
MOTIVATIONS AND PROBLEMS OF 

THE ADULT WOMAN STUDENT 

A THESIS 

SUBMITTED IN PARTIAL FULFILLMENT OF THE REQUIREMENTS 

FOR THE DEGREE OF MASTER OF ARTS IN PSYCHOLOGY 

IN THE GRADUATE SCHOOL OF THE 

TEXAS WOMAN'S UNIVERSITY 

COLLEGE OF EDUCATION 

BY 

Sarah E. Caldwell, B.A, 

DENTON, TEXAS 

May, 1979 

aaa 



The Graduate School 

Texas Woman's University 

Den ton, Texas 

____________ 19 __ 

We hereby recommend that the thesis 

our supervision by Sarah E, Caldwe 11 

prepared under 

entitled Motivations and Problems of 

the Adult Woman Student 

be accepted as fulfilling this part of the requirements for the Degree of 

Master of Arts 

Committee: 



ABSTRACT 

Motivations and Problems of the 

Adult Woman Student 

Sarah E. Caldwell, B.A, 

Texas Woman's University 

May, 1979 

Evidence is presented in the literature that mature 

women are returning to school in increasing numbers. At

tempts have been made to assess their needs and to under

stand their motivations as an aggregate group. The present 

study explored the motivations and problems of the return

ing student as a function of her age. Sixty three sub

jects were chosen at random from the student population 

at the University of Texas at Dallas. The subjects were 

asked to take the Motivation Analysis Test (MAT) and to 

complete a questionnaire designed by the investigator. 

The MAT furnished qualitative and quantitative data on 

motivation as measured by five drives and five sentiment 

structures. The Questionnaire provided demographic data 

and information on the specific motives and problems that 

the subject was experiencing in her life as a student. 

1 



2 

Pearson product-moment correlation coefficients were com

puted between age of subject and the 14 possible sten 

scores on the MAT as well as the relevant variables per

taining to motivation, problems and demographic data on 

the Questionnaire. In addition, means, standard devia

tions and percentage of responses were computed for the 

items on both instruments, It was expected that both 

motivational orientation and perceived problems would vary 

as a function of age. Analysis of the data supported this 

expectation: the younger women in the sample were exper

iencing different motivating factors and problems than 

were the older women. It is hoped that the results of 

this study will enable university personnel to facilitate 

the process of educating the older returning woman student. 
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CHAPTER I 

INTRODUCTION TO THE STUDY 

Colleges and universities have been popularly viewed 

as provinces of· the young, and the traditional student pic

tured as an individual between the ages of 18 and 22 who 

attends classes full-time £or a given number of years be

fore assuming the adult roles of society (Hutchins, 1968). 

This view, however, is becoming obsolete and increasingly 

at odds with reality as the reports of the Carnegie Commis

sion (1973) have noted, Throughout the country, adults are 

returning to the classroom. This trend is expected to con

tinue in the next two decades (Carnegie Commission on Higher 

Education, 1973). 

A myriad of interr1elated factors has led to this sud

den surge of interest in higher education among the adult 

segment of our society. In our present highly technical 

and mobile society, many of the career choices made at 18 

or 22 are out of date. As specialization and the age of 

technology accelerate, certain occupations disappear; some 

are redesigned; new ones emerge. As a result, some adults 

find that they must retool or change directions in mid-life. 

They look to institutions of higher education to aid in 

this transition (Carnegie Commission on Higher Education, 

1971). 
1 
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Of equal importance is the increased leisure available 

to a growing number of adults. Freed from time-consuming 

chores through rapid changes in technology and no longer 

tied to the usual 40 to 50 hour week, men and women are 

seeking useful and creative ways to utilize their free time 

(Hutchins, 1968). 

In addition, the dramatic increases in life expectancy 

coupled with a gradual lowering of the retirement age has 

placed many older persons in the position of searching for 

new and useful roles, Retirement is now viewed as a time 

for enjoyment and self-fulfillment, and education is fre

quently chosen as both a means to new opportunity and as 

an end in itself (Carn~gie Commission, 1973). 

Adult education, therefore, is becoming increasingly 

vital and desired. As older individuals enter the halls of 

academe to reshape their career or to reshape themselves, 

a new concept of education is emerging. Instead of being a 

preparation for life, education may well become an integral 

part of 'life itself, one in which any person at any time 

may use may use to his/her advantage. 

The segment of society with the greatest potential 

for enormous expansion into higher education is the mature 

woman (American Council on Education, 1972), No longer are 

women content to spend entire lifetimes in the role of wife

mother; Women are re-examining their values, and their 
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goals in pursuit of greater self-respect and more satisfy

ing lives. They are re-evaluating their roles both within 

their families and in society in general (Raushenbush, 

1961). 

Advances in technology have brought the American women 

longer lifespans and labor saving devices to ease their 

household tasks. More adequate methods of birth control 

are available to them and, consequently, they have fewer 

children. The growi~g influence of the women's movement 

has encouraged many women to seek individual identity and 

self-fulfillment apart from home and family. Meanwhile, 

women are becoming increasingly aware of their wide~ oppor

tunities in the areas of employment and education. More 

doors are open to women than ever before--and they are re

sponding. 

Each year, more older women are taking advantage of 

these new freedoms and choices and are enrolling in col

leges and universities across the country. Most feel great 

satisfaction in both starting and completing their educa

tion. A few are frustrated and disappointed. The satis

faction felt by many women is often a function of their 

ability to clearly understand their primary reasons for 

pursui~g an education. These women seem to be able to set 

realistic goals and to work hard to achieve them. Their 
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success is also related to their resourcefulness in over

coming the barriers and difficulties that they encounter 

upon returning to the campus. 

An examination of the motivating forces responsible 

for bringing the older woman onto the campus reveals a 

multiplicity of factors working alone or synergisiically. 

Several authors (Erickson, 1973; Letchworth, 1970; Branden

burg, 1974; Durchholz and O'Connor, 1973) noted that one 

of the forces bringing women back to the campus is an·iden

tity crisis. The identity crisis most frequently refers to 

that period when a person questions deeply and comes to 

terms with her abilities and limitations, and with the 

means of occupying a suitable occupational or societal role. 

With society's emphasis on higher education, many women 

are drawn to college as a place to acquire a new sense of 

importance and direction. 

Boredom and loneliness also play a major role in moti

vating mature women to return to the classroom. Bulpitt 

(1973) observed that older women often find college a ref

uge from a too-empty house. She tagged these individuals 

as victims of the "empty nest syndrome" (p. 58). Social

ized to a life of child-rearing, they are faced, in mid

life, with a life with no purpose. 

The economic factbr is also an important motivating 

force for mature women (Let_chworth, 1970). Education is 
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seen by these women as a means to an end rather than an 

end in itself. Employment may or may not be an absolute 

necessity. Some women plan to use their future job to 

augment an already sufficient family income. Others-

widows, divorcees, or deserted women--return to school be

cause of an economic crisis; they have no other choice but 

to "learn and earn" (Durchholz and O'Connor, 1973, p. 51). 

For other women who are already employed, a career 

change may prompt a return to school. Hoenniger (1973) 

pointed out that changes in job requirements, new oppor

tunities, and the ability to work and study part-time have 

encouraged the recycli~g of both lifestyles and careers in 

middle age. 

Divorce and marital crises are additional motives for 

returning to academe. Letchworth (1970) reported that for 

these women, college classes are used to relieve tension 

and anxiety and to develop a sense of wholeness and ade

quacy. 

The women's movement, as a motivating force toward 

self-development, is also cited as a key reason for return

ing to school (Korda, 1973; Kelman and Staley, 1974). 

These authors reported that the changes in sex roles in 

America are reflected in women's increasing desire to be 

independent and self-fulfilled, A college degree, many 

feel, will further these gpals. 
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A substantial number of women enroll in classes as an 

"act of compulsion" (Letchworth, 1970, p. 105). This type 

of older student is motivated to return to college to prove 

her worth (Lichtenstein and Block, 1963), or because of an 

unfulfilled desire for additional education (Doty, 1967). 

These women closely resemble the learning-oriented indivi

duals in Houle's study (1961) who sought knowledge for its 

own sake. 

Whatever the motivating reasons prompting their return 

to the campus, mature women are proving themselves to be 

outstanding students (Doty, 1967). Professors are becoming 

aware of the high degree of tenacity and enthusiasm these 

women possess (Mulligan, 1973). The data support the idea 

that people learn best when they are highly motivated to . 

learn, and that opportunities for education should be pro

vided throughout the lifetime of an individual. 

Although many mature women are highly motivated to re

turn to school after a lapse of time, there are strong 

counter-pressures that work against an easy entrance to the 

classroom. What are these barriers to women's participa

tion in higher education? 

One group of obstacles may be found within the educa

tional institutions themselves. Some have policies that 

actively discriminate·against the older woman (Ekstrom, 
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1972). Others simply have failed to attract women because 

they have neglected to consider whether their policies might 

act as deterrants. Institutional factors that serve to ex

clude mature women from participation include admissions 

practices, financial aid practices, institutional regula

tions, types of curriculum and services offered, and faculty 

and staff attitudes. 

Second, particular life situations of mature women may 

prevent their taking part in educational programs even 

though they are motivated to do so. These situational bar

riers that hinder women from returning to college include 

family responsibilities, attitudes of friends, and societal 

pressures. 

And .third, barriers and counterpressures must be ac

knowledged to exist within women themselves. As a conse

quence of various social and psychological experiences, 

some women feel that the act of returning to school is a 

major hurdle with which they have extreme difficulty coping. 

The dispositional barriers that prevent women from contin

uing their education include the fear of failure, role con

flict, personality factors and personal health and stamina. 

When the adult lifespan is studied in its entirety, it 

is possible to discern certain shifts in both motivations 

and in frustrations. The psychological motivations of 
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individuals determine, in part, those aspects of the en

vironment to which they respond, the direction in which ef

forts are expended, and the amount of energy thrown into a 

given task. But in addition, motivational concepts have 

proved useful in understanding the behavior of individuals 

longitudinally, and have defined some of the more important 

variables determining the course of development as the years 

pass. 

Kuhlen (1964) concentrated his work on the developmen

tal changes in motivation during the adult years. He ad

vanced the hypothesis that the changing motivational pic

ture of the adult years can be seen from two perspectives. 

One emphasis is upon the growth-expansion motivations which 

seem to dominate the first half of the adult years. These 

motives include the needs for achievement, power, crea

tivity and self-actualization~ Included also are broader 

orientations such as the motivation to attain and maintain 

a significant role in society, and the need for generativi

ty. 

In the second half of the adult years, another source 

of motivation, anxiety, seems to increase and become more 

dominant. Kuhlen observed that anxiety is especially po

tent as a generator of defensive and handicapping behavior 

patterns. He believed that as the lifespan is negotiated, 
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there appears to be less personal effort and investment (ego 

involvement, energy) in life and in the satisfaction of 

needs. Kuhlen concluded that anxiety and susceptibility to 

threat seem to be the motivational source for many behavior 

changes that occur with age, 

In general, the scope of the studies pertaining to 

motivations and barriers to mature woment-s participation in 

post-secondary education is limited. Most studies were re

stricted to a single institution and included only a small 

number of subjects. Since many of the same motivational 

factors and problems recur from study to study, it is pos

sible to conclude that these conditions do represent wide

spread phenomena. However, when a condition is mentioned 

by only one or two authors, it is difficult to determine 

if the factor described is peculiar to a few institutions 

or is more widespread. 

Little effort has been made to compare the motivations 

and problems of the mature woman student with those of 

younger women whose education has not been discontinuous. 

Neither has there been an effort to compare the educational 

motives and difficulties of mature women with those faced 

by mature men who choose to change their careers. 

To the author~s knowledge, there has also been little 

research conducted to ~xplore the motivations and problems 
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that affect the mature woman student at different stages 

in her life cycle. While it is generally acknowledged that 

women return to school at different times in life, the bulk 

of the studies have lumped older women together and have 

not made an attempt to discern the changing patterns of 

motivation or problems that occur as a function of age. 

Statement of Purpose 

. The purpose of this study was to examine, quantitative

ly and qualitatively, the various motivational factors in

fluencing the mature woman student at different stages in 

her· life. The second pur1pose was to identify and describe 

the barriers and difficulties operating at different age 

levels which deter the adult woman student as she attemp-ts 

to pursue her educational goals. 

Research Hypotheses 

Due to the exploratory nature of this study, a series 

of non-directiona.l hypotheses were examined. 

The Motiva.tion Analysis Test 

1. There will be a relationship between age of sub

ject and the motivation sten scores for each of the five 

drives and each of the five sentiment structures on the MAT. 

2. There will be a r 1elationship between age of sub

ject and the total personal interest sten score on the :MAT, 
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3. There will be a relationship between age of sub

ject and the general autism-optimism sten score on the MAT. 

4. There will be a relationship between age of sub

ject and the general information/intelligence sten score on 

the MAT. 

5. There will be a relationship between age of subject 

and the total integration sten score on the M..AT .. 

The Questionnaire 

1. There will be a relationship between age of sub

ject and factors influencing her initial decision to return 

to school. 

2. There will be a relationship between age of sub

ject and reasons given for presently attending college. 

·3. There will be a relationship between age of sub

ject and types of problems encountered in the university 

environment. 

4. There will be a relationship between age of sub

ject and types of problems encountered in the home environ

ment as a result of her return to school, 

5. There will be a relationship between age of sub

ject and types of problems encountered within herself as a 

result of her return to school, 

6. There will be a relationship between age of sub

ject and demographic variables related to: (a) annual 
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income level; (b) number of years out of school before re

turning; and (c) source of financial support for her edu

cation. 

Expected Significance 

Research in the area of the mature woman student has 

concentrated primarily on her academic needs. Many educa

tional institutions, faced with a dwindling supply of tradi

tional 18 to 22-year olds have been looking to the adult 

learner to fill vacant seats in the classroom. Educators 

have a co:rrunodity to sell, and it is only reasonable that 

they should want to know the needs and char)acteristics of 

their consumer, the potential adult student. 

There has been little or no research comparing the 

older woman student with her male counterpart, or with her 

younger female classmates~ Nor have there been studies 

examining the adult woman student at different ages and 

stages in her life cycle. Older women have been viewed 

as a homegeneous group with little effort to discover the 

changing pattern of motivations and frustrations that oc

cur as a function of age. The present study was intended 

to initiate exploration into this area. 

In general, it was expected that this research would 

help identify some of the motivational forces and problems 



experienced by the mature woman student. Furthermore, the 

s tudy was designed to explore these motives and frustra

tions as a function of age. Are there significant differ

ences in the pressures and counterpressures influencing 

these students as the life span is negotiated? The results 

of this research may shed light on this question. 

The present study was also expected to discriminate 

between the various frustrations and barriers the woman 

might experience in the course of her career as a student. 

By dividing the areas of difficulty into three separate 

categories (institutional, situational and personal), it 

was hoped that identifiable differences would be uncovered 

among the various counterpressures working against her edu

cational success. It was also expected that these separate 

problem areas would affect the older woman student dif

ferently as a function of age. 

Through the use of the MAT and the Questionnaire, it 

was also expected that identifiable differences would be 

discovered among types of motivational factors as well as 

total motivational force as a function of the student's 

age. 

Finally, it was expected that other identifiable : 

variables in the older woman student's life would also 

contribute significantly to the satisfactions or 
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frustrations she might experience as a returning studerit. 

These included such demographic £actors as income level, 

number of years out of school before returning, marital 

status, home responsibilities, and units of credit present

ly carried. 

In summary, older women students will be a growing 

force on today's and tomorrow's college campuses. Their 

presence will provide diversity to the student body, a chal

lenge to the faculty, struggles and rewards to the adminis

tra,tion, and enrichment in their own lives. If the results 

of/this study can be generalized and utilized by personnel 

at other institutions, it was hoped that future generations 

J adult women students would £ind that their educational 

satisfactions and rewards far outweighed the frustrations 

and barriers they encountered, 

Limitations of the Study 

Subjects were drawn from the student body of the Uni

versity of Texas at Dallas. UTD is a unique campus in 

several aspects. First, it is strictly an upper-division 

1.lnstitution enrolling only juniors, seniors and graduate 

students. 

Second, from its inception as an undergradua·te institu

tion in 1975, UTD has been dedicated to meeting the needs 

of an older student body. It has, in fact, an entire 



15 

division (called, appropriately, "Maturity College") de

voted to facilitating the educational experiences of adults. 

Students in Maturity College benefit from various support 

services that this division offers. These services include 

the provision of advising and counseling needed to assist 

the older learner in defining and meeting her educational 

goals, plus aid in orientation, study skills and career 

planning. In short, the older woman who attends UTD may 

not be experiencing the same frustrations in her role as 

student as her counterpart at a more traditional university.· 

Although the academic barriers may not be as evident at UTD, 

it was expected that the problems and difficulties exper~ 

ienced at home, in the community and intrapersonally would 

be similar to those encountered by other women on other 

campuses. 

Third, UTD attracts a primarily middle class student 

population. It is a commuter campus, and lack of access 

to the university by public transportation may act against 

the lower class student who is living outside the area 

served by the institution~ This may limit the generaliza

tions one can make from this study. 

Although the academic and institutional barriers may 

be less of a problem for the sample of subjects used in 

this study, it was expected that other variables would not 
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be affected. These included the motivational orientations 

of the adult learner and the problems she faced at home 

and within herself. 

Definition of Terms 

For the purposes of this study, the following defini-

' 
tions have been formulated: 

Mature woman student--a female student who is or will 

be 25 years of age or older during the school year, 1977-

78; 

Full-time student--one enrolled in 12 semester hours · 

or morie; 

Part-time student--one enrolled in less than 12 semes

ter hours; 

Motivational factor--a reason, conscious or uncon

scious, for ~eturning to school to pursue an education 

after a lapse of time away from the campus; 

Counteripressure--a barrier or problem encountered by 

the returning woman student pursuing her education; 

Institutional barrier--an obstacle to the satisfactory 

pursuit of higher education that originates within the 

educational institution; 

Situational barrier--a circumstance in the life of 

the older woman student that acts as an obstacle to her 

educational career; and 
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Dispositional barrier--an intrapersonal attitude or 

problem that acts as a negative force upon the woman's 

life as a student. 



CHAPTER II 

REVIEW OF THE LITERATURE 

Literature having relevance to this study has been or-

ganized into the following areas: (a) motivational orienta-

tions of adult learners in general; (b) motivational orien

tations of mature women students in particular; (c) prob

lems and barriers encountered by mature women students; 

and (d) developmental changes in behavior and motivation 

during the adult years. 

Motivational Orientations of Adult Learners in General 

With increasing attention being focused on opportunity 

for post-secondary education, one primary concern centers 

on adults--especially the degree of their participation in 

educational activities beyond their formal high school 

preparation. It is evident that adult enrollment in degree

credit courses has increased dramatically in the past few 

decades. Amidst discussions of commitments to "life-long 

learning," there has been heightened interest in developing 

greater awareness of the characteristics of those adults 

who are engaged in educational activities at post-secondary 

institutions. One major emphasis has been the exploration 

of reasons or motivations which influence the decision of 

adults to pursue further education. 

18 
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One of the earliest studies in the field of adult mo

tivation was conducted by Hoy (1933). The reasons given by 

372 adults attending classes in a large industrial city in 

England were classified by Hoy into six categories, These 

included: a desire for knowledge, education, improvement; 

participation for business reasons; interest in some par

ticular branch of study; learning for leisure, and partici

pation for social reasons. 

Hoy's germinal work was followed in 1936 by Williams 

and Heath who reported on reasons given by adults who were 

attending classes in England, Scotland and Wales. The in

vestigators grouped the reasons into four basic categories: 

"the escape motive,n "restoring the balance," "the respite 

from economic ends," and "the discovery of fellowship" (p. 

25). 

Research in the area of adult learning motives lay 

dormant after the early work of the 1930 1 s until Nicholson 

designed a study in 1955 aimed at identifying and analyzing 

the major educational needs and interests of adults. His 

5,211 respondents were allowed to list as many reasons as 

they felt influenced them to enroll in a specific class. 

The results showed that 58.3 percent indicated economic

occupational reasons, 62.2 percent listed intellectual

cultural reasons, and 30 percent indicated personal-social 

reasons. · 1 
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By far, the most influential study in the field of 

motivational orientation was the seminal work of Cyril O. 

Houle (1961), In his book, The Inquiring Mind, Houle re

ported on interviews with 22 continuing learners, He found 

that all of them had goals they wished to achieve but 

varied in the type of motivation that impelled them to 

participate. Within the group, he identified three motiva

tional types. The first were the goal-oriented, who used 

education as a means of accomplishing fairly clear-cut ob

jectives. The second, the activity-oriented, were those 

who took part because they found in the circumstances of 

learning a meaning which had no necessary connection with 

the content or the announced purposes of the activity, The 

· third, the learning~oriented, sought knowledge for its own 

sake. 

Of the three groups identified .by Houle, the goal

oriented were the easiest to understand, chiefly because 

their views accorded so well with the usual beliefs about 

education. The education of the goal-oriented people, Houle 

stated, was in episodes, each of which began with the real

ization of a need or the identification of an interest, 

There was no even, continuous flow to the learning of such 

people, although it was an ever-recurring characteristic 

of their lives, 
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The activity-oriented learners took part in education 

primarily for reasons unrelated to the purposes or content 

of the activities in which they engaged. All of the 

activity-oriented persons in Houle's study were course

takers 011 group-joiners. They sought social contact, and 

their selection of an activity was essentially based on 

the amount and kind of human relationships it would yield. 

For the learning-oriented, Houle found that education 

could almost be called a constant rather than a continuing 

activity, This sub-group differed from the other two mark

edly. Each particular educational experience of the learn

ing-oriented was an activity with a goal, but the con

tinuity and range of such experiences made the total pat

tern of participation far more than the sum of its parts. 

Houle found that these persons were avid readers; they 

joined groups and classes for educational reasons; and they 

selected the more serious programs on television and radio. 

The conceptual scheme proposed by Houle for classify

ing reasons for participation in adult education stimulated 

considerable research interest that ultimately led to the 

refinement of measuring techniques and the extention of 

Houle's three original categories. 

The initial attempt to operationalize Houle's typology 

was made by Sheffield (1964) who studied participants in 
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20 conferences held throughout the United States. The Con

tinuing.Learning Orientation Index that he developed con

sisted of 58 items scored on a five-point scale. In analys

ing the responses of his sample of 453 participants, seven 

factors accounted for 58.5 percent of the variance. Shef

field identi.fied five factors which he felt confirmed and 

sharpened Houle~s three basic learning orientations. These 

included: 

1. learning orientation--seeking knowledge for its 

own sake; 

2. desire~activity orientation--taking part because 

in the circumstances of the learning an interpersonal or 

social meaning is found; 

3. personal goal orientation--participation in educa

tion to accomplish fairly clear-cut objectives; 

4. societal goal orientation--participation in edu

cation to accomplish clear-cut social or community-cen

tered objectives; and 

5. need-activity orientation--taking part because in 

the circumstances of learning, an introspective or intra

personal meaning is found which may have ~o connection 

with the content of the activity (pp. 68-69). 

Work in the field of adult participation motives was 

further expanded by Burgess (1971) in a study designed to 



23 

explore further the typology set forth by Houle and clari

fied by Sheffield. Burgess hypothesized that reasons 

chosen by men and women for participation in educational 

activities would factor into one or more of at least eight 

groups of reasons. To test the hypothesis, 1,046 adult 

learners responded to an instrument designed by Burgess 

called Reasons for Educational Participation (REP). The 

results were factor analyzed and seven groups of reasons 

were identified: the desire to know; the desire to reach 

a personal goal; the desire to reach a social goal; the de

sire to reach a religious goal; the desire to escape; the 

desire to take part in an activity; and the desire to com

ply with formal requirements. Burgess concluded that his 

findings provided additional validity to Houle's and Shef

field's concepts of educational orientations by further 

defining and clarifying the results obtained in previous 

studies. 

In a study in New Zealand, Boshier (1971) endeavored 

to develop Houle's typology further, exploring its appli

cability in the New Zealand setting with a wider range of 

respondents. He also set about to develop an instrument 

to measure motives for attendance and to formulate a model 

of adult participation that had cross-cultural generality. 

Boshier developed the Educational Participation Scale 
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(EPS) and administered it to 233 adults selected at random 

from three institutions. 

Boshier's study offered the tentative conclusion that 

adults were primarily motivated to participate in educa

tional programs because they were either deficiency-moti

vated (social improvement, escape, social contact, profes

sional advancement), or growth-motivated (social welfare, 

cognitive interest, educational compensation), Boshier 

postulated that deficiency-oriented participants seek to 

remedy their particular deficiency and thus seek equilib

rium and homeostasis. Growth-motivated persons, on the 

other hand, are seeking heterostasis, In the growth

oriented, self-actualizing people, Boshier observed, grati

fication increases motivation and heightens excitement. 

Instead of wanting less education, they continually want 

more. 

Two American researchers, Barry Morstain and John C. 

Smart (1974) set about replicating and expanding upon 

Boshier's New Zealand study. They administered Boshier's 

Education farticipation Scale to 611 students enrolled in 

one college in the U.S. and obtained factor patterns that 

were judged to be very similar to those obtained in New 

Zealand. Furthermore, in terms of the reliability of the 

EPS, the fairly high coefficient alphas reported for each 
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scale derived in the U.S. study were additional evidence 

which was consistent with the high test/retest coefficients 

found in Boshier 1 s study. 

The typology suggested by Houle and extended by Shef

field and others provided the framework for yet another 

study in 1975 by Dickinson and Clark. These researchers 

utilized Sheffield 1 s Continuing Learning Orientation Index 

to analyze the learning activities of a sample of 220 stu

dent nurses. The factors identified from the Sheffield in

strument were similar to those found in other·applications 

of the same instrument and consistent with the Houle typol

ogy. Dickinson and Clark concluded, however, that there 

was still a need to determine more accurately the utility 

of learning orientations as predictors of participation in 

different types of learning activities~ 

As analyzed by Boshier (1976), the results of these 

investigations on the learning orientation of adults re

main tentative. Certainly, there is utility in knowing 

why adults participate in educational activities, but 

Boshier noted that we must r•esist the urge to "type" adults 

into the three categories offered by Houle, the five cate

gories suggested by Sheffield, or the eight categories re

ported by Burgess. Adult learners are not of a type or 

category; they present their own good reasons for 
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continuing education in their intentful pursuit of sustain

ing knowledge, something of personal, practical use to 

themselves. 

Motivational Orientations of Mature Women Students 

Women in the United States are re-examining their 

roles, their values and their_ goals in pursuit of greater 

self-respect and more satisfying lives. Nowhere is this 

trend more evident than on our college campuses. Women are 

returning to school in record numbers and the end is still 

not in sight (Raushenbush, 1961). It is important, then, 

for faculty, administrators and counselors to be aware of 

the motivations and difficulties experienced by these 

women so that effective advice, counsel and understanding 

will enable the women better to profit from their educa

tional experiences. 

Many women who return to college, although of dif

ferent ages, have problems similar to those of the adoles

cent who is in the midst of an identity crisis. The iden

tity crisis most frequently refers to that period when a 

person questions deeply and comes to terms with her abili

ties and limitations, with cultural values and attitudes, 

and with the means of occupying a suitable occupational or 

societal role (Erickson, 1963). With society's great 
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emphasis on higher education, many women are drawn to col

lege as a possible place to develop a more far-reaching 

identity. Fortunately, college allows her to test her 

abilities, to come in contact with influential people and 

ideas, to acquire a new sense of importance, and to develop 

a sense of occupational direction (Letchworth, 1970). 

The identity crisis is mentioned by several other 

authors as a key motivating factor for mature women. Brand

enburg (1974) saw women coming back to school during "mid

dle motherhood." These women return at a time of renewed 

identity crisis. The middle-aged, returning women student 

may find herself asking, "Who am I?" "What do I do with 

my time?" "What do I do with the rest of my life?" 

(Durchholz and O'Connor, 1973, p. 51). 

Less numerous are the women who, instead of an iden

tity crisis, are motivated to return to school because of 

an integrity crisis (Letchworth, 1970). The integrity 

crisis is concerned with fundamental existential questions 

such as "What is the meaning of life?" "How can I relate 

to the world?" The integrity crisis involves understanding 

of the world from a creative and unique perspective rather 

than from a conservative point of view. If resolved, the 

integrity crisis will lead the woman to more individualized 
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relations with herself, her family and society (Hill, 

1968). 

Integrity and identity are not mutually exclusive con

cepts, nor are the crises to be resolved in any particular 

order. Identity plays the primary role, but the resolution 

of both is a prime motivating factor in the woman's return 

to college (Letchworth, 1970). 

Letchworth (1970) also cited relief from boredom as a 

frequently given reason for the mature woman's return to 

college. Boredom, he stated, stems from many sources. It 

has its roots in the diminishing motherhood role as the 

children grow up and leave home. Second, the woman's life 

may seem dull compared to her husband's, Third, boredom 

can stern from a lack of fulfillment from the usual women's 

club or philanthropic activities. Steele (1974) also re

ported boredom as a strong motivating factor. She noted, 

however, that women who return to the campus because of 

boredom frequently develop serious educational goals. 

Lichtenstein and Block (1963) described the factor of 

loneliness as a motivation. Bulpitt (1973) described the 

symptoms of loneliness in these terms: ''The woman of 

40-plus often finds college a refuge from a too-empty 

house" (p. 50). She added that those women who return to 

school after their children are grown have been tagged as 
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victims of the "empty nest syndrome" (p. 58). This is a 

facile label used to describe their deep feelings of use-

1essness. "Socialized to believe that child-rearing is 

their main function in life, they are now faced with a 

lonely life with no purpose" (p. 58). 

The economic motive also plays an important role in 

bringing older women back to the campus. Several authors 

cited the desire to earn, or to be qualified to earn, ad

ditional family income as a primary reason for many mature 

women's decisions to further their educations (Letchworth, 

1970; Bulpitt, 1973; Durchholz and O'Connor, 1973). Educa

tion is seen by these women as a means to an end rather 

than an end in itself. The job may or may not be an abso

lute necessity. The wife's income may be placed in a col

lege fund for the children, or may enable the family to 

afford a larger home or extra vacations. Whatever the 

reason, the future job permits the woman to make an active 

contribution to the family and thereby to acquire a new 

sense of self worth (Letchworth, 1970). 

But, ·many women do not have a choice about whether 

they will return to the campus for economic reasons. 

Widows, divorcees or deserted women with or without children 

to support, and single, older women in dead-end jobs are 

also part of the population that returns for financial 
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reasons (Bulpitt, 1973; Steele, 1974). Durchholz and 

O'Connor (1973) reported that at least 35 percent of the 

women they interviewed indicated future or present employ

ment as their chief reason for returning to campus. 

Frequently, career change prompts the return to school. 

Hoenniger (1973) discussed the phenomenon of mid-life 

vocational changes in these terms: "The changes in job 

requirements, the early completion of families, the ability 

to work and study at the same time, and, perhaps most im

portant, the desire of women to lead more satisfying lives, 

have encouraged the 'recycling' of life-styles and 

careers" ( p. 4-) • 

Divorce or marital difficulties are additional motives 

for returning to college. The divorcee is renewing her 

contact with the world in hope of meeting interesting men 

and developing skills so that she may regain employment. 

Returning to college is also usually a psychological neces~ 

sity to relieve tension and anxiety and to develop a sense 

of adequacy and wholeness (Letchworth, 1970). 

The motivations of a woman who is experiencing marital 

difficulties, but is not yet contemplating divorce, are 

viewed differently by Letchworth (1970). He postulated 

that she frequently has vague feeli~gs of dissatisfaction 

and views education as her insurance for the future. 
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However, she may not be able to verbalize these feelings 

and simply states that she is returning to college to 

flbreak the routine of surburban living" (Letchworth, 1970, 

po 105). 

The increasing number of women returning to college 

also reflects the cha~ges in sex roles in America. Al

though women may not see themselves as influenced by the 

women's movement, Korda (1973) stated, "the message has 

gone deeper into women's minds than anyone seemed to 

realize--perhaps because they always knew it was true" 

(p. 17). Kelman and Staley (197~) also saw the women's 

movement as a motivating force toward self-development. 

They ·noted, "Women jncreasingly desire to become more in

dependent and self-fulfilled through the kinds of high

status employment usually achieved only after completion 

of some higher education" (p. 1). 

Other women not interested in employment, but still 

affected by the women's movement, may return to college as 

an "act of compulsion" (Letchworth, 1970, p. 105). This 

kind of woman views college as an uncompleted part of her 

life; she will not be a pe~son unless her ambitions are 

satisfied. Lichtenstein and Block (1965) noted that this 

, type of individual may be motivated to attend classes to 

prove her worth as something other than a housewife, And, 
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as one woman put it, "Why do I want a degree? Because I 

am the only person I know who is over 22 and doesn't have 

one--or more. It's humiliating" (Byrne, 1970, p. 523). 

Related to the "act of compulsion" motivations are 

those individuals who return to campus because of an un

fulfilled desire for knowledge. In Doty's study (1967) a 

full 80 percent of her respondents reported this reason. 

Brewster (1973) noted similar feelings in her essay, "The 

Call of the Campus". 

However, not all women are as highly motivated as 

those in Doty's or Brewster's studies. Johnstone and 

Rivera (1965) reported that in their extensive survey of 

12,000 households, women enrolled in school more often in 

response to home and family life and leisure-time activi

ties. In addition, women were likely to take courses to 

"get away from the daily routine" (p. 11). Letchworth 

(1970) also cited reasons of escape from responsibilities. 

He noted that this type of woman usually has trouble saying 

"no" when asked by her family, her church, or other or

ganizations to assume new responsibilities. To her, class 

attendance is an easy and convenient excuse. 

In an attempt to better understand what motivates ma

ture women to return to college, Doty (1967) compared pe~

sonality characteristics, attitudes and outside activities 
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of mature women undergraduates and similar women who were 

not enrolled in college. Although the personality test 

scores of both groups were in the normal ranges, the women 

students had significantly more masculine interests, were 

more active, were more interested in manipulating their 

environment to fit their needs, and more likely to seek out 

social contacts than the non-student woman. "Husbands of 

twice as many students as non-students had attended college 

and were employed in professional occupations,u Doty noted 

(p. 172). She found that the non-students were character

ized by a generally lower level of mental activity and 

motivation to seek intellectual and social stimulation and 

held more conventional attitudes regarding the role of women 

than did students. 

Mulligan (1973) also reported the salient characteris

tics of mature returning women. She noted that professors 

were aware of the high degree of tenacity and enthusiasm 

of these women toward course materials and academic require

ments. Persistence and the real sense of self-fulfillment 

were also obvious to academicians. The data supported the 

views of a growing number of university personnel that 

people learn best when they are motivated to learn and that 

opportunities for education must be provided throughout 

the lifetime of the individual. 
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Barriers and Problems Encountered by Mature Women Students . 

Although more women than men complete secondary school, 

' fewer adult women than men participate in post-secondary 

education. How can this be explained? One group of expla

nations may be found within the educational institutions, 

Some have policies that deliberately and actively discrimi

nate against women, Others simply have failed to attract 

women because they have n~glected to consider whether their 

policies might act as barriers. Second, particular life 

situations of women may prevent their taking part in educa

tional programs even though they would like to do so. And, 

third, barriers must be acknowledged to exist within the 

women themselves. In this section, many of these obstacles 

will be examined. first, institutional barriers will be 

explored. Next, situational barriers will be examined, and 

finally, dispositional barriers will be reported. These 

diverse influences are not always independent of each other 

and often do interact synergistically. 

Institutional Barriers 

There. are five major aspects of institutional factors 

that tend to exclude older women from continuing their edu-

cation: (a) admissions practices, (b) financial aid prac-

tices, (c) institutional regulations, (d) deficiencies in 
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curriculum planning and student services, and (e) faculty 

and staff attitudes. 

Admissions practices. It is the area of admissions 

policies that the most obvious discrimination exists. Many 

institutions have quotas for the number of women to be ad

mitted. Others refuse admission to mature women students, 

or to part-time students, Many schools are reluctant to ac

cept transfer students or, alternatively, to accept trans

fer credits, A number of institutions, especially proprie

tary technical schools, refuse to admit women to programs 

in "inappropriate" fields--i.e., fields where few women have 

been employed and where, as a consequence, job placement 

may be difficult (Ekstrom, 1972). 

Walster, Cleary and Clifford (1971) studied discrimi

nation at 240 colleges and universities. Each college was 

sent an application randomly assigned to race, sex and 

ability level. At each ability level, application informa

tion was held constant except for race and sex. They found 

that males were markedly preferred over females in admis

sions at the ·low ability level, but that this difference 

disappeared at the medium and high ability levels. 

Cross (1971) pointed out that arbitrary sex quotas 

of many colleges operate in a discriminatory manner since 

they place a ceiling on the number of qualified women 



36 

admitted, but allow the admission 0£ men :with lower qual

ifications. 

Among reasons advanced by colleges and universities 

for restricting the number of women admitted are these: 

(a) women are more likely to drop out 0£ school and not 

complete their education, and (b) women fail to use their 

education after they have received it (Ekstrom, 1972). 

Another type of discrimination in admissions is the 

reluctance or refusal 0£ schools to admit students who are 

over a certain age, typically 35 or 40. Lyon (1964) 

stated that a number 0£ universities refuse to accept 

women over age 35 for graduate programs. While such an 

admissions policy ostensibly discriminates against both 

men and women, women are much more likely to be affected. 

Lyon observed that this is often because women interrupt 

their education for marriage and while caring for young 

children. They realize only after their children reach 

school age that they would like to return to school. There 

is evidence that many women do not attend college or school 

until they . reach the middle years of life (about 35 or 40). 

Johnstone and Rivera (1965) found that, while rates of 

participation in adult education were lower for women than 

for men before age 35, they were virtually identical for 
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men and women over that age. At any age level or at any 

stage in the life cycle, however, men are more apt to take 

courses for credit. Women were more likely than men to 

take their first adult education course after age 40. 

Discrimination in admissions also occurs when schools 

refuse to accept part-time students, Although this' prac

tice applies to both men and women, women are much more: 

likely to be affected because of their family responsibili

ties (Ekstrom, 1972), Lefevre's study (1972) of 35 mature 

women graduate students at the University of Chicago con

cluded that accepting degree students on a part-time basis, 

funding for part-time study, and examining scholarship 

and loan policies with the needs of women with children and 

of older as well as young students in mind would enable 

more women to remain in school throughout the childbearing 

years or to return to school earlier. 

Difficulty in transferring credit from one institution 

to another is another problem that mobile older students 

face. Again, although such problems affect both sexes, · 

they are aggravated for women, who often feel obliged to 

move whenever a husband's employment necessitates it. Men 

are usually more able to control their mobility (Ekstrom, 

1972). Policy changes in admissions at both undergraduate 

and graduate levels were recommended by Cohen (1971). She 
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stated that these policies should be redes igned so as not 

to penalize qualified older women returning after an ab

sence of several years. Credit transfers, residence re

quirements, and application forms and testing procedures 

should reflect new concern for individual situations and 

be designed to encourage older women applicants, she noted. 

Financial aid practices, Lack of money is one of the 

greatest barriers to all types of education. When finan

cial aid practices are based on variables other than need, 

the less affluent may find their access to continuing edu

cation barred. 

According to Ekstrom (1972), women have been denied 

equal access to financial aid for post-secondary educa

tion because of institutional practices such as: (a) mak

ing scholarships, fellowships and loans more available to 

men than to women, (b) restricting financial aid to full

time students, (c) withholding financial aid from women who 

are married or pregnant or already mothers, (d) failing to 

provide deferred payment plans, (e) not offering financial · 

aid for child care and other expenses, (f) limiting employ

ment opportunities for women, and (g) imposing different 

cost bases or charges for male and female students or for 

part-time and £ull-time students. 
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Eleanor Dolan (1963), in discussing the financial needs 

of mature women students, reported that lack of money was a 

definite limiting factor. She noted that there has been a 

reluctance to grant older women scholarships, fellowships, 

or assistantships partly because the discontinuity in older 

women's use 0£ advanced training has not been properly 

evaluated. 

The dearth of scholarships or fellowships for part

time students, although it creates barriers for both men 

and women, serves as a more major barrier for women. Ac

cording to Ekstrom (.1972) el~gibility for subsidized loans 

and grants is often limited to those who are enrolled as 

either full- or half-time students, She observed that a 

married woman with young children "may not be able to at

tend school on a full- or even half-time basis, so even if 

she were willing to borrow money, in all likelihood, she 

would not be able to receive the assistance available to 

others" (p. 18). 

The need to break educational rigidities is empha

sized by Ekstrom (1972) as a means of making it possible 

for mature women to return to school. She suggested that 

the initiation of deferred payment plans would be benefi

cial. She also recommended that funds be channeled to 

ease some of the financial stress that occurs between 
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family commitments and educational requirements. She felt 

that stipends should be made available to provide adult 

women with the financial resources to buy the "time" to 

pursue their education while maintaining their domestic 

responsibilities (p. 21). 

Riddle (1977) pointed out that married women may meet 

other problems in obtaining financial help. In many states, 

if the woman's husband does not consent to share his income 

for her tuition, or will not sign a student loan applica

tion, she will not be able to attend classes at all. She 

will be ineligible for financial aid because of her hus

band's earnings. Durchholz and O'Connor (1973) observed 

that "unless the woman has an independent income, she may 

be fo1,ced to spend her life in an economic childhood" 

(p. 62). 

Likert (1967) pinpointed the financial barrier further 

by quoting one of the women in her sample: "The thing 

that keeps many of us from going back to school is simply 

lack of money. A mother doesn't quite know when she de

serves to take something out of the family budget for her 

own development. She really feels guilty about spending 

money on her own education. When the choice is between 

having the childrents teeth fixed and sending mother back 

to school, there really isn't much choice" (p. 39). 
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Institutional regulations~ Once the mature woman stu

dent has been admitted to an educational institution, she 

will not find that the barriers have been greatly dimin

ished. All too many colleges and universities bristle with 

rules and regulations that increase the difficulties fac~ 

ing the older woman student, but that have little rationale 

in terms of improving her learning. Ekstrom (1972) re

ported that among these arbitrary policy decisions are: 

(a) refusal to grant credit-by-examination or credit for 

non-traditional learning, (b) adoption of restrictive regu

lations pertaining to residency, attendance, size of course 

load, time limits for completing a program, and regulations 

mandating certain courses, and (c) irrational housing regu

lations. 

The failure of universities to provide credit for 

learning which takes place outside of the classroom has 

been pointed out by Cless (1969). Cless noted that col

leges pay much lip service to the learning of living, but 

most of them still refuse to consider credit for non

classroom learning. She stated that institutions of 

higher learning must begin to look for ways to utilize 

nonclassroom learning with the degree system if older 

women are to ease existing and predicted shortages of 

professional manpower, She also noted that colleges 
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concerned with the education of women will have to admit 

that raising a family and serving a community are learning 

experiences as valid in fact, if not in mind, as sitting 

in a classroom or a laboratory, 

The regulations which require students to maintain a 

full-time course load or to complete the course of study 

within a specified period of time often act as barriers to 

older women (Ekstrom, 1972). Lyon (1964) pointed out that 

many top universities will not allow a candidate to earn a 

doctorate entirely on a part~time basis. 

Ekstrom (1972) noted that the major problem with most 

of the arbitrary regulations is not so much their exis

tence as it is the ''inflexible manner in which they are 

administered. Such rigidities may be indicative of an 

underlying although perhaps unconscious negative attitude 

toward the education of the nontraditional woman" (p. 26). 

Curriculum planning and student personnel services. 

Another area of institutional barriers lies in the nature 

of curriculum offerings and student services. There are 

a number of program variables which especially affect women 

students who are older than average. These include: (a) 

time and location of courses, (b) child care facilities, 

(c) counseling and orientation, (d) external d~gree 
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programs, (e) means for accelerating courses or programs, 

(f) access to abademic resources, (g) differentiation be

tween full- and part-time students, and (h) part-time 

clinical or field work (Ekstrom, 1972). 

A major deterrant to the participation of women in 

post~secondary education is the lack of conveniently 

scheduled courses. Another aspect of this problem is the 

location of the course being offered. Many colleges and 

universities are located in urban areas, Often access is 

difficult and time consuming for the suburban 'housewife. 

Many women are also concerned with the dangers of travel

ing alone in a city after dark. On the other hand, courses 

in suburban locations may be impossible to reach by pu1:>lic 

transportation (Ekstrom, 1972). 

Another problem that relates to convenient course 

scheduling for women students is the time of day when a 

course is offered (Likert, 1967). No one time of day is 

convenient for all women. She pointed out that mothers of 

young infants and working women may be able to handle only 

evening cqurses when husbands are available to babysit; 

mothers of older children prefer courses scheduled while 

thier children are in school. 

Hembrough (1966) raised the question of how many mar

ried women may choose goals based on what late afternoon 
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and evening classes are available rather than pursuing 

goals related to their interests and abilities. 

Unlike Hembrough, Myers (1964) found that, for many 

older women, attendi~g evening classes was impossible or 

very difficult. She pointed out that families preferred 

wives and mothers to be at home at night. 

A second very much needed change in many colleges and 

university programs is the provision of child care facili

ties. The Newman report (1971) recommended that facili

ties be provided which give recognition to the fact that a 

woman is not a female bachelor. 

In a study of student wives and mature woman students 

by Hembrough (1966), women without children were more like

ly to attend school than women with children. However, the 

fact of being a mother did not appear to be the determining 

factor in whether or not married women continued their 

education. Many women in her survey said that they felt 

the biggest help would be to have a place on campus where 

they coul~ take children while attending class or studying 

in the library. Komarovsky (1966) and Mueller (1966) have 

also written that one of the problems of educated women dur

ing their child-raising years is the need for substitute 

mothers and/or child care facilities. 
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Counseling and orientation. Women students returning 

to education after a hiatus of several years are thought 

by some to need special counseling and orientation programs, 

Lack of such programs may make their return to college con

siderably more difficult, The lack of counseling services 

emerged as a barrier in Shoulders' (1968) study. Myers 

(1964) similarly recommended that special advisors be avail

able to counsel mature women students, It was suggested by 

Ekstrom (1972) that a special administrative unit might be 

organized in colleges to deal with the problems of the re

turning student. Such a unit would provide not only coun

seling but also any other services necessary to help these 

students enroll and to continue their education. 

Limited access to academic resources is another prob

lem that confronts the mature woman student. Libraries, 

counseling offices, data processing centers, laboratories 

and other facilities are usually open at times convenient 

for the typical, full-time student. It is not unusual for 

a student enrolled in evening courses to have to take a day 

off from work, with resulting loss of income, in order to 

register for classes or to consult with an advisor (Hem

brough, 1966). 

Faculty and staff attitudes. The attitude of the 

faculty and staff is still another institutional barrier to 
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the mature woman. Opinions which these persons hold 

about the "appropriateness" (Ekstrom, 1972, p, 35) of 

women's education often means the difference between suc

cessful completion or lack of completion of the program. 

Ekstrom pointed out that negative attitudes about women 

affect the student in several ways: (a) she is less likely 

to receive assistantships, (b) she gets less help in job 

placement, Cc) she lacks encouragement and guidance, (d) 

she lacks female role models among the faculty and ad

ministration, (e) she receives counseling that reflects 

sex-stereotypes and masculine expebtations about women's 

life styles, and (f) she is subjected to doubts about her 

motivations as a student. 

The study of college-education women conducted by 

AAUW has resulted in numerous anecdotes of sex discrimina

tion (Kresge, 1970). A woman told of attempts made by 

the architecture department to switch women students into 

interior decorating. A male professor told how his wife, 

although awarded a prize as the best graduate student in 

her depart_ment, was told by her chairman that he refused 

to recommend her for a fellowship because of her sex. 

Riesman (1965) charged that American academic life has 

an increasingly male mode of per•formance standards. 
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It should be observed that some older women students 

may have the intellectual and emotional resources to meet 

and 9vercome discrimination based on sex; others may not be 

so fortunate. Likert (1967) interviewed many women return

ing students who had comments on discrimination. One 

woman noted, "Getting a Ph.D. is like climbing the alps or 

something. You have to convince men that you are serious" 

(p. 36). Another observed, "To succeed, it seems that one 

has to be just as tough as nails and aggressive. If you 

are going to succeed in a man's world, you have to be more 

like a man than like a woman, This personally distresses 

me" (p. 37). Likert wrote that a woman engineer in her 

study heard the following from one of her in8tructors: 

"Well, you had your chance before you were married. Now 

that you're married, you're taking up a spot some fellow 

could have" ( p. 3 7) . 

In spite of these institutional barriers, an increas

ing number of older women are coping with the vagaries of 

academe and are succeeding in their educational goal. 

Situational Barriers 

There are in the lives of individuals many "here and 

now" circumstances that affect their activities. In the 

case of older women wishing to continue their education, 

these circumstances may serve as situational barriers. 
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Familial factors. One of the primary difficulties in 

returning to school is the adjustment to a schedule to in

clude both academic and familial responsibilities (Letch

worth, 1970). The mature woman must consider such things 

as house maintenance, children's activities, husband's in

terests, and the continuance of social contacts. She often 

finds that she can no longer live in her accustomed manner, 

and the role of student must be integrated into her family 

life. 

Ekstrom (1972) found that the greatest deterrents to 

women's return to the campus were the needs of their fami

lies, especially when those needs conflicted with college 

demands. Astin (1968) found that domestic obstacles were 

major problems for the career development of the older 

women she studied. 

The attitude of a woman's husband toward her further 

education was found to be extremely important. Mitchell 

(1969) reported that only 7.3 percent of the women doctor

ates in her study were actively encouraged in their educa

tional plaDs by their husbands; the remaining husbands 

were neutral or nonsupportive. Astin (1969) found that 

12 percent of the women holding doctorates in her study 

experienced negative attitudes from their husbands. 
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Letchworth (1970) pointed out that the husband may 

feel threatened by the aggressiveness and assertiveness of 

his wife and, in both direct and indirect ways, discourage 

her from returning to school. "The less competition that 

a woman feels with her husband, the greater is the possi

bility of achieving a new sense of identity and integrity 

through her studies," Letchworth stated (1970, p. 105). 

In her Conversations with Returning Women Students, 

Likert (1967) found many women who were deeply affected by 

their husbands' attitudes; 

But what if your husband really objects? Can you 

go back and hope that he will be persuaded or do 

you have to give up (p. 21)? There are times 

when your husband will say, ~'I wish you td quit 

school." If you realize this is going to happen, 

it isn't so hard to take (p. 21). 

Likert captured the attitude of the majority of the women 

she spoke to with this quote: uMy husband frankly admits 

that he would much prefer that I devote all my attention 

to him, but he also realizes that I'm a much happier per

son when I am doing something that gives me a sense of 

self-satisfaction and self~identi ty" (p. 22). 

Even with a supportive family, the woman who wishes 

to continue her education faces many other problems, 
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Ekstrom (1972) reported that women with children had many 

more problems associated with attending college than those 

without children. She reported that number of children 

did not present as much of a problem as age of children. 

Many women had postponed their return to school until ·,their 

children were older, While pursuing graduate study, mar

ried women with children had difficulties with family re

lationships, the cost of study, mobility and family illness. 

She pointed out that ultimate success in attaining a degree 

appeared to be dependent upon a facilitating agent in the 

educational or home environment, in addition to the per

sistence and intelligence of the woman. 

For many women, the availability of household assis

tance, whether from paid help, husband, or relative, may be 

a significant factor in permitting a continuation of educa

tion. In Johnstone and Rivera's study (1965), women were 

22 percent more likely than men to report that it was hard 

to get out of the house as a reason for difficulty in pur

suing further education. 

A very different type of family situation, frequent 

moving because of husband's career, is a problem often 

mentioned by women who wish to continue their education. 

Hembrough (1969) reported that married women often en

counter difficulty in trying to continue their education 
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because of their mobility. Families move from one city· to 

another, and a married woman moves when her husband is 

ready to change jobs. More than 60 percent of the women 

in her study reported uncertainty about continuing their 

education because of possible mobility. 

Even when frequent moves are .. not a problem a woman 

often finds herself unable to pursue studies locally in the 

area of her special interest. The complication is further 

compounded if the local college offers work in her field, 

but it will not admit her due to the institutional barriers 

cited earlier. Ekstrom (1972) wondered how many women 

who do pursue education beyond secondary school are forced 

into subject areas that are their second choice because of 

the "interaction of geographical location and institutional 

barriers" (p. 5 8). 

Attitudes of friends. The degree to which a woman 

student's friends may understand the pressures she faces 

and respond to them with support for her may be highly re

lated to her feeling able to continue her studies. On the 

other hand, friends who have not been involved in continu

ing education themselves may not understand a woman's 

interest in returning to school and may discourage her from 

doing so. Husbands (1972) connnented on this problem and 

noted that women in graduate school may meet disapproval 
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from relatives and friends for their nontraditional behav

ior. 

Community pressures. In many communities, especially 

suburban communities, there are strong pressures for women_ 

to be totally involved with home and family or in volunteer 

work. The woman who feels these pressures may feel, too, 

that breaking away from the expected women's role in order 

to continue her education would place her at a disadvantage 

(Ekstrom, 1972). 

Alternatively, for some women, dissatisfaction with 

these same social groups may provide stimulus for returning 

to school. Doty (1966) stated that more than half of the 

mature women in her sample gave dissatisfaction with club 

work and related activities as a reason for returning to 

college. 

These studies demonstrate that situational barriers 

tend to be much less amenable to change than the institu

tional barriers. However, education does offer some hope 

of changing the situational barriers~ As society learns 

that women.can fill other roles in addition to wife and 

mother, more husbands may be supportive of women 1 s inter

ests in continuing education, more families may be willing 

to invest their resources in woments education, and 
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"social conditions may alter to make it easier for women 

to achieve their_ goals" (Ekstrom, 1972, p. 61). 

Dispositional Barriers 

The third major type of barrier to the mature woman's 

participation in higher education is dispositional, This 

refers to the attitudes and feelings she has about herself, 

Among the attitudes that serve as barriers to a woman in 

continuing her education .are those related to woman's role 

in society. 

Woman's role. A major psychological factor in the de

cision of an older woman to return to school is her percep

tion of and preference for the traditional woman's role in 

society. Many women are under pressure from society in 

general, from other women, and from men to assume the age

old role of wife and mother (Lewis, 1969), Some of the 

difficulties of maintaining feminine identity while engaged 

in higher education were commented upon by Bunting, Graham 

and Wasserman (1970). They reported that the problems of 

retaining feminine identity while engaged in serious intel

lectual activity is real for most women and is aggravated 

for those who find themselves in a minority in a male

dominated institution. They found that as a minority, 
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women are easily branded as different, often as superior 

intellects but inferior females. Women students need an 

unusual sense of self to persevere in a predominantly male 

setting. They noted that as long as the ratio of men to 

women is high, the ratio itself will be an obstacle to full 

and equal participation of both men and women in the intel

lectual community. 

Tobias (1971) reported that bright women often feel in

hibited in classroom discussion because they are viewed as 

bizarre if they make original comments. Tobias noted that 

women students have been rewarded for being passive, depen

dent and avoiding conflict. Meanwhile, aggressiveness, 

active learning and independence are rewarded in college. 

She added that the college environment favors a style of 

teaching and learning designed for male students, reward

ing their aggressiveness and their ability to cope with 

conflict, 

Fear of success. Horner's (1970) work pointed out 

that women's avoidance of success acts like a psychological 

barrier to· their achievement. She noted that when success 

is likely, many women, threatened by negative consequences, 

become anxious, and their positive achievement strivings 

become thwarted. She reported that when the motive to 

avoid success is strong, the abilities and intellectual 
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potential are unfulfilled and, as a result, feelings of 

frustration and confusion tend to emerge. 

Horner is not the only researcher to note this 

phenomenon. Crandall, Katvosky and Preston (1962) found 

that, for boys, IQ score was correlated with expectation 

of success, but that the brighter the girl, the less well 

she expected to do. Walberg (1969) said that bright girls 

may hold back intellectually in order to conform to the 

feminine role and to gain social approval. 

Personality. The entire socialization process of 

women encourages the development of a personality which may 

be at odds with the characteristics needed for obtaining 

education (Ekstrom, 1972). She pointed out that the charac

teristics which may serve as especially strong barriers 

are dependence, passivity, and feelings of inferiority. 

Tobias (1971) has discussed the problem of inferiority 

feelings in females as a barrier to their academic suc

cess. She stated that women are taught that they are in

ferior to men. In referring to the often cited work by 

Goldberg (1968), in which college students were asked to 

evaluate identical essays and in which those purportedly 

authored by women were undervalued, she pointed out the 

students' reluctance to accept as fact that something good 

was written by a woman. 
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Letchworth (1970), in discussing adjustment difficul

ties of mature women, dwelt heavily on a woman's feelings of 

inferiority. He pointed at shame as a feeling of not being 

able to live up to one's standards or aspirations. He 

noted that shame is particularly related to the woman's 

concern over her intellectual abilities~ 

She is afraid that, in spite of the great energy 

she has expended in returning to college, she is 

basically inept and will not be able to succeed. 

She is afraid of. showing her grades to her husband, 

because any poor grade will be indicative of her 

lack of ability. She is afraid to interact in 

the classroom situation for fear of revealing her 

lack of information or her stupidity to both the 

instructor or younger classmates. (Letchworth, 

1970, p. 106). 

Likert (1967) quoted many women in her study who were 

experiencing a high fear of failure due to feelings of in

feriority: "The thing that bothers you the most when you 

first return is your uncertainty about your ability" (p. 

31). "We wonder how we're going to stack up against this 

new generation, whether our study habits have atrophied 

completely, and whether we can juggle all of our various 

hats well enough" (p. 30). 
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Fear of failure manifests itself most strongly around 

exam time, according to Letchworth (1970). He observed 

that examinations take on an all or nothing character in 

which ultimate stupidity or intellectuality can be demon

strated. "The woman, of course, feels that the examina

tion will unveil her ultimate stupidity," he noted (p. 

10 6). 

Bulpitt (1973) emphasized the adult woman student's 

lack of self-confidence and feelings of inferiority as 

perhaps the greatest stumbling block for returning students. 

She noted that the adult students in her study were "often 

a little desperate, touchingly proud to be students 

again, and felt that other younger students had the ad

vantage over them in the classroom. Just the opposite may 

be true," she added ( p. 6 5) . 

Role conflict. Management of feelings of guilt be

comes a problem for women who find themselves in a role 

conflict. As Letchworth (1972) pointed out, "She feels 

that she is selfish when she neglects the full responsibili

ties to her home, her children, and husband. She feels 

that she is selfish when she spends money on education and 

thereby deprives her family of material advantages" (p. 

105). Likert also reported strong role conflict among the 

women in her study, "When you have many roles to play 
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already and you add the student role to the others, I 

should think that you would have_ guilt feelings," observed 

one woman (p. 23). Another added, "I do have guilt feel

ings. This is par for the course. You step out in fear 

and trembling and hope that what you are doing is not 

going to starve yourself or your husband or your children" 

(p. 23). 

Health, energy and stamina. When the pressu~e of the 

other roles that a woman must fill becomes great, the need 

for extraordinary energy becomes obvious. It is impor

tant to appreciate the sheer physical stamina 1"lequired 

of most mature women trying to combine family life and 

study. Johnstone and Rivera (1965) found women eight per

cent more likely than men to report a lack of physical 

energy for classes as an obstacle to their education. 

Ekstrom (1972) reported that women with poor health, 

handicaps, or less than usual amounts of energy may simply 

be unable to meet the physical demands that formal educa

tion will add to their lives. Likert (1967) quoted one 

woman in her study as saying, "I am sure that sometimes a 

woman will feel this is not the time for her to return to 

school because life is just too hectic and too difficult" 

(p. 45). 
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Many women are affected to some degree by all of the 

variables mentioned here. Once again, the action of these 

barriers is synergistic in effect. There is currently a 

very rapid change occurring in the field of higher educa

tion. Some of the practices, which existed several years 

ago and are discussed in this review, may no longer be in 

effect. 

Developmental Changes During the Adult Years 

When the life span is studied in its entirety, it is 

possible to discern certain significant shifts in motiva~ 

tions and needs and in frustrations and problems. New 

strivings may result or new orientations may evolve. 

Else Frenkel-Brunswick's study (1968) presented an in

sightful interpretation of what happens psychologically 

as age increases and as the life span is negotiated. She 

suggested that five major phases can be identified, and 

that the psychological curve of life parallels the bio

logical curve, but is somewhat retarded as compared to the 

biological curve. She noted that the first period is the 

one in which the child lives at home.. A second period 

begins around the 17th year and is characterized by the 

entrance into independent, self-chosen activity and by the 

first independently acquired personal relations~ All 

activities of this period a~e .of preparatory character, 
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The third period usually begins around the 28th year, This 

sector of life includes the largest number of dimensions. 

It begins, usually, with the final and definite choice of 

vocation and with the choice of a definite personal tie 

together with the establishment of a home. This phase is 

the culmination period of life, Frenkel-Brunswick noted, 

and is representative as the most fruitful period in pro

fessional and creative work. The fourth phase begins 

around the age of 48. Frenkel-Brunswick reported the ap

pearance of "negative dimensions~' (p. 80) that usher in 

this phase. The transition to the fourth phase is marked 

by psychological crises\ The criteria which were decisive 

in characterizi~g the first three phases were those which 

applied to the building up of life, whereas a definite de

crease in the amount of activities is characteristic of 

the fourth phase~ The fifth phase, which commences around 

the age of retirement (63 to 65) is often introduced by a 

complete removal from one's profession. Very obvious in 

this phase is the great decrease in the social dimensions, 

whereas quiet activities increase in frequency. This last 

period ,contains experiences of a retrospective nature and 

considerations about the future, i.e,, oncoming death, 

The balance sheet of life is drawn up, so to speak, 

Erickson (1963) formulated eight stages of ~go de~ 

velopment from infancy to aid .age, each stage representing 
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a choice or a crisis for the expanding ego. The effects 

of maturation, experience, and social institutions on the 

growing individual were encompassed in Erickson's theory; 

and the resolutions of ego crises were seen as determining 

the future development of personality, the individual's 

success in adapting to both inner and outer demands, and 

his evaluation of self. 

The eight stages that Erickson postulated include: 

(a) in early infancy, development of a sense of basic 

trust; (b) in late1'"l infancy, a growing sense of autonomy 

versus a sense of doubt; (c) in early childhood, a develop

ing sense of initiative versus a sense of guilt; (d) in the 

middle years of chiJ.dhood, a sense of industr,y versus a 

sense of inferiority; (e) in adolescence, a sense of ego 

identity versus role confusion; (f) in early adulthood, 

the development of intimacy versus a sense of ego isolation; 

(g) in middle adulthood, the development of generativity 

versus a sense of ego stagnation; and (h) in late adulthood, 

a sense of ego integrity versus a sense of despair. 

In Erickson's theory, a different psychological issue 

constitutes the nuclear conflict or crises for the ego at 

each developmental stage, but the same issue is also pre

sent in preceding and later stages. For example, while 

the problem of ego identity is predominant in adolescence, 
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it is also present in adulthood and old age, although in a 

form modified by the individual's life history and by the 

degree of his success in meeting the earlier crises, A 

solution at any stage of ego development has its effects 

on all subsequent stages; and an individual cannot success

fully resolve issues of ego integrity, for example, if he 

has not successfully resolved issues of intimacy and 

generativity, 

Peck (1968) took issue with Erickson's eighth grade, 

ego integrity versus despair. He felt that this final 

era tended to represent in a global, nonspecific way, all 

of the psychological crises of the final forty or fifty 

years of life. He suggested that it might be useful and 

accurate to divide the second half of life into several 

quite different kinds of psychological learnings and adjust

ments at different stages in the latter half of life. He 

hypothesized that the chief chronological divisions were 

between middle age and old age, 

During middle age, Peck suggested that one possible ad

justment was ·between valuing wisdom versus valuing physical 

powers. He postulated that those people who age most suc

cessfully are those who invert their previous value hier

archy, putting the use of their "heads" above the use of 

their "hands" both as their standard for self-evaluation 
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and as their chief resource for solving life's problems 

(p. 89). Peck also saw an adjustment between socializing 

versus sexualizing in human relationships, He noted that 

in middle age, people take on a new kind of value for the 

individual. Rather than being seen as primary sex objects, 

they are now valued as personalities, He also saw a change 

or adjustment in the area of emotional flexibility versus 

emotional impoverishment. He observed that the "healthy" 

middle aged person demonstrates emotional flexibility: 

the capacity to shift emotional investments from one per

son to another, and from one activity to another (p. 89). 

Finally, Peck differentiated between mental flexibility 

and mental rigidity in the middle and late years of life, 

He noted that some people learn to master their experiences 

and to make use of them as guides to the solution of new 

issues. He observed that other people tend to grow increas

ingly set in their ways, inflexible in their opinions and 

actions, and closed-minded to new ideas. 

Dennis' study (1966) presented data on the life curve 

of creative productivity between the ages of 20 and 80 years. 

He found that the decade of the 20's was the least pr6duc

tive period~ However, persons in the arts produced a lar

ger part of their life-time output in this decade than did 

scientists and scholars. The highest rate of output, in the 
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case of nearly all groups, was reached in the 40 1 s or soon 

afterward. From age 40 onwards, the output of scholars 

suffered little decline. After age 60, the productivity 

of scientists decreased appreciably and the output of per

sons in the arts dropped even more than did the scientists. 

The interpretation that Dennis proposed was that the output 

curve of th~ arts rises earlier and declines earlier and 

more severely because productivity in the arts depends 

primarily upon individual creativity. Scholars and scien

tists require a longer period of training and a _ greater 

accumulation of experience and data than do artists. 

Kuhlen (1964) concentrated his work on the develop

mental changes in motivation during the adult years. He 

argued that the changing motivational picture of the adult 

years can be seen from two perspectives. One emphasis is 

upon the growth-expansion motivations which the individual 

translates into a series of goals. The other emphasis is 

upon anxiety, generated by physical and social losses, 

which constitute the motivational source for va1 .... ious handi

capping, but nonetheless protection, defense maneuvers. 

Although Kuhlen saw both motivational patterns operating 

throughout life, he suggested that the first pattern more 

clearly dominates the you~g adult years, and the second pat

te.rm becomes more prominent during the later years of life. 
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Neugarten (1968) concentrated her attention on the 

important differences between men and women as they age, 

She observed that men seem to become more receptive to 

aff ilia ti ve and -: nurturant promptings; women, more respon

sive toward and less guilty about aggressive and egocentric 

impulses. She also reported that men appears to cope with 

the environment in increasingly abstract and cognitive 

terms, while women cope with increasingly affective and 

expressive terms, Ne~garten noted that in both sexes, 

older people move toward more egocentric, self-preoccupied 

positions and attend increasingly to the control and satis

faction of personal needs. 

Neugarten, in summing up the research on the develop

ment of the adult personality, focused on the salient is

sues of adulthood. She postulated that the key issues are 

those which relate to the individual's use of experience. 

Included are his structuring of the social world in which 

he lives; his perspectives of time; the ways in which he 

deals with the major themes of work, love, time and death; 

and the changes in self~concept and changes in identity as 

he faces the successive contingencies of marriage, parent

hodd, career advancement and decline, retirement, widow

hood, illness and personal death, 
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Neugarten pointed out that a psychology of the life

cycle has been slow to develop. She noted that we have no 

psychology of adulthood in the sense that we have a child 

psychology. She attributed this lack to the enormous dif

ficulties of conceptualization involved when the life~ 

history becomes the unit of investigation. She also felt 

that systematic longitudinal data do not yet exist suf

ficient to the purposes of this investigation, 



CHAPTER III 

METHOD 

Subjects 

Subjects were 63 adult women students enrolled at the 

University of Texas at Dallas, They were chosen at random 

from a computer print-out furnished by the university, 

The print-out information included name, address and birth 

date. The subjects ranged in age from 25 to 65. 

Instruments 

Motivation Analysis Test 

The Motivation Analysis Test (Cattell, Horn, Sweney 

and Radcliffe, 1964) was designed to measure ten factor

analytically derived motivational traits. Five of these 

dimensions are basic drives (technically "ergs") and five 

are sentiment structures. The authors point out that an 

erg is a drive or source of reactive energy directed toward 

a particular goal. By contrast, a sentiment is an ac

quired aggregate of attitudes, built up by learning and 

social experience, but also, like an erg, a source of 

motivation. The authors state that both ergs and senti

ments, though essentially common in form, are developed to 
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different degrees in different people. The five drives in

clude: 

1. Mating. This is the sex drive as commonly under

stood, determining interest in the opposite sex, in roman

tic literature and in courting behavior, as well as in per

ceiving beauty in various sublimations of sex and substi

tute sensuality. 

2. Assertiveness. This is one of the roots of ambi

tion and status seeking, and is accompanied by an -emotion 

akin to pride, but also called vanity or assertiveness. 

Its goal shows itself in strivings for admiration, wishing 

to excell in competition, and moving in high status cir

cles. 

3. Fear or escape, Here, though the attention is to 

danger, the goal is security. Interest is in avoidance 

of illness, injury, accident, loss of financial security, 

and death, 

4. Narcism-comfort, This is the narcisistic, sex 

component described by Freud. It is directed to sensual 

indulgence of all kinds, to easy, self-love, and avoidance 

of onerous duties. 

5. Pugnacity-sadism. This is the drive to attack, 

damage, inflict pain, and destroy. Its accompanying 
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emotion is rage, when in extreme form (Cattell et al., 

1964, p. 22). 

The five sentiment structures include: 

1. Self-concept--level of concern about the self

concept, social repute and more remote rewards; 

2. S_uperego--strength of development of a conscience; 

3. Career--amount of development of interests in a 

career; 

· 4. Sweetheart-spouse--strength of attachment to 

husband (wife) or sweetheart; 

5. Home-parental--strength of attitudes attaching to 

the home and family (Cattell ~t al., 1964, p. 3). 

Each dynamic ur.it variable, be it an erg or a senti

ment is assessed by two methods in both an "unintegrated" 

and an "integrated" form, The integrated (consciously ex

pressed) form of the motivational unit is assessed by means 

of a forced, two-choice word association test and an in

formation test. Unintegrated (unconscious) motivational 

units are measured by means of a forced choice "uses" test 

asking the·respondent how he might prefer to spend his 

time and resources; and a multiple choice test asking the 

respondent to judge the correctness of certain alternatives 

of a factual kind. 
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The reliability of the MAT has been measured by short 

term (five week) test-retest and by homogeneity coeffi

cients for each dynamic factor separately. These include: 

Fear, .70; Mating, ,66; Assertiveness, .64; Narcism, .60; 

Pugnacity, .51; Career, ,53; Sweetheart, ,74; Home-parental, 

.81; Superego, .67; and Self-sentiment, .78. The reliabil-

ity data we:re normed on 156 Air Force enlisted men. 

Validity coefficients for the MAT are correlations 

(corrected for overlap) between the primary factor scored 

over all items in the development study and the factor 

measured by the items actually selected for the test. Again, 

the authors provide no overall data on the validity, but 

give the data for each dynamic factor separately. These 

include: Fear, ,60; Mating, .69; Assertiveness, .53; 

Narcism, .52; Pugnacity, .72; Career, ,66; Sweetheart, .76; 

Home-parental, ,66; Superego, .61; and Self-sentiment, .76. 

The user of the MAT is able to obtain motivation 

scores for each of the five drives and each of the five 

sentiments. In addition to the main scores on the indivi

dual factors, one can obt~in certain derived scores which 

include a total integration score, total personal interest 

magnitude score (the sum of the total motivation scores), 

a general autism-optimism score, and a general information/ 
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intelligence score. Scores on the MAT are reported as 

sten scores. 

Questionnaire 

The second instrument used in this study was a ques

tionnaire developed by the investigator. A sample of this 

questionnaire is located in Appendix A. It was designed 

·to gather information pertaining to three general areas: 

demographic data, motivational variables, and problem 

( or barrier) variables . . 

The demographic data_ gathered on each. subject in

cluded her name, age, class (junior or senior), marital 

status, number of children living at home, average yearly 

income, number of hcurs she was currently carrying, and 

the length 0£ time she had been out of school before 

returning. 

The questions pertaining to the subject's motivational 

orientation were divided into two categories: (a) those 

factors influencing ~er initial decision to return to 

school, and (b) her major reasons for being enrolled pre

sently. 

Information regardi~g the difficulties and problems 

that the subject might face upon her return to the campus 

were grouped into three areas: school-related problems, 
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home and family-related difficulties, and personal prob

lems. 

In addition, the subject was asked to respond to the 

following questions: ''What are your present degree goals?" 

nDo you plan to work after graduation?" She was also given 

an opportunity to write in responses not listed, 

The items on the Questionnaire that pertain to types 

of motivational orientation were taken from two in~truments 

cited in the literature, The first, the Educational Par

!icipation Scale (EPS) was developed by Boshier (1971) and 

was used to test Haulers (1961) typology of motivational 

orientation. It was normed on 233 adult education partici

pants selected at random from three post-secondary institu

tions. The EPS has test-retest item reliabilities which 

were all significant at the .001 level ranging from .44 to 

1.00 with an average of .81. 

The Questionnaire used in this study also drew items 

from Burgess' (1971) instrument, Reasons for Educational 

Participation (REP). The REP was normed on 1,046 adult 

students in the St. Louis, Missouri area. The instrument 

has item-retest reliabilities which range from a low of 

.51 to a high of .84 with an average of .66. · No validity 

data was pr•esented with either the EPS. or the REP instru

ments. 
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Procedure 

Each prospective subject was sent a letter explaining 

the nature of the study and asking for her cooperation and 

participation. A copy of this letter appears in Appendix 

B. Included with the letter was a stamped postcard which 

she was asked to fill out with her name, address and phone 

number. On the card she was also asked to indicate when 

she would be available for testing. She was instructed to 

return the card to the investigator, A copy of this card 

appears in Appendix C. 

Each prospective subject who responded to the mailing 

was contacted by phone by the investigator. The question

naire, the MAT and the nature of the study were fully de

scribed to her, and she was asked to participate in the 

study at a time convenient to her. She was given a choice 

of morning, afternoon or evening participation during a 

three-week testing period. All testing was conducted in a 

classroom furnished by the university~ 

It was expected that this initial phone contact would 

allow the .subject to become acquainted with the investiga

tor and vice versa. In this way, the impersonality of the 

research and the investigator would be dispelled and ques

tions regarding the study could be answered. 
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After the initial phone calls, the subjects met with 

the investigator in small groups in a designated classroom 

on the UTD campus. The investigator explained the testing 

procedure to the subjects and answered any questions re

lating to the nature of the study. The participants were 

assured that all of their responses would be held in con

fidence. A standard consent form furnished by Texas Woman's 

University was distributed to the subjects for their 

approval and signature. A copy of this consent form appears 

in Appendix D. Administration of the MAT and the question

naire took approximately one and one-half hours, and the 

subjects were allowed to work at their own pace on both ~in

struments. After the testing was completed, each subject 

was thanked for her participation and given a short abstract 

describing the study, She was also told that if she wished 

to know the results of her MAT, she would be contacted 

again after the scoring was completed. Twelve subjects 

indicated that they wanted this information, and their 

scores were provided to them on an individual basis by the 

instructor·. 

Statistical Analysis 

This was a correlational study. Pearsonts product

moment correlation coefficients were computed between age 
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of subject and the sten scores for each motivational fac

tor (five drives and five sentiments) on the Motivation 

Analysis Test across all subjects. In addition to the main 

scores on the individual factors, correlations were com

puted between age 0£ subject and the derived MAT scores. 

These included the total integration score, total personal 

interest score (the sum of the ten motivation scores), 

general autism-optimism score, and the general information/ 

intelligence score. 

Pearson product~moment correlations were also computed 

between age of subject and the relevant variables found on 

the Questionnaire, These included the demographic data on 

income level, number of years out of school, present degree 

goals, number of credit hours presently carrying, and work 

plans after graduation. 

Correlation coefficients were also calculated between 

age of subject and the three categories of problems (in

stitutional, situational and personal). The subjects 

rated how these barriers affected them by using a Likert

type scale· measurement. The correlations were between age 

and scores on the Likert scale, 

Correlations were also computed between age of subject 

and her motivational orientation as found on the appropriate 

questionnaire items. These included: (a) factors 
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influencing her initial decision to return to school; and 

(b) her present reasons for attending college. Again, the 

data were measured by use of the Likert-type scale. All of 

the above correlations on both instruments are presented in 

tables in the Results section of this paper. 

Means and standard deviations were computed for the 

sten scores on the MAT. Means and standard deviations were 

also calculated for the relevant variables on the question

naire as measured by the Likert scale. All means and stan

dard deviations are presented in Appendix E, 

Percentage of subjects responding to each item on the 

Questionnaire and for each sten score on the MAT were also 

calculated. These statistics are found in tables in Appen

dix F. 



CHAPTER IV 

RESULTS 

The purpose of this study was to explore both the mo

tivations and the problems of the adult woman student as 

a function of her age, Sixty-three subjects were chosen at 

random from the student population at the University of 

Texas at Dallas. They ranged in age from 25 to 65. The 

subjects were asked to take the Motivation Analysis Test 

and to complete a questionnaire developed by the investi

gator. Correlations were then computed between the age of 

the subject and relevant variables pertaining to motiva

tion, problems and demographic data. It was expected that 

both motivational orientation and perceived problem areas 

would vary as a function of age. 

The Motivation Analysis Test 

The Motivation Analysis Test (MAT) was designed to 

measure ten factor-analytically derived motivational 

traits. Five of these dimensions are basic drives (techni-

cally, "ergs") and five are sentiment structures. The 

authors of the MAT (Cattell, Horn, Sweney and Ratcliffe, 

1964) point out that an erg is a source of reactive energy 
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directed toward a particular goal. By contrast, a senti

ment is an acquired aggreg~te of attitudes, built up by 

learning and social experience, but also, like an erg, a 

source of motiv~tion, Both ergs and sentiments, according 

to the authors, are developed to different degrees in dif

ferent pepple, The five drives (or ergs) include: mating, 

assertiveness, fear or escape, narcism-comfort, and pugna

city-sadism. The five sentiment structures include: self

concept, superego, career, sweetheart-spouse, and home

parental. The user of the MAT is able to obtain a total 

motivation sten score for each of the five drives and each 

of the five sentiments. In addition to the motivation 

scores on the separate factors, the user is also able to 

obtain certain derived scores which include a total personal 

interest score (total overall motivation), a general infor

mation-intelligence score, a general autism-optimism score 

and a total integration score. All scores on the MAT are 

reported as sten scores. 

The first hypothesis stated that there would be a 

correlation between the age of subject and the sten scores 

measured by the MAT~ Pearson correlation coefficients were 

used to measure these relationships. These correlations 

are presented in Table 1. For £our of the motivational 
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Table 1 

Pearson Correlation Coe££icients Between Motivation Sten 

Scores on the MAT and Age of Subject for Each of 

the Five Drives and the Five Sentiments 

Motivation Analysis Test 
Drives and Sentiments 

Fear 

Narcism-Comfort 

Mating 

Pugnacity-Sadism 

Assertiveness 

Career 

Home-Parental 

Superego 

Self 

Sweetheart-Spouse 

*Significant at£ <.05. 

**Significant at£ <.01. 

Correlation Significance With Age 

.13 .16 

-.07 . 2 9 

-.12 .17 

. 2 3 • 03 }': 

-.14 .13 

-.13 . 16 

.09 .24 

.28 . 0 l '}': ~•: 

.23 .04~'; 

.11 .18 
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drives (fear, narcism-comfort, mating and assertiveness) 

no significant correlations were found. For the pugnacity

sadism drive, however, a significant correlation was found 

between age of subject and the drive,£ (61) = .23, E <.05. 

Thus, there appears to be some evidence that as age in~ 

creases, there is a corresponding increase in the amount of 

pugnacity-sadism. 

For three of the five attitudes, or sentiments (career, 

home-parental, and sweetheart-spouse), no significant cor

relations were found. For the self-sentiment, however, a 

significant positive correlation was found between this 

sentiment and age of subject£ (61) = ,23, E <.05. Also, 

for the superego se~timent, a significant correlation was 

found, r (61) = .28, £ <.05, 

These findings suggest that there is a weak, positive 

relationship between one of the drives and two of the senti

ments on the MAT and age of subject. These correlations 

were in a positive direction indicating that as age in

creases, there is a corresponding increase in the strength 

of these drives and sentiments. 

It was also hypothesized by the investigator that 

there would be a relationship between the Total Personal 

Interest sten score (overall motivation measurement cover

ing all ten drives and sentiments) on the MAT and age of 
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subject, Pearson correlation coefficients were used to 

compute the relationship between this sten score and age 

of subject as presented in Table 2. A correlation of 

r (61) = .15 ns was found for this measurement, which was 

not significant. There does not, therefore, appear to be 

a relationship between the total amount of motivation, as 

measured by the MAT, and age of subject. 

The third hypothesis under investigation stated that 

there would be a relationship between the General Autism

Optimism sten score on the MAT and age of subject. The 

computed c~rrelation between this sten score and age was 

not significant, r (61) = .02, ns. This finding is pre

sented in Table 2. The investigator, therefore, found 

no evidence that there is a relationship between the Autism

Optimism dimension and age of subject. 

The fourth hypothesis stated that there would be a 

relationship between the General Information-Intelligence 

sten score on the MAT and age of subject. A significant 

positive correlation did occur between this particular sten 

score and·age of subject, r (61) = .44, E <.01. This cor

relation is presented in Table 2. This datum does appear 

to confirm the hypothesis that there is a relationship 

between age and the General Information-Intelligence sten 

score on the MAT, However, as will be discussed more fully 
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Table 2 

Pearson Correlation Coefficients Between Total Sten 

Scores on the MAT and Age of Subject 

Motivation Analysis Test 

1. Total Personal Interest 

2 . General Autism-Optimism 

3. General Information-
Intelligence 

4. Total Integration 

*Significant at E <,001 

Correlation with 
Age of Subject 

~15 

.02 

.44 

.17 

Significance 

.12 

.43 

,001~•: 

• 0 8 
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in the following chapter, the investigator believes that 

the MAT's measurement of general intelligence is rather 

poor. Therefore, it is felt that this significant correla-

tion may be simply a measurement of an increase in general 

factual information as age increases. 

The final hypothesis concerning the MAT stated that 

there would be a relationship between the Total Integration 

sten score on the MAT and age of subject. A non-significant 

correlation of r (61) = .17, ns was found between this sten 

score and age of subject, as shown in Table 2. These data, 

therefore, do not support the hypothesis. 

The Questionnaire 

The second instrument used in this study was a ques

tionnaire developed by the investigator. A sampJ.e of t _his 

questionnaire is located in Appendix A. It was designed 

to gat]1er information pertaining to three general areas: 

demographic data; motivational variables; and problem (or 

barrier) variables. 

The demographic data gathered on each subject included 

her age, class (junior or senior), marital status, number 

of children living at home, average yearly income, length 

of time out of school before returning and number of course 

hours presently being carried. 
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The questions pertaining to the subject~s motivational 

orientation were divided into two categories: (a) those 

factors influencing her initial decision to return to the 

campus and (b) her major reasons for currently being en

rolled in classes. 

Information regarding the difficulties and problems 

that the subject might face upon her return to the campus 

were grouped into three areas: school-related problems, 

home and family-related difficulties, and personal prob

lems. 

In addition, the subjects were asked to respond to 

the following_questions: 1-lWhat are your pr1esent deg1,ee 

goals?" "Do you plan to work after graduation?" --"Is your 

student role a significant one in your life?" 

The first hypothesis relating to information supplied 

by the Questionnaire stated that there would be a relation

ship between age of subject and factors influencing her 

initial decision to return to school. Pearson correlation 

coefficients were computed between age of subject and each 

of the 12 possible responses pertaining to the various in

fluences on the decision to return to- the campus, as shown 

in Table 3. Three of these influences were found to have 

significant negative correlations with age of subject: 

"Women's LibercJ,tion Mo'vement," r (61) = - . 32, E. < • 01; 
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Table 3 

Pearson Correlation Coefficients between Age 

of Subject and Influences on her Decision 

to Return to School 

Influences Correlation between 
Influence and Age ·significance 

Always wanted to return 

Friends who had returned 

Husband encouraged me 

Women's Liberation Movement 

Present economic necessity 

Future economic necessity 

Dissatisfaction/boredom 
at home 

Dissatisfaction/boredom 
at work 

A divorce or marital crisis 

Widowhood 

Identity crisis 

Children were growing up 

~•:significant at E. · <,05 

~'d,Significant at E. <.01 

~·~ ~•:~•:Significant at :e. <,001 

.05 

• 06 

-.02 

-.32 

-.19 

-.41 

-.16 

-.19 

-.21 

-.09 

-.17 

. 38 

.33 

• 3 3 

.44 

. 00 7~'d: 

• 0 6 

• 001--•:-_•,~•: 

.11 

• 0 7 

• Olp': 

• 2 3 

• 0 9 

.002~'d: 
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"Future economic necessity," r (61) = -.41, J2. <.01; and 

"A divorce or marital crisis," r (61) = -.21, J2. <.05. 

These negative correlations indicate that the younger the 

woman, the greater she was influenced by these particular 

factors in making her initial decision to return to 

school. One of the 12 items, "Children were growing up," 

yielded a significant positive correlation,£ (61) = .38, 

£ <.01. This datum indicates that as the woman becomes 

older, the influence of the "empty nest syndrome" may be

come a more viable motivator for these women as they con

·template a return to school. 

The second hypothesis relating to the data furnished 

by the Questionnaire stated that there would be a relation

ship between age of subject and reasons given for presently 

attending college. Among the 34 possible responses listed 

in the Questionnaire, there were 12 significant correla

tions found between age of subject and this variable. Of 

these significant correlations, ten were negative and in

cluded the following responses: "To prepare for employ

ment," r (.61) = - • 6 2, £ <. 01; HTo secure professional 

advancement," r (61) = -.34, .E <,01; "To change careers," 

r ( 61) = - • 25, l2. <. 05; "To participate in a group 

activity," r ( 61) = ~. 35, E.. <. 01; ''To make new friends," 

r (61) = -,49, p_ <.01; "To meet members of the opposite 
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sex," r (61) = -.48, E. <,01; "To share a common interest 

with my spouse or a friend," r (61) = --.33, £ <.01; "To 

escape from an unhappy relationship," r (61) = -.23, :e_ 

<.05; "To clarify what I want to do five years from now," 

r (61) = -.30, E. <,01; and "To improve my social position," 

r (61) = -.48, E <.01. These data are found in Table 4. 

These data suggest that the younger the woman, the more she 

is likely to be motivated to attend college for the above 

Peasons. 

Two of the significant correlations between age and 

reasons for attending college were positive and included: 

11 To satisfy an inquiring mind,"£ (61) = .26, E <.05, and 

"To broaden my appreciation of art/music/lite1"'ature," ?2 (61) 

= .22, £ <.05. Although these two correlations are rela

tively weak, they do indicate that as the woman becomes 

older, she is more likely to be motivated by the above 

two reasons for attending college. 

The third hypothesis dealing with information furnished 

by the Questionnaire stated that there would be a relation

ship between age of subject and the types of problems the 

subject encountered in the university environment. Of the 

11 possible problem areas listed, three significant nega

tive correlations were found between age of subject and 

type of problem encountered as a student. These included: 
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Table 4 

Pearson Correlation Coefficients between Age of Subject 

and Reasons for Presently Attending College 

Correlation 
Reason between Significance 

Reason and Age . 

To prepare for employment -.62 .001*** 

To improve skills at present . 0015 . 50 
job 

To secure professional ad- -.34 .004** 
vancement 

To change careers -~25 .02* 

To meet the formal requirements 
of a degree 

To comply with my employer's 
policies 

To prepare for graduate school 

To gain additional credits 
for my record 

To supplement a narrow previous 
education 

To become a more effective 
citizen 

To gain insight into human 
relations 

To gain insight into myself 

To improve my abilities to 
help others 

-.06 

-.09 

-.07 

-.15 

-.05 

.07 

.11 

-.01 

-.03 

(continued) 

.31 

• 2 3 

.31 

.12 

.36 

.29 

• 2 0 

.47 

.41 



89 

Table 4 (Continued) 

Correlation 
Reason between 

Reason and Age 

To become a better informed .11 
person 

To satisfy an inquiring mind .26 

To broaden my appreciation of .22 
art/music/literature 

To improve my ability to think .02 
and reason 

To participate in a group -.35 
activity 

To make new friends -.49 

To meet members of the -.48 
opposite sex 

To share a common interest -.33 
with my spouse or a friend 

To get relief from boredom -.16 

To forget personal problems -.09 

To overcome the frustrations -.04 
of daily living 

To stop myself from becoming -.18 
a "vegetable" 

To get a break from the routine ~.11 
of home/work 

To compensate for loneliness ~.07 

(Continued) 

Significance 

.19 

• 0 2 -.': 

. 04 -.': 

.45 

• 0 0 3 -.·, -.': 

. 001~•:~•:~'~ 

.11 

.24 

• 3 7 

• 0 7 

.19 

.31 
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To 

To 

To 

To 

To 

Reason 

escape from an 
relationship 

become a better 

clarify whai; I 
doing five years 
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Table 4 (Continued) 

unhappy 

Correlation 
between 

Reason and Age 

-.23 

wife/mother -.17 

want to be -.30 
from now 

improve my social position -.43 

prepare for retirement .03 

prepare for widowhood -.05 

~·•significant at E. <.05 

l: ~••Significant at E. <.01 

-.•: -.•:-.':Significant at E. <.001 

Significance 

. 0 3 •·• 

• 0 8 

- . 0 0 9 ~•; ~·~ 

. 001--•:~•:~•: 

.39 

• 3 5 
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"Insufficient career counseling," r (61) = -.23, E. <.05; 

"Class hours conflict with home life and/or job respon

sibilities," r (61) = .... 21, £ <.OS; "Financial aid," r (61) 

= -.35, £ <.01~ These correlations are presented in Table 

5. There seems to be a probability that the you~ger the 

woman, the more she is affected by certain difficulties 

in the university environment. 

The fourth hypothesis relating to the items on the 

Questionnaire stated that there would be a relationship 

between age of subject and types of problems encountered 

in the home environment as a result of her return to 

school. Among the list of ten possible difficulties en

countered at home after the subject returned to school, 

five significant negative correlations were found, as pre

sented in Table 6, These included: "Finding time to 

study," £ (61) = - • 25, E. <. 05; "School hours conflict with 

home life," r (61) = -.27, E. <.05; "Difficulty in finding 

good child care," r (61) = -.33, .£ <.01; "Financial prob

lems," r ( 61) = - • 4 5, E.. <. O 1; and "Lack of pr,i vacy for 

studying," r (61) = -.35, E.. <.01. These data suggest that 

the younger the woman, the more frequently she encounters 

problems in the home environment as a result of her return 

to school. In particular, she is apt to face more finan

cial difficulties than her older counterpart. 
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Table 5 

Pearson Correlation Coefficients Between Age 

of Subject and Type of Problems Encountered 

iri the University Environment 

Correlation 
Problem between 

Reason and Age 

Coursework is difficult .07 

Acquiring good study skills .18 

Insufficient academic counsel- -.19 
ing and orientation 

Insufficient career counseling -.23 

Test anxiety .16 

Class hours conflict with home -.21 
life and/or job respon
sibilities 

Transportation to and from -.03 
campus 

Negative attitudes from pro- -.003 
fessors 

Discrimination because of .21 
my age 

Discrimination because of my .04 
sex 

Financial aid 

*Significant at R <.05. 

,'d:Signif icant at E. <. O·l. 

~.35 

Significance 

.29 

.08 

.07 

.11 

.OS* 

.40 

.49 

.05* 

.35 

• 002,'d: 
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Table 6 

Pearson Correlation Coefficients between Age of 

Subject and Types of Problems Encountered in 

Home Environment Since Returning to School 

Correlation 
Problem between 

Reason and Age 

Finding time to study -.25 

Objections from my children -.20 

Discouragement from friends .08 
and neighbors 

Objections from my spouse -.007 

School hours conflict with -.27 
home life 

Difficulty in finding good -.33 
child care 

Financial problems -.45 

Lack of household help -,20 

Lack of privacy for studying -.34 

i:Significant at E. <. 0 5. 

*~':Significant at E. <.01. 

<;': :': ';':significant at E. <.001. 

Significance 

· .06 

.25 

~47 

• 0 0 4 ,': ,': 

.06 

. 004fd: 
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The fifth hypothesis relating to information on the 

Questionnaire stated that there would be a relationship 

between age of subject and types of problems encountered 

within herself as a result of her return to the campus. 

Among the list of nine possible personal problems faced by 

the woman after returning to college, eight yielded sig

nificant negative correlations, as can be seen in Table 7. 

These included: "Guilt feelings about neglecting my 

1"'."amily," r ( 61) = - , 3 5, :e_ <, 01; "Lack of energy, stamina, 

health," r (61) = -.25, E. <.05; "Conflict of roles (wife/ 

mother/student/employee)," r (61) = -.tt-0, E. <.01; "Not 

enough time for myself," r (61) = -.36, :e_ . <,01; "Not 

enough time for recreation," r (61) = -.31, E. <.01; "Anx

iety over my decision to return to school,n r (61) = -,39, 

E. <.01; "Lack of sufficient motivation," r (61) = -,31, 

E <.01. These negative correlations appear to indicate 

that the younger the woman, the more she is likely to be 

affected by personal problems as a result of her return to 

school. Although none of these eight items yielded a par

ticularly strong correlation (in fact, none reached a cor

relation of =.50), there seems to be some justification in 

assuming that younger returning women students have more 

difficulty with personal difficulties than do the older 

women students in the sample. 
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Table 7 

Pearson Correlation Coefficients between Age 

of Subject and Personal Problems 

Encountered Since Returning to School 

Problem 
Correlation 

between 
Reason and Age 

Fear of failing in my coursework -,13 

Guilt feelings about n~glecting -.35 
my family 

Lack of energy, stamina, health -.25 

Conflict of roles (wife/mother/ -.40 
student/employee) 

Not enough time for myself -.36 

Not enough time for recreation .... 31 

Anxiety over my decision to -.39 
return to school 

Lack of sufficient motivation -.31 

Inferiority feelings -.15 

,',Significant at :e. <.05 

°4':°4',Significant at :e. <.01 

1' ~·,~·,Significant at :e. <.001 

Significance 

.16 

• 002 °4'n': 

• 02 ~·, 

. 001 ~•:~':-;': 

.,. ·'· .002'" 0 

. 007 ,'d: 

., •• ,. J • . 001 _.., , ... , ... 

. 006 ,•:~'~ 

.11 
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The last hypothesis related to items on the Quest{on

naire stated that there would be a relationship between 

age of subject and demographic variables including: (a) 

annual income level; (b) number of years out of school 

before returning; and (c) sources of financial support for 

education. Among these demographic variables, significant 

positive correlations were found regarding annual income 

level, r (61) = .32, £ <.01, and number of years out of 

school before returning, r (61) = .64, £ <.01. These data 

are presented in Table 8. These positive ?orrelations 

between age and demographic variable indicate that the 

older the woman, the higher her family's annual income 

level and the longer she has remained out of school before 

returning. 

Means and standard deviations were computed for the 

sten scores on the MAT, These included the ten sten scores 

representing the five drives and the five sentiments as 

well as the four total sten scores. These statistics are 

presented in Appendix E~ While most of the mean sten 

·scores fell within the norm, it should be noted that the 

mean sten score for the narcism-comfort drive was quite 

high, 8.97. Also, it should be observed that the superego 

sentim~nt was lower than the norm (3.94) as was the pugna

city-sadism drive (3.56). Among the derived total sten 
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Table 8 

Pearson Correlation Coefficients between Age 

of Subject and Demographic Variables 

Demographic Variable 

Marital status 

Class in school 

Years out of school before 
returning 

Yearly family income 

Correlation 
between Age 

and Variable 

.01 

.04 

.64 

• 32 

Sources of finances for college: 

Savings 

Herself 

Her husband 

Present degree goals 

Work plans after graduation 

Course hours presently carrying 

*Significant at E <,01 

**Significant at£ <.001. 

.15 

... 15 

.03 

-.14 

"42 

-. .15 

Significance 

.47 

.38 

• 001-;': -;': 

• 006 1: 

.10 

.23 

.46 

.15 

10011n-, 

.13 
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scores, the mean for General Information-Intelligence 

was higher than the norm (8.48) and the Total Integration 

mean was also higher than the norm (7.81), 

Means and standard deviations were also computed for 

the questions relating to motivation and to the three prob

lem areas explored by items on the Questionnaire. These 

tables are presented in Appendix E. All of the means pre

sented in these tables refer to Likert-scaled responses 

ranging from 1 to 5 with 1 representing 11 No Influence" or 

"Not a Problem" and 5 representing "Very Great Influence" 

or "Very Major Problem," 

The percentage of subjects responding to each Likert

scaled item on the Questionnaire was also computed, Tables 

16 and 17 in Appendix F portray the percentage of responses 

to the questions relating to motivation, and Tables 18, 19, 

and 20 in Appendix F represent the percent of responses 

made by the subjects to the three problem areas these women 

encountered: school-related difficulties, home-related 

problems, and personal problems. 



CHAPTER V 

DISCUSSION 

Throughout the country, adults are returning to the 

classroom in record numbers. This trend is expected to con

tinue and increase in the next two decades (Carnegie Com

mission on Higher Education, 1973). Further, the segment 

of society with the greatest potential for expansion into 

higher education is the mature woman (American Council on 

Education, 1972). No longer are most women content to 

spend entire lifetimes in the traditional roles of wife 

and mother. Many women are re-examining their values and 

their goals in pursuit of _ greater self-esteem and more 

satisfying lives. They are becoming increasingly aware 

of their opportunities in the areas of employment and edu

cation. More doors are opening to women than ever before-

and they are responding. 

Each year, more mature women are taking advantage of 

their new freedoms and choices and are enrolling in col

leges and universities across the country. Most feel great 

satisfaction in both starting and completing their educa

tion. A few are frustrated and disappointed. The satis

faction felt by many women is often a function of their 

99 
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ability to clearly understand their primary motives and 

reasons for pursuing an education. These women seem to be 

able to set realistic goals and to work hard to achieve 

them. Their success is also related to their resourceful

ness in overcoming the barriers and difficulties that they 

encounter upon returning to the campus. 

In general, the scope of the studies pertaining to 

the motivations and barriers to the mature woman~·s partici

pation in higher education is limited. A review of the 

literature revealed that most studies were restricted to 

a single institution and included only a small number of 

subjects. · Since many of the same motivational factors and 

problems recurred f-rom study to study, it is possible to 

conclude that these conditions do represent widespread 

phenomena. 

To the investigator's knowledge, there has been very 

little research conducted to explore the motivations and 

problems that affect the older woman student at different 

stages in her life cycle. While it has been generally 

acknowledged that women return to school at different times 

in their lives, the bulk of the existing studies have 

lumped older women together and have not made an attempt 

to discern the changing pattern of motivation or problems 

that occur as a function of age. 
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The purpose of the present study was to expand the 

scope of the previous research by examining, qualitatively 

and quantitatively, the various motivational factors in

fluencing the mature woman student at different stages in 

her life. The second purpose was to identify and describe 

the barriers and difficulties operating at different age 

levels which deter the adult woman student as she attempts 

to pursue her educational goals. 

Previous research has noted that when the adult life

span is studied in its entirety, it is possible to discern 

certain shifts and changes in both motivations and frustra

tions. Kuhlen (1964) advanced the hypothesis that the 

changing motivation<ll picture -of · the adult years can be 

seen from two perspectives, One emphasis is upon the 

growth-expansion motivations which seem to dominate the 

first half of the adult years. The~e motives include the 

needs for achievement, power, creativity and self-actualiza-

tion. Included also are broader orientations such as the 

motivation to attain and maintain a significant role in 

society, and the need for . generativity. 

In the second half of the adult years, another source 

of motivation, anxiety, seems to increase and become more 

dominant. Kuhlen observed that anxiety is especially 

potent as a generator of defensive and handicapping behavior 
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patterns. He believed that as the lifespan _is n~gotiated, 

there appears to be less personal effort and investment 

(ego involvement, energy) in life and in the satisfaction 

of needs. Kuhlen concluded that anxiety and susceptibility 

to threat seem to be the motivational source for many be~ 

havior changes that occur with age. 

Using Kuhlenls hypotheses, it is interesting to note 

that the younger the woman in the present study, the more 

often she is motivated by factors relating to achievement, 

self-actualization, power and creativity, The Women's 

Liberation M~vement and future economic necessity were 

significantly and negatively correlated with age as reasons 

given for her initial decision to return to the classroom. 

Once enrolled, the younger adult woman appears to continue 

to be propelled by _ growth-expansion motives, as Kuhlen hy

pothesized. While the younger woman - is primarily in 

school to prepare for employment, other reasons which cor .. -

related nega~ively (and significantly) with age included 

"To secure p1,ofessional advancement," "To make new friends," 

and "To improve my social standing." Conversely, the 

older women in the study were motivated by quite different 

forces~ nchildren were growing up,'' correlated signifi

cantly in a positive direction among the list of items 

relating to the woman's initial decision to return to 
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school. This s~ggests that the anxiety of the empty nest 

syndrome may have played a part as a motivating force in 

the 'lives of the older women in the study. "To satisfy an 

inquiring mind" and "To broaden my appreciation of art/ 

music/literature" also correlated significantly in a 

positive direction with age~ Perhaps as the woman becomes 

older, she is more conscious of deficit areas in her de

velopment, while at the same time less motivated by the 

urge · to achieve through a future job, Hence, she returns 

to the campus to hone her mind in general, but is less 

specifically .goal-oriented than her younger counterpart. 

Perhaps as the woman becomes older, she is, in fact, moti

vated more by anxiety and self-doubt and is increasingly 

susceptible to threat as Kuhlen suggested. 

An inspection of the frustrations and problems en

countered as the woman re-enters the · world of academe also 

uncovered distinct differences as a function of age~ In 

the university environment, the only significant correla

tions with age were in a negative direction, indicating 

that the younger the woman, the more difficulties she en

countered in her life as a student~ The younger women 

felt that insufficient academic and career counseling were 

significant problems as well as having difficulties with 

class hours conflicti!lg with home life. The older women, 
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on the other hand, felt that discrimination because of their 

age was the major problem encountered in their lives as 

students. It is possible that anxiety over perceived dis

crimination may have come from an overall increase in 

anxiety which, according to Kuhlen (1964) increases and be

comes more dominant in later years. Also, as he noted, 

susceptibility to threat also increases in older years 

which may account for the perceived discrimination that 

thes~ women felt. · 

In the home and family environment, . the significant 

correlations .with age were, again, in a negative direction. 

This implies that the younger the woman, the more p1 ... es-

sures and problems she felt she encountered at home since 

returning to school. These include almost the entire list 

of options, from financial difficulties to finding time 

to study (see Table 6 for these correlations). The older\ 

women, on the other hand, perceived substantially less 

difficulty at home, with the only positive correlation with 

a.ge being "discouragement from friends and neighbors," 

which was not significant. It is highly probable that 

these older women felt less pressure from their home en

vironments and families because their children were more 

ful}y _ grown, less demanding and increasingly self-sufficient. 
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Fewer, therefore, were attempting to juggle the intense 

demands of their families with the demands made of them 

as students. 

In the third area of problems, or barriers to par

ticipation in higher education are the problems the woman 

finds within herself. (See Table 7 for the list of these 

problems.) Again, the correlations with age are in a 

negative direction, indicating that it is the younger women 

in the sample who were experiencing these difficulties 

rather than the older returning student~ It is possible 

that these yo~nger women are more frustrated because they 

are attempting to squeeze the role of student into an al

ready busy life of family obligations and, perhaps, . job 

responsibilities. Kuhlen noted that the early adult years 

are years of striving for power, achievement and self

actualization. It is interesting to note that the highest 

negative correlation with age concerned the conflict of 

roles (wife/mother/student/employee) and that ''anxiety over 

my decis.ion to return to school" was a close second, imply

ing possibly that the younger women were feeling the pres

sures of too many comnitments in their lives all at once. 

The older women in the sample apparently were not experienc

ing these personal frustrations as acutely; there were no 

positive correlations with age among this list of possible 
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problems. Perhaps these women felt less pressure because 

they had completed their child-rearing duties and are~ con

sequently, freer at a later age to b~come involved in their 

roles as students with not as much guilt, frustration or worry 

over competing demands on their time. 

An inspection of the correlations between age and the 

demographic variables on the Questionnaire revealed that 

yearly family income was positively correlated with age. 

It was previously noted that the income of many of these 

subjects was quite substantial; ·over 58 percent were enjoy~ 

ing incomes of $25,000 and higher. Perhaps these older, 

more affluent women could well afford to hire the help nec

essary to keep their lives freer from the daily chores and 

duties involving home and family, 

An inspection of the Motivation Analysis Test re

vealed three significant positive correlations with age: 

the superego sentiment, the self sentiment, and the 

pugnacity-sadism drive. The investigator felt that these 

correlations were rather weak (none higher than .28) and 

that they could have occurred by chance alone, Neverthe

less, it is interesti~g to note that the self-sentiment 

is described by the authors of the test (Cattell, Horn, 

Sweney and Radcliffe, 1964) as "level of concern about 

the self-concept, social repute and more remote rewards.'' 



107 

If, in fact, there is a valid correlation with age, it is 

possible that these older women in the sample are more 

highly involved with self because they have fewer distrac

tions and familial pressures at this stage in their lives. 

The authors of the MAT describe the superego sentiment as 

"strength of development of a conscience." This was also 

weakly correlated with age (.28). It is possible that, 

unlike the younger women who became mature in the turbulent, 

iconoclastic 1960fs, . these older women matured during an 

earlier era with more of an inclination to develop a strong 

superego with greater emphasis upon "right" and "wrongn 

as well as a more well-defined code of ethics. The pug

nacity-sadism drive is described as "strength of destruc

tive, hostile impulses," The investigator is unable to ex

plain why there is a significant positive correlation be

tween this particular drive and age of women in the sample. 

The only plausible explanation is that many of the questions 

on the MAT connected with this drive are related to the im

portance of destroying an enemy. It is possible that these 

older women, who were young during World War II, were imbued 

at an early age with a respectful attitude toward national 

securi·ty and the necessity of war under certain circum

stances. Younger women, on the other hand, were exposed to 
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the Viet Nam conflict when young, and were perhaps less 

charitable toward destruction and violence in the name of 

national security. 

These, then, are some of the majo~ findings regarding 

the shifts in motivation and in perceived problems and 

frustrations that occur as a function of the woman's age. 

It is also interesting to examine the percentage of re

sponses to each item on the Questionnaire relating to spe

cific motivations and frustrations felt by these women as 

a whole disregarding the.factor of age. It is hoped that a 

careful analysis of the major, predominating influences and 

difficulties experienced by these subjects will add to the 

scope of existing research dealing with the phenomenon of 

the older returning woman student. 

An examination of the literature pertaining to the 

motivational forces responsible for bringing the older woman 

back to the campus revealed a multiplicity of factors work

ing alone or synergistically. Several authors (Erickson, 

1973; Letchworth, 1970; Brandenburg, 1974; Durchholz and 

O'Connor, 1973) noted that one of the major forces bringing 

women back to the campus was an identity crisis •. The 

identity crisis they cited frequently referred to that 

period when an individual questions and comes to terms with 

her own abilities and limitations, and with the means of 
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occupying a suitable occupational or societal role. With 

society's greater emphasis on higher education, many women 

seem to be driven to college as a place to acquire a new 

sense of importance and direction. The subjects in the 

present study seem to corroborate this finding; they, too, 

were involved with self-definition and identity examina-

tion. "Identity crisis'' was cited by 2 0. 6 percent of the 

women as having a noticeable influence on their decision 

to return to school. Once enrolled, the search for identity 

seemed to continue; 46 percent of the women responded that 

"to gain insight into myself" was one very important reason 

for their participation in higher education. Further, 

32.8 percent answeri;d that "to stop myself from becoming 

a 'vegetable'" was an important motivating factor." 

Self-improvement seemed to be highly valued among these 

women. "To become a better informed person" was given by 

74.6 percent of the respondents as a motivating factor, as 

was "to improve my ability to think and reason"(76.2 per

cent). "To be a betteri wife/mother" was a motivating factor 

for 21. 3 percent, ar.d Li2. 8 percent felt that "to broaden my 

appreciation of art/music/liter•ature" was an important rea

son to attend school aga.in. HTo improve my abilities to 

help others" was given by 46 percent of the subjects as a 
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motivating force and ''to supplement a narrow previous edu

cation" was considered important by 34.9 percent of the 

subjects. 

Boredom and loneliness also appear to play a major 

role in motivating mature women to return to the classroom. 

Bulpitt (1973) observed that older women often find col

lege a refuge from a too-empty house, She tagged these 

individuals as victims of the "empty nest syndrome·!! (p. 58). 

The women in the present study also appear to find boredom 

and loneliness a powerful motivator. "Children were grow

ing up" was given as an important influence on their deci

sion to return to school by 17.5 percent of the sample, and 

34.9 percent cited "dissatisfaction/boredom at home" as an 

important factor leading to their subsequent enrollment 

at UTD. Moreover, once back on campus, 27 percent indicated 

that "to get relief from boredom" was a continuing motiva

tional force in their lives. Almost 5 percent of the sub

jects responded that they were presently in class "to com

pensate for loneliness." 

The economic factor is also an important motivating 

force, according to the literature (Letchworth, 1970; 

Ekstrom, 1972; Kelman and Staley, 1974). For these women, 

education is seen as a means to an end rather than an end 
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in itself. Employment may or may not be an absolute neces

sity. Some older women may plan to use their future job to 

augment an already sufficient family income. Others-

widows and divorcees--return to school because of an econom~ 

ic crisis (Durchholz and O'Connor, 1973)~ In the present 

study, while only 9.5 percent of the subjects indicated 

"present economic necessity" as a prime mover• in getting 

them onto the campus, almost 35 percent responded that 

"future economic necessity" was a significant force in 

motivating them to attend college. Also, the study showed 

that over 54 ·percent were on campus primarily ''to prepare 

for employment," and 67,2 percent answered "definitely" to 

the question, "Do you plan to work after graduation?" 

It is interesting to note that, while "future economic 

necessity" may play an important role as a motivating fac

tor, few of these women were presently experiencing eco

nomic hardship, according to demographic data supplied by 

the Questionnaire. An examination of their approximate 

yearly family incomes revealed that almost 32 percent of 

these subj~cts were enjoying an income of over $35,000 a 

year, nnd an additional 26.6 percent were living on incomes 

of between $25,000 and $34,999 a year. 

For older women who are already employed, a career 

change may prompt a return to school. Hoenniger (1973) 
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pointed out that changes in job requirementsi new fields 

of work, and the increasing opportunity to work and study 

part-time has encouraged the recycling of both lifestyles 

and ~areers in middle age. In the present study, almost 

32 percent of the women noted on the Questionnaire that 

they were in school "to change careers." Seventeen per

cent answered that they were taking courses "to improve 

skills at present job" and 46 percent answered that 11 to 

secure professional advancement" in their careers was a 

very important motivator. In the case of non-working 

older students, it is assumed that "professional advance

ment" will come once they are out in the working world 

after graduation. 

Divorce and marital crises are additional motives for 

returning to academe, according to the literature. Letch

worth (1970) reported that for these women, college classes 

are used to relieve tension and anxiety and to develop a 

sense of wholeness and adequacy. Almost 83 percent of the 

subjects in the present study were married, although 12 per

cent indicated that a marital crisis and/or a divorce was 

one of the motivating factors in bringing them to the cam

pus. Moreover, 6.6 percent answered that "'to escape from 

an unhappy i-ielationship" was one important reason they were 

back in school. 
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~he Women's Movement as a motivating force toward 

self-development was also mentioned in the literature as a 

key reason for women returning to school in large numbers 

(Korda, 1973; Kelman and Staley, 1974). These authors re

ported that the changes in sex roles in America are re

flected in women's increasing desire to be independent and 

self-fulfilled. A college degree, many apparently feel, 

will further these goals. Participants in the present study 

tended to rate the Women's Movement as a rather weak moti

vator; only 1.6 percent said it was a "very great influence" 

and 4.6 percent rated it as a "great influence." The 

majority, however (54 percent), indicated that it had "no 

influence" on their decision to return. 

Letchworith (1970) noted that a substantial number of 

women enroll in classes as an "act of compulsion" 

(Letchworth, p. 105). This type of older student 

is motivated to return to school to prove her worth 

(Lichtenstein and Block, 1963) or because of an unfulfilled 

desire for more education (Doty, 1967). These women, it 

seems, closely resemble the learning-oriented individuals 

in Houle's study (1961) who sought knowledge for its own 

sake. Almost 58 percent of the participants in the present 

study answered that they had "a1ways wanted to return'' as 

an important influence on their ultimate decision to enroll. 



114 

"To satisfy an inquiring mind" was cited by 60,3 percent 

of the subjects as a ngreatly important" reason for attend

ing classes, and 42,8 percent responded that "to broaden my 

appreciation of art/music/literature" was a very important 

motivating force. 

Whatever the motivating reasons prompting their return 

to the campus, the literature is replete with examples of 

mature women who have proved themselves to be outstanding 

students academically (Doty, 1967; Lefevre, 1972; Likert, 

1967). In the present study, it is interesting to note 

that the subj-ects scored substantially above the norm on 

the General Information and Intelligence scale of the MAT. 

Their average sten score was 8.48 with a standard deviation 

of 1.18. However, these figures should be tempered with the 

knowledge that this particular MAT score is consider•ed by 

the investigator as only slightly valid as a measure of 

intelligence. 

Although many mature women are highly motivated to re-

turn to school, according to the literature, there are 

strong bar~iers and counterpressures that work against an 

easy access to the classroom. These barriers can be sepa

rated into three areas: school-related difficulties; 

family and home~related problems; and personal problems, 
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According to studies cited in the literature review, 

school-related factors that serve to exclude the mature 

woman from participation include admissions practices) 

financial aid practices, institutional regulations, types 

of curriculum and services offered, and faculty and staff 

attitudes. In this study, few women noted that institu

tion-related problems were creating difficulties for them. 

ttTest anxiety" was mentioned as a large problem by almost 

20 percent of the subjects, and "insufficient academic 

counseling" was listed as a major difficulty for 18 percent, 

but the othe~ 10 areas of potential difficulty were rated 

as "not a problem" by the overwhelming majority of the sub

jects. This, in part, can be explained by the fact that 

UTD is uniquely geared to the older-than-average college 

student. Four out of five UTD students are over the age of 

26, and many of the school's services cater to the mature 

learner. Further, it is a commuter campus with upper

classmen and graduate students only, which also contributes 

to its emphasis on the older student. UTD has a reputation 

in the com~unity of being highly accessible to the mature 

women in the area, and this may account for the large number 

of middle aged women on campus, 
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A second group of obstacles or barriers to older 

women's participation in higher education are family and 

home-life problems encountered after assuming the role of 

student. According to the literature, these situational 

barriers that hinder women from returnin~ to college include 

family responsibilities and commitments, attitudes of family 

and friiends, and societal pressures. The women subjects in 

the present study appeared to perceive less difficulties at 

home following their return to school than their counter-

parts at other universities cited in the literature~ "Find-

ing time to study" appeared to be a major pr>oblem noted by 

50 percent of the subjects, as well as "lack of privacy for 

studying," mentioned by 26 percent. "Finding time for 

social and community obligations" was also noted by almost 

27 percent of the women, The other seven possible situa

tional problems did not appear to bother or hinder these 

subjects. This may be explained by the observation that 

most of the subjects were only part-time students. Only 

6.8 percent were carrying 15 hours or more, and almost 50 

percent we~e carrying 6 hours or less. It is a possibility 

that, for these women, school was not a maJ or drain on ·their 

family or home commitments, and that they received encour

agement from the family rather than discouragement. In 

fact, "husband encouraged me" was cited as a major influence 
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on their decision to enroll by 28.6 percent of these sub

jects. Another 23 percent responded that their husbands' 

encouragement had had a "moderate influence" on their deci

sion to return to the classroom. 

A third group of barriers or obstacles to the mature 

woman's successful participation in college studies may be 

found to exist within the women themselves, As a conse

quence of various social and psychological experiences, 

some women feel that the act of returning to school after 

a lapse of time 1s a maJor hurdle with which they have dif

ficulty coping. According to studies in the literature 

(Lewis, 1969; Tobias, 1971; Ekstrom, 1972; Letchworth, 

1970; Bulpitt, 1973}, these dispositional barrie~s include 

the fear of failure, role conflict, personality factors and 

personal health and stamina. The subjects in the present 

study also felt the hindrance of pressures from within them

selves, however, not to a large extent. Almost 20 percent 

responded that there was 11 not enough time" f.or their own 

personal needs. Fifteen percent-said that they had "guilt 

feelings about neglecting my family." The other possible 

personal problem areas apparently did not pose as difficul-

ties for these subjects. 

The concludi~g portion of this discussion of the re-

sults will be devoted to a portrayal of the average 
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participant in this study. It is hoped that this sketch 

of the typical subject will add to the data concerning the 

motivations and frustrations of the older student who is 

returning to the campus after a lapse of time to complete 

her education. 

The average participant in the present study was a 41 

year old married woman in the process of completing her 

senior year at UTD. She had been out of school for a 

period of approximately 15 years, and was carrying 6 hours 

of coursework. She resided in the North Dallas ~ithin 

easy access to the Richardson-based campus by car. Her 

children, who had previously occupied her time, were now 

all of school age, ~.1hich left her free during the day to 

pursue her studies uninterrupted, She planned to use her 

B.A. as a stepping stone to a career after graduation, al

though her reasons for employment we~e not based primarily 

upon urgent financial need. She was already enjoying a -

rather high standard of living and her average yearly in

come was close to $35,000~ Rather, she wanted to go to 

work for s~lf-fulfillment and to fill the gaps in her life 

brought about by the maturation of her children. 

She was back in school after many years because she 

had always wanted to return. The Women's Liberation Move

ent had only slight impact on her initial decision to 
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return. Instead, an identity crisis plus boredom and 

loneliness at home were the major precipitating factors 

leading to her initial enrollment. Her major motivating 

reasons for continuing her coursework were to gain insight 

into herself, and to become a better informed person in 

general. She enjoyed taking courses in art, music and 

literiature and hoped eventually to apply her knowledge to 

a paying job. She wanted very much to clarify what she 

would be doing five years from now, and hoped that her edu

cation .at UTD would help her reach this particular goal. 

At homei she was encountering a few problems, She 

discovered that she had much less free time and finding the 

necessary time and privacy for studying were sizeable but 

not insurmountable problems. She also found less free 

time for her various social and community obligations, but 

this was not a maJor problem. She did not, however, en

counter objections from her husband and children regarding 

her new role as a coed. Instead; her husband was both en

couraging and supporting of her education, 

In he·r personal life, she was managing to stay clear 

of anxieties and frustrations brought about by her new 

student role. She did find that she had less time to 

spend on herself and on her own recreation, but this did 

not both8r he1, to a large extent, At times, she had twinges 
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of guilt about possibly n~glecting her family while sh~ 

was pursuing her studies, but this, too, was not a major 

problem. 

She was quite above average in intelligence, and found 

that making excellent_ grades at UTD was not difficult. She 

possessed a strong sense of self and her superego (con

science) was well developed, based on her scores on the 

MAT. Although she was_ generally slightly lower than average 

on optimism, she scored high on total integration, which 

implied that she was fairly well adjusted and that her 

general level of anxiety and self-doubt were lower than 

the norm. Her total score on overall motivation fell into 

the average range, as did her score on assertiveness. She 

scored very high (8,48) on the narcism-comfort scale which 

implies that she was enjoyi~g her rather high standard of 

living and the various comforts it provided her. She tended 

to be a bit self-indulgent, consequently, and probably 

would not be satisfied with a life of privation. She was 

devoted to her husband, as her sweetheart-spouse and mating 

scores on the MAT indicated, but these feelings were within 

the high-average range. In general, she was content with 

her life as part-time housewife, part•-time student, and 

looked forward to the future when she was confident that 
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her degree would enable her to join the growi~g numbers of 

women who return to work after raising their families. 



CHAPTER VI 

SUMMARY, IMPLICATIONS FOR FUTURE RESEARCH AND CONCLUSION 

The purpose of the present study was to study the moti

vations and the problems of the older woman student and to 

examine these motivating factors and frustrations as a func

tion of her age. Sixty three women ranging from age 25 

to age 65 were chosen at random from the student popula

tion at the University of Texas at Dallas. These subjects 

were asked to take the Motivation Analysis Test and to 

complete a questionnaire developed by the investigator. 

The MAT furnished qualitative and quantitative data on 

motivation as measured by five drives and five sentiment 

structures. It also provided four derived sten scores, 

which measured total motivation, general intelligence/ 

information level, general level of optimism, and total 

integration of each subject~ The Questionnaire yielded 

demographic data and information regarding specific motiva

tions and problems that the subjects were encountering as 

returning .students. 

Two areas of motivation were explored by the Ques-

·1-J· n · The f.1...:,,...,.J.st dea.l·t T-~1·th factors responsible for L_.o naJ.l"le. vv 

the subject's initial decision to return to the campus 
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after a lapse of several years. The second motivational 

area explored the.reasons the subject was presently en

rolled in courses at the university as well as her plans 

for her future degree. 

The Questionnaire also provided information regarding 

the counterpressures, or problems, that the subject en

countered upon returni~g to school, These frustrations 

were divided into three areas and explored through separate 

questions for each area: problems found in the university 

environment; difficulties encountered in the family and 

home environment; and personal problems resulting from the 

subject's return to school~ 

Pearson product-moment correlation coefficients were 

computed between the age of the subject and her answers to 

the items on the Questionnaire as well as for each sten 

score on the Motivation Analysis Test. In addition, per

centages of responses wer"'e computed for each item on both 

instruments, and means and standard deviations were also 

determined for each response.· These statistics may be 

found in the Tables presented in the Results section of 

the study and in Appendices E and F. 

Analysis of the data furnished by the Questionnaire 

revealed that the younger and older women who served as 

subjects were motivated to r'eturn to the campus and to 
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pursue their studies for very different reasons. The 

younger women seemed motivated to prepare for future employ

ment and to enjoy the social opportunities provided by the 

campus milieu. The older women, on the other hand, ap

peared to be on campus to hone their minds and sharpen 

their intellects. They were relatively less career~oriented 

than their younger counterparts. 

The problem~ and frustrations associated with a return 

to school were also quite different.for the younger sub

jects than for the older women in the sample. The younger 

students appeared to encounter more difficulties in the 

university environment, at home and within themselves 

than did the older women. 

The demographic data on the Questionnaire revealed that 

this sample of women enjoyed a high yearly income level, had 

been out of school for a period averaging 15 or more years~ 

and were generally happily married invididuals who were in 

school on a part-time basis. Most were seniors or graduate 

students. 

The Motivation Analysis Test yielded four sten scores 

that cor1rc~lated significantly with age. These included the 

drive of pugnacity-sadism, and the sentiments of self and 

superego as well as the general information/intell~gence 

sten score. All of these significant correlations were in 
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a positive direction indicati~g that these factors tend· to 

increase as age increases. 

In general, the scope of the research pertaining to 

motivations and barriers to the older woman's re-entry into 

the college classroom has been limited. Most studies were 

restricted to a single institution and included only a 

small number of subjects. This limitation held true for 

the present study, which was limited to the UTD population 

of students and included only 63 subjects. It would be 

useful to replicate the present study using a much larger 

sample and comparing the results across institutions in the 

wider Dallas area. 

Little effort has been made to compare the motivations 

and problems of the mature woman student with those of 

younger women whose education has not been interrupted. 

Neither ha.s ther1e been an eff art to compare the educational 

motives and difficulties of mature returning women with 

those encountered by mature men who choose to return to 

college in orde.r to facilitate a career change. This too 

deserves thoughtf~l study, 

Also, the motivations and problems faced by the mature 

woman might be quite different for her at the start of her 

studies than at the end. It would be interesting to com

pare the drives and difficulties faced by incoming freshmen 
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women who are returning after a lapse of several years with 

those of the more experienced older student who has been 

back in academe for several years, Are the motivations dif

ferent at a lat~r st~ge, and have the problems been worked 

out? 

Finally, it would be intriguing to compare the motiva

tional factors and problems faced by the older woman who 

chooses to become a student with those of the more tradi

tional woman who chooses to remain focused on her 'home and 

family rather than to re~enter the classroom, How are 

these women different from one another? Are there qualita

tive and quantitative differences in their motivations? 

How do these women compa1,e on a test such as the MAT? 

In conclusion, older students are expected to be a 

growing force on tomorrowts college campuses. Their pre

sence will provide diversity to the student body, a chal

lenge to the faculty, and enrichment in their own lives. 

If the results of this study can be utilized by personnel 

at other institutions, it is hoped that future generations 

of adult women students will find that their educational 

satisfactions and rewards far outweigh the frustrations 

and barriers they encounter. 
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Appendix A 

QUESTIONNAIRE 

Please answer all questions to the best of your knowledge. All replies will 
be kept strictly confidential. 

Name ---------------------------------
Address Phone Number ------------------

Age 

Mari ta 1 Status: Class: 

1. Single 1. Junior 

2. Married 2. Senior 

3. Divorced 3. Graduate 

4. Separated 4. Speci a ·1 Student ---

5. Widowed 

How long had you been out of school before returning to college? 

1. 0 - 5 years -- 3. 10 - 14 years --
2. 5 - 9 years 4. 15 or more years --

liJhat is the approximate yearly income of your immediate family (i.e., yoursc~·1f, 

if single; you and your husband, if married)? 

1. Under $5,0GO 5. $20,000 - $24,999 

2. $5,000 - $9,99,9 6. $25,000 - $29,999 
---

3. $10,000 - $14,999 7. $30,000 - $34,000 

4. $15,000 - $19,999 8. over $35,000 

Finances for xoJ:U:: college education came from: (check those that apply) 

1. Savings 5. In laws 
---·-

2. You 6. Loans 
-----

3. Your husband 7. Scho 1 a rs hips 
----

4. Your pa.rents 8. Other (please specify) 
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QUESTIONNAIRE page 2 

Number of children presently living at home: 

1. Number of pre-school shilcren --
2. Number of ~lementary school children __ 

3. Number of junior high school children --

4. Number of high school children --
5. Number of adult children 

6. Have no children living at home --

Of the following, which influenced your decision to return to school? 

(Circle the appropriate numbers. Please answer all questions) 

Very Great Great Moderate Negligible 
Influence Infi uence Influence Influence 

l. Always wanted to return 5 4 3 2 

2. Friends who had returned 5 4 3 2 

3. Husband encouraged me 5 4 3 2 

4. Women's Liberation Movement 5 4 3 2 

5. Present economic necessity 5 4 3 2 

6. Future economic necessity 5 4 3 2 

7. Dissatisfaction/boredom 5 4 3 2 
at home 

8. Dissatisfaction/boredom 5 4 3 2 
at work 

9. .f\ divorce or marital crisis 5 4 3 2 

10. Wi do"'thood 5 4 3 2 

11 . Identity crisis 5 4 3 2 

12. Children \•Jen.") grrnv"ing up 5 4 3 2 

Ho 
Influence 

l 

l 

1 

1 

l 

l 

1 

l 

l 

1 

1 

l 



QUESTIONNAIRE page 3 137 

How important to you are each of the following reasons for attending college? 

(Circle the appropriate number. Please answer all questions.) 

Greatly Very Moderately Seldom Not 
Im~ortan·,t Important Important Im12ortant Im~ortant 

l. To prepare for employment 5 4 3· 2 l 

2. To improve skills at present 5 4 3 2 l 
job 

3. To secure professional 5 4 3 2 1 
advancement 

4. To change careers 5 4 3 2 1 

5. To meet the formal require- 5 4 3 2 1 
ments of a degree 

6. To comply with my employer's 5 4 3 2 1 
policies 

7. To prepare for graduate 5 4 3 2 l 
s choo 1 

8. To gain additional credits 5 4 3 2 l 
for my record 

9. To supplement a narrow 5 4 3 2 1 
previous education 

10. To become a more effective 5 4 3 2 1 
citizen 

11. To gain insight into human 5 4 3 2 l 
relations 

12. To gain insight into myself 5 4 3 2 1 

13. To improve my abilities to 5 4 3 2 l 
help others 

14. To become a better informed 5 4 3 2 1 
person 

15. To satisfy an inq~iring mind 5 4 3 2 1 

16. To broaden my appreciation 5 4 3 2 l 

of art/music/literature 



QUESTIONNAIRE 
138 

page 4 

How important to you are each of 
(continued)? 

the following reasons for attending co 11 ege 

(Circle the appropriate numbers. Please answer all questions.) 

Greatly Very Moderately Seldom Not 
Imeortant Important Important Important Im~ortant 

17. To improve my ability to 5 4 3 2 1 

think and reason 

18. To participate in a group 5 4 3 2 l 
activity 

19. To make new friends 5 4 3 2 1 

20. To meet members of the 5 4 3 2 l 
opposite sex 

21. To share a corrmon interest 5 4 3 2 l 
with my spouse or a friend 

22. To get relief from boredom 5 4 3 2 1 

23. To forget personal problems 5 4 3 2 1 

24. To overcome the frustrations 5 4 3 2 1 
of daily 1 i vi ng 

25. To stop mys el f from becoming 5 4 3 2 1 
a "vegetable" 

26. To get a break from the 5 4 3 2 1 
routine of home/work 

27. To compensate for loneliness 5 4 3 2 1 

28. To escape from television 5 4 3 2 1 

29. To escape from an unhappy 5 4 3 2 1 

relationship 

30. To be a better wife/mother 5 4 3 2 1 

31. To clarify 1t1hat I want to 5 4 3 2 1 

be do·i ng five yea r·s from nm•J 

32. To improve my social position 5 4 3 2 1 

33. To for retirement 5 4 3 2 l 
prepare 

34. To for widowhood 5 4 3 2 "i 
prepare 
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QUESTIONNAIRE page 5 

In your life as a student, how difficult are each of the following problems 

and frustrations for you? 

(Circle the appropriate numbers. Please answer all questions.) 

Very Major Large Moderate Small Not a 

l. Coursework is difficult 

2. Acquiring good study skills 

3. Adjusting to the role of student 

4. Insufficient academic 
counseling and orientation 

5. Insufficient career counseling 

6. Test anxiety 

7. Class hours conflict with home 
life and/or job responsibilities 

8. Transportation to and from 
campus 

9. Negative attitudes from 
professors 

10. Discrimination because of my 
age 

11. Discrimination because of my 
sex 

12. Financial aid 

13. No serious problems 

Problem Problem Problem Problem Problem 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

l 

l 

i 

1 

l 

1 

1 

l 

l 

1 

l 

l 

14. Other (please specify) _____________________ _ 
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In your home life, how difficult are each of the following problems for you 

since you returned to school? 

(Circle the appropriate numbers. Please answer all questions.) 

Very Major Large Moderate Small Not a 

l. Finding time to study 

2. Objections from my children 

3. Objections from my spouse 

4. Discouragement from friends 
and neighbors 

5. School hours conflict with 
home life 

6. Difficulty in finding good 
child ca re 

7. Financial problems 

8. Finding time for social and 
corrmunity obligations 

9. Lack of household help 

10. Lack of privacy for studying 

Problem Prob l~'!!. Prob 1 em Problem Problem 

5 

5 

5 

5 

5 

5 

5 

5 

. 5 

5 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

1 

l 

1 

l 

l 

l 

l 

l 

1 

11. Other (please specify) ______________________ _ 



QUESTIONNAIRE page 7 
142 

In your personal life, how difficult are each of the following problems for 

you since returning to school? 

(Circle the appropriate numbers. Please answer all questions.) 

Very major Large Moderate Small Not a 

1. Fear of failing in my 
coursework 

2. Guilt feelings about neglect
; ng my- fami"ly 

3. Lack of energy~ stamina~ 
health 

4. Conflict of roles (wife/ 
mother/student/employee) 

5. Not enough ti me for myse 1 f 

6. Not enough time for recrea
tion 

7. Anxiety over my decision to 
return to school 

8. Lack of sufficient motivation 

9. Inferiority feelings 

Problem Problem Problem Problem Problem 

5 

5 

5 

5 

5 

5 

5 

5 

5 

4 

4 

4 

4 

4 

4 

4 

4 

4 

3 

3 

3 

3 

3 

3 

3 

3 

3 

2 

2 

2 

2 

2 

2 

2 

2 

2 

1 

1 

1 

1 

l 

l 

10. Other (pl ease specify) __ ~---------------:--------
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QUESTIONNAIRE page 8 

What are your present degree goals? 1. B.A. 

2. Master's --
3. Doctorate --

Do you plan to work after graduation? l. Definitely --

2. Perhaps __ 

3. Undecided --

4. No --

How many hours are you presently carrying? 

If you have any additional comments to add to this questionnaire, please feel 

free to write them in. Thank you for your cooperation. 



Appendix 13 

Dear 

Let me introduce myself. I am a graduate student at 
Texas Woman's University, and I am especially interested in the 
motivations and the problems experienced by adult women students 
like you. You can be of great help to me by participating in a 
research study which I am conducting. The results of this re
search could be of great value to you and to future women students. 

As a participant in this study, you will be asked to 
complete the Motivation Analysis Test (MAT) plus a questionnaire. 
The MAT takes approximately 45 - 50 minutes to finish. It is de
signed to measure the kinds of motivation you are experiencing 
toward var•ious aspects of your life. There are no "right" or 
"wrong" answers, and your responses will be kept totally confi·
dential. The questionnaire is designed to provide information 
regarding your role as a student. It will take about 10 ~ 15 
minutes to complete. Again, all of your responses will be confi
dential. 

To set up a time which is convenient 'for your participa
tion in this study, I would like you to fill out the enclosed card 
with the appropriate information. Please indicate the time period 
you most prefer, and I will arrange to meet with you then. Be 
sure to return the card to me promptly. 

When I have received your card, I will contact you and 
will explain more fully the nature of this research and its im
plicatibns for the adult woman student. If you have any questions 
regarding this study or about your participation, please feel free 
to call me at 423-6617. I am usually home in the late afternoon 
and evening. 

I lo"ok f orwa1,d to meeting you and including you as a 
participant in this research endeavor. 

Sincerely, 

Betsie B. Caldwell 

Enelosure 
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Name -------.(-=p,..,..1_e_a_s_e __ p_r_,.i_n_t__,) ____________ _ 

Phone 

I prefer to participate in the study on a: (Check 
one) 

Weekday morning 

We~kday afternoon 

Weekday evening 

---

Saturday morning 

Saturday afternoon 

I cannot participate ---

I appreciate your help with this study and will only 
take about an hour and 15 minutes of your time. 
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(Form A 

Appendix D 

TEXAS WOMAN'S UNIVERSITY 

Written presentation to subject) 

Consent to Act as a Subject for Research and Investigation: 

(The following information is to be read to or read by the 
subject): 

1. I hereby authorize Betsie B. Caldwell 
(Name of person(s) who will perform 
procedure(s) or investigation(s) 

to perform the following procedure(s) or investigation(s): 
(Describe in detail) 

Administration of two instruments: 

The Motivation Analysis Test 

Questionnaire 

2~ The procedure or investigation listed in Paragraph 1 
has been explained to me by Betsie B. Caldwell . 

(Name) 

3. I understand that the procedures or investigations de
scribed in Paragraph 1 involve the following possible 
risks or discomforts: (Describe in detail) 

No risks or discomforts. All information will 
be kept confidential. Participant is asked only 
to give the time needed to complete the test 
and the questionnaire. 
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TEXAS WO:MAN'S UNIVERSITY 

(form A - continuation) 

3. I understartd that the procedures and investigations de
scribed in Paragraph 1 have the following potential 
benefits to myself and/or · others: · 

It is considered important for faculty, administrators 
and counselors to be aware of the motivations and 
problems of returning adult women students so that 
effective advice, c6unsel and understanding will 
enable these women to profit fully from their edu
cational experiences~ 

4. An offer to answer all of my questions regarding the 
study has been made. If alternative procedures are more 
advantageous to me, they have been explained. I under
stand I may terminate my participation in the study at 
any time. 

Subject's signature Date 

(If the subject is a minor, or otherwise unable to 
sign, complete the following): 

Subject is a minor (_age __ ), or is unable to sign 
because: 

-Signatures (one required) 

Father Date 

Mother Date 

Guardian Date 
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(Tables 9, 10, 11, 12, 13, 14) 
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Table 9 

Means and Standard Deviations 0£ Sten Scores for All 

Subjects on the Motivation Analysis Test 

Drive or Sentiment 

Career sentiment 

Home-parental sentiment 

Fear Erg 

Narcisrn-comfor·t erg 

Superego 

Self-sentiment 

Mating erg 

Pugnacity-sadism erg 

Assertiveness erg 

Sweetheart-spouse sentiment 

Total personal interest (total 
motivation) 

General autism-optimism 

General information-in·telligence 

Total integration 

,':Above the norm. 

**Below the norm, 

n = 6 3. 

Mean 

4.76 

4.65 

4.19 

8 , 9 7 ,': 

3.94'':~•: 

6.76 

5.49 

$, 56 ~'n': 

6.13 

6. 3 7 

6.67 

4.86 

8. 4 8 ~•: 

7. 81 ~': 

Standard 
Deviation 

3.38 

5.76 

3. 7 0 

1. 53 

2.37 

2.27 

2.07 

3.44 

2.41 

2.58 

1.63 

2.10 

1.18 

4.80 
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Table 10 

Means and Standard Deviations of Likert-Scaled Responses 

to Motivation Question #1: 11 0f the following, which 

influenced your decision to r.,eturn to school?" 

Response 

Always wanted to return 

Friends who had returned 

Husband encouraged me 

Women's Liberation Movement 

Present economic necessity 

Future economic necessity 

Dissatisfaction/boredom at home 

Dissatisfaction/boredom at work 

A divorce or marital crisis 

Widowhood 

Identity crisis 

Childrien were growing up 

n -- 6 3 

Mean 

3.63 

L 73 

1. 7 Li 

1. 77 

2,89 

2.95 

2.08 

1.45 

1.03 

2. 3 7 

2.27 

Standard 
Deviation 

1.44 

1.13 

1.47 

1.04 

1. 21 

1.56 

1. 53 

1.63 

1.14 

• 2 6 

1.48 

1. 48 
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Table 11 

Means and Standard Deviations of Likert-Scaled Responses 

to Motivation Question #2: "How important to you are 

each of the following reasons for attending college?" 

Response 

To pr•epare for employment 

To improve skills at present job 

To secure professional advancement 

To change careers 

To meet the formal requirements 
of a degree 

To comply with my employer's policies 

To gain additional credits for my 
record 

To prepare for graduate school 

To supplement a narrow previous 
education 

To become a more effective citizen 

To gain insight into human relations 

To gain insight into myself 

To improve my abilities to help 
0the1'"1s 

To become a better informed person 

(.Continued) 

Mean 

3.45 

1. 88 

3. 0 4 

2.45 

3,43 

1.31 

2.22 

2.65 

2.46 

3.10 

3.49 

3.30 

4.08 

Standard 
Deviation 

1.43 

1.41 

1.44 

.84 

1.22 

1.52 

1. 68 

1. 44 

1. 33 

1~23 

1.37 

1.23 



151 

Table 11 (Continued) 

Response 

To satisfy an inquiring mind 

To broaden my appreciation of art/ 
music/literature 

To improve my ability to think and 
reason 

To participate in a group activity 

To make new friends 

To meet members of the opposite 

To share a common interest with 
spouse or a f1'"1iend 

To get relief from boredom 

To forget personal problems 

To overcome the frustrations of 
daily living 

To stop myself from becoming a 
"vegetable" 

sex 

my 

To get a break from the routine of 
home/work 

To compensate for loneliness 

To escape from television 

To be a better wife/mother 

To clarify what I want to be doing 
five years from now 

(Continued) 

Mean 

4.49 

3.09 

1+ .13 

2.65 

2.65 

1.41 

1.64 

2.58 

2.09 

2.82 

2.39 

1. 79 

1.42 

3.57 

Standard 
Deviation 

.78 

1.66 

1.05 

1.20 

1.17 

.84 

1.00 

1.50 

1.22 

1.41 

1. 52 

1.28 

1.04 

.93 

1.38 
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Table 11 (Continued) 

Response Mean Standard 
Deviation 

To escape from an unhappy relationship 1.37 .97 

To improve my social position 1. 64 .98 

To prepare for retirement 1,90 1.28 

To prepare for widowhood 1. 76 1.09 

n = 63 
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Table 12 

Means and Standard Deviations of Likert-Scaled Responses 

to Problem Area #1: "In your life as a student, how 

difficult are each of the following problems 

and frustrations for you? 11
· 

Response 

Coursework is difficult 

Acquiring good study skills 

Adjusting to the role of student 

Insufficient academic counseling 
and orien-tation 

Insufficient career counseling 

Test anxiety 

Class hours conflict with home 
life and/or job responsibilities 

Transportation to and from campus 

Negative attitudes from professors 

Discrimination because of my age 

Discrimination because of my sex 

Financial aid 

n -= 6 3 

Mean 

2, 03 

2.46 

1.85 

2. J. 3 

2,18 

2.64 

2. l~ 2 

1.50 

1. 55 

1.18 

1.19 

1. 62 

Standard 
Deviation 

.91 

1.14 

.98 

1. 29 

1. 32 

1.30 

1.29 

1.01 

.92 

.53 

,62 

1. QI~ 



Table 13 

Means and Standard Deviations of Likert-Scaled Responses 

to Problem Area #2; "In your home life, how difficult 

are each of the following problems for you since 

you returned to school?n 

Response 

Finding time to study 

Objections from my children 

Objections from my spouse 

Discouragement from friends and 
neighbors 

School hours conflict with home life 

Difficulty in finding good child care 

Financial problems 

Finding time for· social and community 
obligations 

Lack of household help 

Lack of privacy for studying 

n = 63 

Mean 

3.27 

1. 57 

1. 35 

2.03 

1.46 

1.80 

2. 7 3 

2,22 

2.44 

Standard 
Deviation 

1.24 

1.10 

,91 

.84 

1.10 

1.02 

1. 34 

1.23 

1.39 

1.45 
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Table 14-

Means and Standard Deviations of Likert-Scaled Responses 

to Problem Area #3: "In your personal life, how 

difficult are each of the following problems for 

you since returning to s·chool?" 

Response 

Fear of failing in my coursework 

Guilt feelings about neglecting my 
family 

Lack of energy, stamina, health 

Conflict of roles (wife/mother/ 
student/employee) 

Not enough time for myself 

Not enough time for recreation 

Anxiety over my decision to return 
to school 

Lack of sufficient motivation 

Inferiority feelings 

n = 6 3 

Mean 

1.98 

2.16 

1. 98 

2.45 

2.60 

2.80 

1,56 

1.38 

1. 60 

Standard 
Deviation 

1.25 

1,29 

1.03 

1.51 

1.36 

1.59 

1.07 

.79 

.95 



APPENDIX F 

(Tables 15, 16, 17, 18, 19, 20) 
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Table 15 

Percentage of Subjects Responding to Demographic 

Variables on the Questionnaire 

Demographic Variable 

Marital Status: 

Single 

Married 

Divorced 

Class: 

Junior 

Senior 

Graduate 

Special Student 

Pericent 

3.0 

82.6 

12,6 

24.1 

31.0 

34.5 

10.3 

Number of years out of school before returning to college: 

0 - 5 y~ars 

5 - 9 years 

10 - 14 years 

15 or more years 

Approximate yearly income of immediate family: 

Underl $5,000 

$ 5,000 - $ 9,999 

(Continued) 

15.9 

11.1 

31,7 

41.3 

10.0 

1.7 
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Table 15 (Continued) 

Demographic Variable 

$10,000 - $14,999 

$15,000 - $19,999 

$20,000 - $24,999 

$25,000 - $29,999 

$30,000 - $34,999 

Over $35,000 

Number of children presently living at home; 

Pre-school . children 

Elementary school children 

Junior high school children 

High school children 

Adult children 

Present degree goals: 

B .A. 

Master's 

Doctorate 

Plans to work after graduation; 

Definitely 

Perhaps 

Undecided 

No 

(Continued) 

Percent 

6.7 

13.3 

10.0 

13.3 

13,3 

31.7 

15,8 

39.6 

20.6 

22.2 

22.2 

49.l 

36.8 

14.0 

67.2 

17,2 

12.1 

3.4 
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Table 15 (Continued) 

Demographic Variable 

Hours of coursework presently ca.rr1ying: 

3 

6 

9 

12 

15 

18 

n = 63 

Percent 

17. 2 

29.3 

19,0 

13.8 

3.4 

3.4 



Table 16 

Percentage of Subjects Responding to Likert-Scaled Motivation 

Question #1: "Of the following, which influenced your 

decision to return to school?" 

Percentage of Subjects 
Very Great Great ·Moderate Negligible No Reponse Infl~ence Influence Influence Influence Influence 

Always wanted to return 

Friends who had returned 

Husband encouraged me 

39.7 

4.8 

14.3 

Women's Liberation Movement 1.6 

Present economic necess1ty ~ 6.3 

Future economic necessity 20.6 

Dissatisfaction/boredom at 22.2 
home 

Dissatisfaction/boredom at 6.3 
work 

A divorce or marital crisis 6,3 

Widowhood 0,0 

17.5 

1.6 

14.3 

4.8 

3.2 

14~3 

12.7 

9.5 

1.6 

0,0 

(Continued) 

20,6 

17.5 

22,4 

15.9 

12.7 

27.0 

22.2 

15.9 

4.8 

1,6 

6. 3 

11!1 

8, 3 

15.9 

12.7 

6. 3 

11.1 

3.2 

1.6 

o.o 

14.3 

60,3 

33.3 

54.0 

60.3 

30.2 

25,4 

57,1 

77.8 

97.9 

I-' 
u, 
<.D 



Response 

Identity crisis 

Children were growing up 

n = 63 

Table 16 (Continued) 

Percentage_of Subjects 
Very Great Great Moderate Negligible No 
Influence Influence Influence Influence Influence 

14.3 

14.3 

6.3 

3.2 

20.6 

22.2 

11.1 

7,9 

l~l. 3 

46.0 

I-' 
CJ) 

0 



Table 17 

Percentage of Subjects Responding to Likert-Scaled Motivation 

Question #2: "How important to you are each of the fol

lowing reasons for attending college?" 

Percentage of Subjects 
Response Greatly Very Moderately Seldom Not 

Important Important Important Important Important 

To prepare for employment 30.2 23.8 22.2 4.8 17.5 

To improve skills at present 9. 5 7. 9 9.5 4.8 65.1 
job 

To secure professional 2318 22.2 17.5 1.6 31.7 
advancement 

To change careers 18.0 13.1 14.8 4.9 47.6 

To meet the formal require- 30.2 20.6 20.6 7.9 15.9 
ments of a degree 

To comply with my employer's 3. 2 1.6 1.6 9. 5 84.1 
policies 

To prepare for graduate 11.1 14.3 · 11.1 4.8 52.4 
school 

To gain additional credits 3. 2 9. 5 17.5 4.8 61.9 
f 01, my record 

I-' 
CJ) 

I-' 



Table 17 (Continued) 

Percentage of Subjects 
Response Greatly Very Moderately Seldom Not 

Important Important Important Important Important 

To supplement a narrow 22.2 12.7 15.9 1.6 44.4 
previous education 

To become a more effective 11.1 14.3 22.2 9.5 39.7 
citizen 

To gain insight into human 17.5 20.6 2 3. 8 17.5 14.3 
relations 

f-' 

To gain insight into myself 27,0 19.0 33.3 9.5 7.9 0) 

l'v 

To improve my abilities to 23.8 22.2 23,8 12.7 14.3 
help others 

To become a better informed 49.2 25.4 11.1 3. 2 7.9 
person 

To satisfy an inquiring mind 60,3 27.0 7.9 o.o 1.6 

To broaden my appreciation 33.3 9.5 14,3 12.7 27.0 
of art/music/literature 

To improve my ability to 42,9 33.3 12.7 1.6 4.8 
think and reason 

To participate in a group 9.5 9. 5 36.5 20.6 20.6 
activity 



Table 17 (Continued) 

Percentage of Subjects 
Response Greatly Very Moderately Seldom Not 

Important Important Important Important Important 

To make new friends 9.5 7.9 36.5 25.4 17.5 

To meet members of the 1.6 1.6 7.9 12.7 73.0 
opposite sex 

To share a common interest 1.6 1.6 22.2 6. 3 65.1 
with my spouse or a friend 

To get relief from boredom 14.3 12.7 20,6 9. 5 39.1 
I-' 
O') 

To forget personal problems 6.3 6. 3 4.8 16.4 63.5 w 

To overcome the frustrations 9.8 11.5 9.8 16.4 52.5 
of daily living 

To stop myself from becoming 23.0 9.8 21.3 18.0 27.9 
a "vegetable" 

To get a break from the 6.6 13.1 2 9. 5 . 14.8 36,l 
routine of home/work 

To compensate for loneliness 3. 3 1.6 19.7 21,3 54.1 

To escape from television 3. 3 0.0 8. 2 13,1 75.4 

To escape from an unhappy 3. 3 3. 3 4.9 4.9 83.6 
relationship 



Table 17 (Continued) 

Percentage of Subjects 
Response Greatly Very Moderately Seldom Not 

Important Important Important Important Important 

To be a better wife/mother 9. 8 11.5 27.9 9. 8 41.0 

To clarify what I want to be 41.0 19.7 16~4 1.6 21.3 
doing five years £ram now 

To improve my social position 0 .. 0 6.6 16.4 11.5 65.6 

To prepare for retirement 6.6 6. 6 18.0 8. 2 60~7 

To prepare for widowhood 3~2 3,2 21. 0 11.3 61.3 f-J 
en 
+ 

n = 63 



Table 18 

Percentage· of Subjects Responding to Likert-Scaled Problem Question #1: 

"In your life as a student, how difficult are each of the 

following problems and frustrations for you?" 

Percentage_of Subjects 
Response Very Major Large Moderate Small Not a 

Problem Problem Problem Problem Problem 

Coursework is difficult 

Acquiring good study skills 

Adjusting to the role of student 

0. 0 

3. 3 

1.6 

Insufficient academic counseling 8.2 
and orientation 

Insufficient career counseling 8.2 

Test anxiety 16.4 

Class hours conflict with home 8.2 
life and/or job responsibilities 

Transportation to and from campus 4.9 

Negative attitudes from 1.6 
professors 

Discrimination because of my age 0.0 

4.9 

16.4 

4.9 

9.8 

9.8 

3. 3 

14.8 

o.o 

3. 3 

1.6 

27.9 

29.5 

16.4 

11.5 

ia.o 
27.9 

19.7 

8. 2 

9. 8 

1.6 

32.8 

24,6 

31.1 

27.9 

19.7 

32.8 

26.2 

14.8 

19.7 

9.8 

34.4 

26.2 

45.9 

42.6 

44.3 

19.7 

31.1 

72,1 

65.6 

86.9 

1-l 
O') 

u, 



Table 18 (Continued) 

Response 

Discrimination because of my sex 

Financial aid 

n = 63 

Percentage of Subjects 
Very Major Large Moderate Small Not a 
Problem Problem Problem Problem Problem 

o.o 

4.9 

3.3 

0. 0 

1.6 

11.5 

6. 6 

19.7 

88.5 

63.9 

~ 
O"> 
O"> 



Table 19 

Pwecentage of Subjects Responding to Likert-Scaled Problem Question #2: 

"In your home life, how difficult are each of the following 

problems for you since you returned to school?'' 

Response Very Major Large Moderate Small Not a 
Percentage of Subjects 

Problem Problem Problem Problem Problem 

14.5 

68.3 
J-1 
0) 

Finding time to study 

Objections from my children 

Objections from my spouse 

Discouragement from friends and 

19.5 

1-6 

1.6 

3.2 

35.5 

1.6 

3.2 

1.6 

27.4 

9,5 

9,7 

o.o 

8.1 

17~5 

6. 5 

17,5 

79. 0 .....:i 

neighbors 

School hours conflict with home 
life 

Difficulty in finding good child 
care 

Financial problems 

Finding time for social and 
community obligations 

Lack of household help 

Lack of privacy £or studying 

n = 63 

1.6 

3.2 

9.7 

7.9 

~ 11.1 

11.5 

9.7 

4 .. 8 

4.8 

19.0 

9~5 

14.8 

22.6 

6~3 

8,1 

33.3 

14.3 

23.0 

22,6 

6.3 

11.3 

17.5 

20.6 

8.2 

77.8 

43.5 

79.4 

66.l 

22.2 

44,4 

42.6 



Table 20 

Percentage of Subjects Responding to Likert-Scaled Problem Question #3: 

"In your personal life, how difficult are each of the following 

problems £or you since you returned to school?" 

Percentage of Subjects 
Response Very Major Large Moderate Small Not a 

Problem Problem Problem Problem Problem 

Fear of failing in my coursework 4.8 8.1 22.6 9. 7 54.8 

Guilt feelings about neglecting my 7.9 7.9 20.6 19.0 44.4 
family 

Lack of energy, stamina, health 1.6 6. 5 22.6 27.4 41.9 

Conflict of roles (wife/mother/ 12~9 . 6. 5 24.2 16.1 38.7 
student/employee) 

Not enough time for myself 9. 8 . 16, 1+ 31.1 9.8 32.8 

Not enough time for recreation 11.5 26~2 14.8 14.8 31.1 

Anxiety over my decision to 3. 3 3, 3 14~8 3. 3 75.4 
return to school 

Lack of sufficient motivation 1.6 o.o 9. 7 12.9 75.8 

Inferiority feelings 3. 3 0.0 13.l 21.3 62.3 

n = 63 

I-' 
en 
CX) 




