answering the
questmns Furthermore, your identity as a participant in this study will
remain entirely confidential. Completed questionnaires will be stored in a
locked cabinet. To insure confidentiality your name will not be used on the
questionnaire packet; Identification will be made by code number only.

Your participation in this research will consist only of completing a
questionnaire. If you have any further questions about the study or your
participation in this research, feel free to contact me at (718) 817-4605 or you
may contact the Office of Sponsored Research at the Graduate School at
CUNY at (212) 642-2069.

Let me thank you in advance for partidpating in this study.

Sincerely,

David E. Koch
Assistant Professor, Fordham
University

I agree to participate in the proposed research on adult education. I
understand that I will be asked to complete a questionnaire that will take
about 45 minutes. I understand that my participation is entirely voluntary
and that I can withdraw at any time. I can also refuse to answer any question,
should I wish.

Name (Please print) Signature
Address " Daytime Telephone Number
Ei?y,—State, Zip Code Evening Telephone Number
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questionnaire consists of six sections.

Please fill in or circle the best answer for each question.

General Instructions: This questionnaire addresses motivations,
thoughts, and feelings that adult students have had. The

Part L.

Returning to school can mean different things for different people. Please

indicate your level of agreement with the following ways of thinking about

the impact of school on your life.

As a result of returning to school, I have ...

1 = Disagree Strongly
2 = Disagree
3 = Disagree Slightly
4 = Agree Slightly
5 = Agree
6 = Agree Strongly
1. become a well rounded person. 1 2 3 4
2. become better prepared to serve my 1 2 3 6
community.
3. made new friends. 1 2 3 6
4. discovered I can be interested inmany 1 2 3 6
different subjects.
5. discovered a supportive faculty 1 2 3 4 6
member.
6. made my family proud. 1 2 3 4 6
7. become excited by ideas in the 1 2 4 6
classroom.
8. gotten a promotion at my present job. 1 2 3 6
9. learned how to write better. 1 2
10. developed better communication 1 2 3
skills.
11. found a fascinating major in whichto 1 2 3 4 6
specialize.
12.  exercised more control in my life. 1 2 3 4 6
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1 = Disagree Strongly
2 = Disagree
3 = Disagree Slightly
4 = Agree Slightly
5 = Agree
6 = Agree Strongly
13. acted as a role model. 1 2 3 5 6
14. learned how to construct intellectual 1 2 3 5 6
arguments.
15. discovered new ways to solve 1 2 3 5 6
problems.
16. prepared for downsizing of my 1 2 3 5 6
company.
17.  enhanced my self esteem. 1 2 3 5 6
18. prepared to get a new job. 1 2 3 5 6
19. learned new ways of understanding 1 2 3 5 6
the world.
20. increased my understanding of 1 2 3 5 6
different kinds of people.
21. increased my flexibility in job choices. 1 2 3 5 6
22.  pursued an intellectual challenge. 1 2 3 5 6
23. reduced my fears about how the 1 2 3 5 6

economy might affect me.

Was there a particular class at Fordham University that was especially

worthwhile? How was it valuable?

———————————— — ——— ——————— — — ——— ——— —— — — — — . — —— — — — — — — — —— — — —
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Was there a particular class at Fordham University that was not at all
worthwhile? What made it so?

PERSONAL VIEWS SURVEY

Below are some items that you may agree or disagree with. Please indicate
how you feel about each one by dircling a number from 1 (Disagree Stronglv )
to 6 (Agree Strongly) in the space provided.

As you will see, many of the items are worded very strongly. This is to help
vou decide the extent to which you agree or disagree. Please read all the items
carefully. Be sure to answer all on the basis of the way you feel now. Don't
spend too much time on any one item.

Disagree Strongly

Disagree

Disagree Slightly

Agree Slightly

Agree

Agree Strongly

1. I often wake up eager to take up my 1 2 3 4 5 6
life where it left off the day before.

N Ul i W N
hnnnn

2. [like a lot of variety in my course 1 2 3 4 5 6
work.
3. Most of the time, teachers listen to 1 2 3 4 5 6

what I have to say.

4. Planning ahead can helpavoid most 1 2 3 4 5 6
future problems.
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1=
2
3
4
5
6

Disagree Strongly

Disagree

Disagree Slightly
gree Shghtly

A
Agree
A

gree Strongly

wl

I usually feel that I can change what
might happen tomorrow, by what I
do today.

1

2

-

3

I feel uncomfortable if I have to
make any changes in my everyday
schedule.

(RS

[$)]

N~

No matter how hard I try, my efforts
will accomplish nothing.

£9]

ul

I find it difficult to imagine getting
excited about school.

(%)

wm

No matter what you do, the "tried
and true" ways are always the best.

(S

(O3}

(9}]

10.

[ feel that it's almost impossible to
change my spouse’s or a friend’s
mind about something.

~

193]

11.

Most people who work for a living
are just manipulated by their bosses.

~N

w

New laws shouldn't be made if they
hurt a person’s income.

28]

[§3)

wm

13.

When you marry and have children
you have lost your freedom of
choice.

o

(03]

14.

No matter how hard you work, you
never really seem to reach your
goals.

N

15.

A person whose mind seldom
changes can usually be depended on
to have reliable judgment.

N

16.

I believe most of what happens in
life is just meant to happen.

(2]

17.
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It doesn’t matter if you work hard at
your job, since only the bosses profit

by it anyway.



1 = Disagree Stronglv
2 = Disagree
3 = Disagree Slightly
4 = Agree Slightly
5 = Agree
6 = Agree Strongly
18. I don't like conversations when 1 2 3 4 5 6
others are confused about what they
mean to say.
19. Most of the time it just doesn't pay 1 2 3 4 5 6
to try hard, since things never turn
out right anyway.
20. The most exdting thing formeismy 1 2 3 4 35 6
own fantasies.
21. I won't answer a person's questions 1 2 3 + 5 6
until I am very clear as to what he is
asking.
22.  When [ make plans I'm certainIcan 1 2 3 4 5 6
make them work.
23.  Ireally look forward to going to 1 2 3 4 5 6
school.
24. It doesn't bother me to stepasidefor 1 2 3 4 5 6
a while from something I'm
involved in, if I'm asked to do
something else.
25.  When I am at work performing a 1 2 3 4 5 6
difficult task I know when I need to
ask for help.
26. It's exciting for me to learn 1 2 3 4 5 6
something about myself.
27. I enjoy being with people who are 1 2 3 4 5 6
predictable.
28. I find it's usually very hard to 1 2 3 4 5 6
change a friend's mind about
something.
29. Thinking of yourself as a freeperson 1 2 3 4 5 6
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unhappy.



Disagree Strongly
Disagree
Disagree Slightly
Agree Slightly

LI | TR T

N U W=

Agree

Agree Strongly

30. It bothers me when something 1 2 3 5 6
unexpected interrupts my daily
routine.

31. When I make a mistake, theresvery 1 2 3 5 6
little I can do to make things right
again.

32. I feel no need to try my best at 1 2 3 5 6
school, since it makes no difference
anywayv.

33. I respect rules because they guide 1 2 3 5 6
me.

34.  One of the best ways to handlemost 1 2 3 5 6
problems is just not to think about
them.

35. I believe that most athletes are just 1 2 3 5 6
born good at sports.

36. I don'tlike things to be uncertainor 1 2 3 5 6
unpredictable.

37. People who do their best should get 1 2 3 5 6
full finandal support from sodety.

38. Most of my life gets wasted doing 1 2 3 5 6
things that don't mean anything.

39. Lots of times I don't really knowmy 1 2 3 5 6
own mind.

40. I have no use for theories that are 1 2 3 5 6
not closely tied to facts.

41. Ordinary work is just too boring to 1 2 3 5 6
be worth doing

42.  When other people get angry atme, 1 2 3 5 6
it's usually for no good reason

43.  Changes in routine bother me. 1 2 3 5 6
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1 = Disagree Strongly
2 = Disagree
3 = Disagree Slightly
4 = Agree Slightly
5 = Agree
6 = Agree Strongly
44 [ find it hard to believe people who 1 2 3 4 5 6
tell me that the work they do is of
value to sodety.
45. I feel that if people try to hurt me, 1 2 3 4 5 6
there's usually not much I can do to
try and stop them.
46. Most days, life justisn't very exciting 1 2 3 4 5 6
for me.
47. 1 think people believe in 1 2 3 4 5 6
individuality only to impress others.
48.  When I'm criticized at school, it 1 2 3 4 5 6

usually seems to be unjustified.

NS
«
S
()
(@)

49. I want to be sure someone will take 1
care of me when [ get old.

N
w
NN
Ui
o))

50. DPoliticians run our lives. 1

Part II1-
In this section, think of some actual events that have occurred in school.

1. Think of a situation that developed in school that you perceived as

particularly stressful for you? What made the situation stressful? How did
you handle the situation?
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2. Think of a situation at college in which vou feel like you experienced
growth. What made the situation growth-enhancing? How did you react
to the situation?

Part IV

The questions in this section and the next relate to a student’s thoughts and
feelings about oneself. Please rate your level of agreement with each of the
following statements.

For each statement, circle the response which is most accurate for you.

1 = Disagree Strongly
2 = Disagree

3 = Disagree Slightly
4 = Agree Slightly
5

6

= Agree
= Agree Strongly
1.  On the whole, I am satisfied with 1 2 3 4 5 6
myself.
2. At times [ think I am no good at all. 1 2 3 4 6
3. I feel that I have a number of good 1 2 3 6

qualities.

4. Iam abletodothingsaswellasmost 1 2 3 4 5 6
other people.

5. Ifeell do not have much to be 1 2 3 4 5 6
proud of.
6. I certainly feel useless at times. 1 2 3 4 5 6
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Disagree Strongly
Disagree
Disagree Slightly
Agree Slightly

5 = Agree

6 = Agree Stronglv
7. Ifeel thatlam a person of worth,at 1 2 3 4

least on an equal plane with others.

I | A

[ S S I (N

(S]]
[¢2)

I~
(03}
e
(8]
(o)}

8. Iwish I could have more respect for 1
myself.

9. All in all, I am inclined to feel that [ 1 2 3 4 5 6
am a failure.
10.  I'take a positive attitude toward 1 2 3 4+ 5 6
myself.
Part V

The following questions address feelings and thoughts that people may
experience. How often have you had these feelings or thoughts over the last
month.

During the last month...

O=Never
1=Almost never
2=Sometimes
3=Fairly often
4=Very often

1. how often were you bothered by feelings 0 1 2 3 4
of sadness or depression ~ feeling blue?

2. how often did you feel confused and have 0 1 2 3 4
trouble thinking?
how often did you feel lonely? o 1 2 3 4
how often did you have trouble 0 1 2 3
concentrating or keeping your mind on
what you were doing?

5. how often did you have trouble with o 1 2 3 4
headaches and pains in the head?

6. how often were you bothered by feelings 0 1 2 3 4

of restlessness?
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0=Never
1=Almost never
2=Sometimes
3=Fairly often
4=Very often

7. how often did you fear being leftallalone 0 1 2 3 4
or abandoned?
8. how often were you bothered by o 1 2 3 4
nervousness, being fidgety or tense?
9. how often did you fear going crazy-losing 0 1 2 3 4
your mind?
10. how often did you have attacks of sudden 0 1 2 3 4
fear or panic?
11.  how often did vou fear something terrible 0 1 2 3 4
would happen to you?
12.  how often have you felt anxious? 0 1 2 3 4
13.  how often did you feel confident? 0 1 2 3 3
14.  how often did you feel useless? 6o 1 2 3 4
15. how often did vou feel you were bothered 0 1 2 3 4
by ailments in different parts of your
body?
16. how often did you have times when you 6 1 2 3 4
couldn’t help wondering if anything was
worthwhile any more?
17. how often did you feel that nothing o 1 2 3 4
turned out for you the way you wanted it
to?
18.  how often did you feel completely o 1 2 3 4
helpless?
19. how often did you feel completely o 1 2 3 4
hopeless about everything
20. how often was your appetite poor? 1 2 4
21.  how often were you bothered by cold 1 2 4
sweats?
22.  when you got angry, how often did you o 1 2 3 4

feel uncomfortable, like getting
headaches, stomach pains, cold sweats
and things like that?
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0=Stronglv disagree
1=Somewhat disagree
2=Neither agree nor disagree
3=Somewhat agree

4=Strongly agree

18]
W)
IS
w

You are the kind of person who feels a 0 1
failure generally in life. Do vou...

N
W

24, You are the kind of person who feels he 0 1
or she has much to be proud of. Do vou...

1S}
W

25.  You are the kind of person who is the 0 1
worrving type-you know, a worrier. Do
vou...

RS
w

26. In general, if you had to compare yourself 0 1
with the average person, what type of
grade would you have given yourself in
the past 12-month period.
4 = Excellent
3 =Good
2 = Average
1 = Below average
0 = A lot below average

N
w

27.  In general, how satisfied were you with 0 1
yourself during the past 12-month period.
4 = Very satisfied
3 = Somewhat satisfied
2 = Neither satisfied nor dissatisfied
1 = Somewhat dissatisfied
0 = Very dissatisfied

Part VL.
In this last section we would like information about yourself.

1. How old are you? _Years.

2. Are you 1. Male or 2. Female?
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3. What is vour race or ethnicity?

1.

Ul

o

Asian/Pacdific Islander

Black/African American/African-Caribbean
Hispanic/Latino

Native American

White /Caucasian/European

Other. Please specify:

4. How would you describe your sexual orientation?

1.

2.

(9]

1.

'U)

Heterosexual
Bisexual
Gay/Lesbian
Other

. What is your partnership status?

Not in a relationship

Married / In a serious partnership/ Living with
Separated /Divorced /No longer in serious partnership
Widowed

6. If you are married or in a serious partnership,

Is your spouse or partner currently emploved outside the home?

1. Yes

If Yes

2. No
1. Full time
2. Part time
3. Seasonal work

What type of paid work does your spouse or partner do?

How many hours does your spouse or partner work per week?
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7. If you are married or in a serious partnership,

What is the highest level of school completed by vour spouse or

partner?
L Junior High School or lower
2. Some High School

3. High School

4. Some College

5. College

6 Some graduate school

7 Graduate or professional degree

8. What is the highest level of school completed by vour mother?

L. Junior High School or lower

2. Some High School

3. High School

4. Some College

5. College

6 Some graduate school

7 Graduate or professional degree

9. What is the highest level of school completed by vour father?

—
.

Junior High School or lower
Some High School

High School

Some College

!\)

College
Some graduate school

N oo e W

Graduate or professional degree

10. Are you currently employed outside the home? 1. Yes
If Yes 1. Full time
2. Part time

3. Seasonal work
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What tvpe of paid work do vou do?

How many hours do you work per week?

11. What was your individual income level last year?

1.

!\)

Ol W

less than $25, 000 per vear
$25, 000 to 49, 999
$50, 000 to 74, 999
$75,000 to 99, 999
$100,000 or more

12. How is vour tuition paid? Circle all that apply.

1.
2.

W

Noov u

13. What are vour current living arrangements? Circle all that apply.
1.

Ll

Ul
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[ pay for all or part of it myself as [ go.

My parents pay for all or part of it as I go.

My spouse/ partner pays for all or part of it as [ go.

I receive some finandal aid.
I take out Student Loans
I receive Scholarships

[ receive Tuition Remission from my job

I live alone

I live with a partner or spouse

I live with a roommate or roommates
[ live with parents

I live with children

Other. Please specify
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14. Are vou a parent?

1. Yes

How old are vour
children?

Do your children live with
vou?

Full time

Part time

Not at all

15. How many credits have vou completed toward your BA /BS degree?

1. 0-30

2. 31-60

3. 61-90
90-120

16. How long have you been working toward your Bachelor’s degree

1. less than 1 vear
2. 1-2vears
3. 3 -5 years
4. 5-7 years

u

over 7 years

140

2. No.

17. How many breaks have you taken in your work toward your degree.

[. none
2. 1-2

3. 3-5

4, over 5

18. How many credits do you generally take each semester?

1. fewer than 6 credits
2. 6-11 credits

3. 12-15 credits
4

over 15 credits
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19. How many credits did you take during the Spring, 1997 semester

1. zero credits

2. 1-6

3. 6-12

4. over 12 credits

Thank you very much for helping us with this survey. After you have
completed the questionnaire, please return it in the attached envelope to
Ignatius College Dean’s Office -

118 Keating Hall, Fordham University, Bronx, NY 10458.

We would very much like to talk to some of you in more depth about your
experience in college as an adult. If you would be available for an individual
interview, please put your name and phone number below.

Name (Please print) Signature
Address Daytime Telephone Number
City, State, Zip Code Evening Telephone Number
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Appendix C
August 26, 1996

Dear Fordham University Student:

This is an invitation to participate in a study of the adult educational
experience. This research will illuminate factors that contribute to one’s
experience as an adult student. You will be asked to participate in a 90 minute
focus group. I hope your participation will provide an opportunity for you to
deepen your understanding of how your education fits with other demands
in your life. It will also contribute to an expanded appreciation of what adult
students go through toward the completion of their degrees.

Participation in this research is completely voluntary. You can terminate your
participation in this study at any point. This study will have no impact on
your status as a student at Fordham University, nor is it connected in any way
with any university office. There are no known risks associated with such
participation apart from feelings that may be stimulated in the discussion.
Furthermore, your identity as a participant in this study will remain entirely
confidential. The focus session will be recorded on audio tape. Names will be
changed in any subsequent transcription.

Your participation in this research will consist only of participating in the
focus group. If you have any further questions about the study or your
participation in this research, feel free to contact me at (718) 817-4605 or you
may contact the Office of Sponsored Research at the Graduate School at
CUNY at (212) 642-2059.

Let me thank you in advance for participating in this study.

Sincerely,

David E. Koch
Assistant Professor, Fordham
University

I agree to participate in the proposed research on adult education. [
understand that I will be asked to participate in a 90 minute focus group. I
understand that my participation is entirely voluntary and that I can
withdraw at any time. I can also refuse to answer any question, should I wish.

Name (Please print) Signature
Address ~ Daytime Telephone Number
" City, State, Zp Code Evening Telephone Number
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