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This research study posed the following questions: 

Does a faculty member's perceptions of his/her attitudes 

toward college students over the age of twenty-nine differ 

significantly from those students' perceptions of the faculty 

member's attitudes toward them? Are different faculty per-

sonality types, as measured by the Myers-Briggs Type Indicator, 

related to differing faculty attitudes toward college students 

over the age of twenty-nine? 

An attempt to answer these questions was made through 

the evaluation of three differing questionnaires administered 

to the population of faculty members and their students 

over the age of twenty-nine at a small, rural community 

college in Texas. One questionnaire was administered to the 

students to elicite their perception of a faculty member's 

attitudes toward them as students who were older than the 

traditional college student. A second questionnaire asked 

a series of questions of the faculty members to determine 

the faculty members' attitudes toward students over the 

age of twenty-nine. The third instrument used was the 



Myers-Briggs Type Indicator; this indicator was used in 

an attempt to determine each faculty member's personality 

type. The design of the Myers-Briggs Type Indicator is 

based on Jungian theory. 

The results of the study revealed that there is no 

significant difference between student and faculty responses 

concerning a faculty member's attitudes toward adult students; 

however, differences within the faculty sample were revealed 

by faculty responses and were not detected by adult student 

responses. These differences generally indicated that 

Introvert faculty respond more positively toward adult 

community college students than do their Extrovert counter-

parts . No significant differences were found when measuring 

the other personality categories tested in the Myers-Briggs 

Type Indicator. 
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CHAPTER I 

Introduction 

Since adults now outnumber younger students, and 
are the new majority in American higher education; 
and since lifelong learning is a necessity, not a luxury, 
in the modern age of technology and conflict; and since 
colleges and universities are increasingly involved, 
not only in teaching mature men and women, but also 
in helping solve their problems; therefore, it is clear 
that those who make the decisions in postsecondary 
education must pay more attention to adults in the 
future, in their own interest, in the interest of the 
adults, and in the interest of the United States (31. 
p. 211). 

"Adult learners constitute the most rapidly growing 

segment of American education"(50, p. 75). The number of 

adult students in higher education has increased dramatically 

during recent decades (30, 31, 47, 51, 69, 70). Part-time 

academic students, most of whom are older than the traditional 

college student, increased by 120 per cent from 1966 to 

1976 and will increase by another 45 per cent from 1976 to 

1986 and will comprise 48 per cent of academic higher education 

students in 1986 (48). The Committee on the Financing of 

Higher Education for Adult Students reported that 57.5 per 

cent of the total student body in 1972 was part-time students 

(58). A California study found that part-time students 

accounted for over two-thirds of total enrollment in Cali-

fornia community colleges (39). A 1975 United States Census 

report states that two-thirds of all part-time students are 
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adults, and that 83 per cent of all adult students enrolled 

in college in 1973 were part-time students (65). 

Projections concerning enrollment in higher education 

range from pessimistic (25) to very favorable (11). The 

difference in the prospective outlooks lies in the institu-

tional response to adult students since almost every study 

predicts the traditional student, those between seventeen 

and twenty-three, to be stable during the rest of this century, 

The favorable outlooks anticipate expanded programs to accom-

modate adults while the unfavorable ones anticipate the status 

quo with no effort at removing barriers to adults (58). 

The number of students who will be in higher education 
in 2000 will be determined by a host of factors on 
the supply side - by the number and kinds of institutions 
available, the relevancy and attractiveness of programs, 
the convenience of the times and places at which edu-
cation is offered, the character of the admissions 
requirements, the tuition charges, the terms of finan-
cial aid, arrangements for released time from work 
for education, and other conditions (11, p. 149). 

If current trends continue, 75 per cent of the total 

enrollment in higher education in the year 2000 will be 

adult students (12). 

Participation by adults in higher education has been 

studied by many researchers. Demographic variables which 

might affect adult participation in higher education have 

been the dominant factors in these studies; however, in 

as much as the research involving demographic variables' 

relationships to participation by adults is useful, its 



usefulness is diminished by the fact that these demographic 

variables account for only about 10 per cent of the variance 

associated with participation and persistence. In other 

words, about 90 per cent of whatever it is that leads adults 

to participate in and drop out of adult education has not 

been identified in research studies (1, 9, 41). The lack 

of research on psychological factors which might affect 

participation is one possible reason for this shortcoming. 

Participation and dropout of adult students in higher edu-

cation are by no means single dimensioned. Participation 

and dropout are clearly phenomenon with multi-variate origins 

(21, 63) which are closely associated with one another (9, 

10). 

The changing student body in higher education caused 

by the ever increasing influx of new adult students warrants 

a close look at the preparations and present progress being 

made by institutions of higher education to more adequately 

accommodate the adult student. Change is necessitated in 

many policies due to the fact that higher education was 

(and in some institutions still is) directed solely at the 

young adult who just finished high school (5, 16, 20, 22, 

23, 26, 27, 35, 38, 42, 44, 66). 

Most colleges and universities are still unwilling 
to place the training of adults in the teaching basket, 
where it belongs. Rather they toss it into the catch-
all public service function of higher education, along 
with such important but academically low-priority ac-
tivities as fund raising and alumni, legislative, and 



community relations. In budgetary terms, this means 
unsatisfactory financing in the best of times, the 
axe in tight periods. For many years Step One during 
campus fiscal crisis has been to eliminate course of-
ferings, reduce subsidies and raise fees for units 
specializing in adult education: summer session, cor-
respondence, educational television, evening colleges, 
and extension divisions (31, p. 8). 

The "second class" rating which continuing education has 

received in the past must become a thing of the past (62). 

Many institutions display a certain amount of squeamishness 

concerning nontraditional education for adults (12). Some 

institutions display a reluctance to assign full-time fac-

ulty to classes composed largely of adults (3). This unde-

sirable situation is accepted by the faculty because of 

the relative unimportance of adult classes adhered to by 

institutional policies of promotion, tenure, and recognition 

of merit (3). 

Adults have different needs than the traditional aged 

student - needs caused by problems such as returning to 

school after an absence of some years or balancing academic, 

job, and home responsibilites (46, 70). These different 

needs require different or increased counseling services 

for adult students (36, 46). The counselors and directors 

of student personnel services recognize the differing needs 

of adult students and feel an inadequacy in dealing with 

adults (32, 67). It is a rare institution, indeed, that 

offers an integrated array of offerings and support services 

for its growing population of adult learners"(70, p. 97). 



Although steps have been taken by some institutions 

to provide for the needs of adult learners, these steps 

have been insufficient. "For the most part, adult needs 

and interests are presented as alternatives to conventional 

educational programs--for example, options for locations 

other than school buildings, for schedules other than 

working hours, and so on"(50, p. 106). 

"There is a potential clientele (adults) out there 

eager to participate in learning activities if we can lower 

the barriers and provide the programs to meet their needs" 

(33, p. 1). Barriers confronting adult students present 

multi-dimensional problems. 

In this study, the possible barrier of faculty attitudes 

concerning adult students will be called to question to 

determine if faculty attitudes are positively or negatively 

related to certain faculty personality traits since faculty 

attitudes can help or deter the progress of adults in higher 

education. 

Statement of the Problem 

The problem considered in this study was the relation-

ship of faculty attitudes toward adult community college 

students and certain selected personality types of faculty. 
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Statement of the Purpose 

The purpose of this study was to assess whether faculty 

attitudes toward adult college students as perceived by 

faculty themselves and as perceived by their adult students 

differ. This study also attempted to assertain the fac-

ulty personality types, as determined by the Myers-Briggs 

Type Indicator, which might identify faculty with attitudes 

toward adult college students which differ significantly 

from the attitudes of faculty members possessing the oppo~ 

site personality traits. 

Research Questions 

1. Do community college faculty members' attitudes 

toward adult students, as perceived by the faculty members, 

differ from faculty members' attitudes toward adult students, 

as perceived by the adult students? 

2. Do the personality types of the instructors, as 

measured by the Myers-Briggs Type Indicator, relate to the 

instructors' attitudes toward adult college students? 

Limitations 

Respondents were taken from the faculty and the 

adult students at a small, rural community college in Texas; 

however, this should not deter the findings of this study 

from applying to other community colleges since previous 

studies have shown faculty attitudes toward adult students 



to be similar at a variety of types of higher education 

institutions (55), and have additionally shown faculty per-

sonality types to be similar at differing types of community 

colleges (43). 

Assumptions 

A basic assumption of this study was that respondents 

would answer the questionnaires truthfully according to his/ 

her perceptions. 

Definitions 

In this study, the term "adult student" was defined 

as a student who is at least thirty years of age. 

Background and Significance of the Study 

Research concering barriers or obstacles confronting 

adults, or any group of students, in higher education is 

paramount for several reasons. One good reason is simply 

the equality under the law expressing the right of equal 

opportunity. This equal opportunity should not be denied 

to adults (29, 42). 

The Commission on Non-Traditional Study expresses the 

belief that "Full educational opportunity should be realis-

tically available and feasible for all who may benefit from 

it, whatever their condition of life"(18, p. 7). 

Since adults now outnumber younger students, and are 
the new majority in American higher education; and 
since lifelong learning is a necessity, not a luxury, 
in the modern age of technology and conflict; 



American colleges and universities must recognize that 
educating adults is one of their fundamental respon-
sibilities ... . Colleges and universities should welcome 
adult men and women as degree students, on and off 
campus, part and full-time, in traditional and non-
traditional programs; and while protecting standards 
•4—T-* M Mm M i. J 1_ _ ^ _ *1 1 « 1 4 • the institutions 
to accommodate tt 
with adults effec 
provide more help 
the organization 
and support the d 
special field of 
to improve the fi 
and 216). 

should make the adjustments necessary 
is clientele.... To make their work 
tive, colleges and universities must 
for the disadvantaged; must strengthen 

1 structure of their institutions 
evelopment of adult education as a 
study; and must do what is possible 
nancial situation (31, pp. 211, 212, 

Many times educational 

cause of non-flexible 

of instruction, or pol 

time students (46). 

interests and needs wh 

grow older necessitate 

period beyond childhoo 

adulthood years (35). 

From the standpoi 

and universities, a ve 

their views of adult s 

opportunity is denied to adults be-

scheduling, inappropriate location 

icies discriminating against part-

ocial change, technology, and new 

ich individuals encounter as they 

s the lengthening of the learning 

d and youth into and throughout the 

Lnt of community colleges, colleges, 

;ry practical importance concerning 

students is raised by the declining 

enrollments of the traditional aged student. The decline 

of traditional aged students along with the increase of 

adult students in higher education is substantiated by census 

reports and several authors (7, 12, 14, 56, 59, 69). 

Worried about the financial consequences of the coming 
drop in "college age" (eighteen to twenty-two years 
old) enrollment, colleges and universities long indif-
ferent to older men and women have begun to welcome, 



even to recruit, adult students and to adjust regulations 
to accommodate them (31, pp. 1 and 2). 

However at most colleges and universities, the move to ac-

commodate adults has been slow or nonexistent (16). 

Research concerning barriers confronting adults is 

important in order to aid institutions in making needed 

changes in policies, both from an institutional survival 

point of view and in order to accommodate the new adult 

student. 

If... adult learners are to be adequately served, in-
stitutions of higher education must assess their needs 
and motivations, understand the differences between 
adult learners and the traditional aged college stu-
dent, and make appropriate adjustment in administrative 
procedures, programming, and the teaching-learning 
process (68, p. 641). 

Accommodating adult students presents a real challenge to 

higher education. "If the barriers related to accessibility, 

flexibility, and personal and social development can be 

successfully overcome, the result will be a great gain for 

everyone—the institution, the adult learner, and the so-

ciety in which both exist"(36, p. 363). "Adult learning 

is a social phenomenon of substantial proportions, requiring 

coordination and planning of learning resources"(50, p. 75). 

Institutional adaptation for adult learners is a necessity 

(58). Yet, a 1971 survey of admission policies indicated 

that only in a few instances were policies modified or waived 

in order to accommodate adult students (66). 
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"The barriers exist—mostly because of the attitudes, 

perceptions, leadership, and commitment (or lack thereof) 

of the institutions themselves"(45, p. 64). For the past 

thirty years educators have proclaimed that we were on the 

threshold of a learning renaissance for adults; however, 

this threshold has only been arrived at during the past 

decade largely because of a lack of commitment by educators 

(8), aided by economic, social, and cultural conditions. 

Institutional responses to barriers facing adult stu-

dents should not be based solely on marketing surveys of 

consumer demand. As one researcher points out, "The aver-

age adult can only respond on the basis of relatively limited 

knowledge and experience"(19, p. 24). Planning will always 

be somewhat behind the times if it is based solely on "demand" 

data (21). 

Should this research determine that faculty possessing 

certain personality traits have negative attitudes toward 

adult students, then this fact would be of importance to 

higher education institutions. Findings of this nature 

should affect class assignment policies (49, 57) as well 

as implementation of inservice programs for faculty devised 

to educate them about adult students and, hopefully, to 

change their attitudes to a more positive note (61). The 

Commission on Non-Traditional Study recommends that "Faculty 

chosen for new programs (dealing with adults) should be 
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creative, willing to learn any new techniques required, 

and sufficiently flexible to make changes; and they should 

be helped to retain these qualitiesM(18, p. 63). This same 

recommendation has been made by several researchers (13, 

17, 19, 28, 35). 

Faculty need to acquire sensitivity to students, awareness 
of the complexities of their lives, tolerance for al-
ternative views of knowledge and education, willingness 
to grow themselves by entering into new kinds of re-
lationships, and ability to master new instructional 
styles and skills and to relate all to their more prag-
matic and concrete goals. In short, faculty development 
may be a necessary step in providing effective education 
for older learners (16, p. 654). 

Faculty must become avid believers in lifelong education 

and availability of educational offerings for people of 

all ages and needs (28, 53). 

Community colleges (along with universities) must in-
crease support for the concept of lifelong learning 
among full-time credit faculty. Suggested strategies 
include: workshops and instructional clinics empha-
sizing the importance of lifelong learning; more overlap 
between credit and non-credit teaching responsibilities 
so as to remove these artificial barriers; efforts 
to increase communication, understanding, and acceptance 
of lifelong learning within the colleges through com-
bined faculty meetings, social gatherings, and instruc-
tional workshops in which full-time credit, part-time 
credit, and non-credit instructors are all brought 
together (4, pp. 27 and 28). 

One researcher suggests that administrators as well as fac-

ulty be required to have formal study in the development of 

Programs for adults and in the needs of adult students (6) 

Leaders of non-traditional programs indicate that their 

most persistent problems are getting faculty and institutional 
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support and maintaining a teaching staff appropriate for 

the program (18). 

Faculty members expressing negative attitudes toward 

adult students may well be reluctant to change to make the 

necessary adaptations for adult students. 

Faculty reluctance to change arises in part because 
they are beginning to accept and use unfamiliar pro-
cedures and are fearful lest they perform poorly. 
Colleges should provide time and leadership so that 
faculty can explore new ideas thoroughly and learn 
new procedures well enough to perform them skillfully 

Faculty development programs aimed at assisting faculty 

members in developing or improving skill for working with 

adults could be useful tools (16, 24, 40, 52, 53). Most 

college professors have not been adequately prepared to 

use new techniques of instruction, and they are also some-

what suspicious of them (16, 34, 37). One study indicates 

that faculty members are inadequately prepared to deal with 

the problems of adults and especially returning adult women 

(15). When mature adult women students were ask to give 

suggestions for improvement of university instructional 

services the overwhelming first response was to "... improve 

faculty understanding of adult students and concern about 

their needs"(2, p. 203). Instructors assigned to teach 

classes containing several adults should be carefully screened 

with a primary criterion being sensitivity to adult students' 

needs (54, 64). 



13 

The preceding information indicates that faculty at-

titudes toward adult students may significantly affect the 

academic performance of those adult students. Hence this 

study dealing with the topic of faculty attitudes toward 

adult students is a worthy research study. This study 

also provided a significant variation of data collection 

from previous related studies. Prior studies gathered in-

formation only from faculty respondents or only from adult 

student respondents and based their conclusions solely on 

the single group's responses. This study gathered data 

from both of these groups and compared responses to 

determine if responses from the two groups were essentially 

the same. Another unique distinction of this study from 

other similar studies is that the instrument for determining 

faculty attitudes was administered late enough in the 

semester to allow students to get to know their instructors 

and yet early enough that non-persistent students would have 

the input that is needed from them. 
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CHAPTER II 

Related Literature 

When one considers students in higher education, 
the nature of the academic environment in which the 
students work and study comes into focus. At the center 
of this environment is the faculty. They constitute 
the essential component functioning in higher education 
with whom the student interacts. 

Because of the increase in adult students enrolled 
in higher education, attention has turned to the fac-
ulty and their response to these returning students. 
Since faculty have a significant influence on their 
students, faculty attitudes and perceptions toward 
adult students are important (52, p. 2). 

Research on faculty attitudes toward adult students 

is limited and not well documented (38, 52). The National 

Conference on Open Learning and Non-Traditional Study has 

determined to slay this minotaur which directly affects 

adult students: "... there is a resistance to change by 

a good portion of the academic community and a clear reluc-

tance to accept new approaches to learning by faculty members" 

(24, p. 58). The biggest barrier to implementation of pro-

grams concerning the education of adults is selling the 

programs to a conservative faculty, administration, and 

funding sources of the institution (6). Access by adult 

students to higher education is often accepted reluctantly 

by faculty and administrators, since academe continues to 

assume that individuals learn only before becoming adults 

(11) . 
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One explanation offered for the reluctance of full-

time faculty to participate in adult higher education lies 

in the social origins of our culture which is youth oriented 

and hence discourages adult education in a very subtle way 

(15). The full-time faculty resistance to participate in 

adult education instruction will continue as long as adults 

are considered "second-class" students (15). 

Faculty attitudes concerning adult students are affected 

by a variety of factors. One possible answer to the reason 

for some faculty having a negative attitude toward adult 

students is the realization on the part of the faculty that 

removal of barriers confronting adults may well involve 

the faculty in additional time-consuming responsibilities. 

Many professors accustomed to familiar teaching routines 

do not welcome evening classes to aid adults (9). Some 

faculty members when interviewed revealed that when consid-

ering extention education activities they are generally: 

opposed to continuing education being conducted as part of 

the college s function; apathetic due to lack of information; 

fearful that the quality of regular campus programs will 

be lowered; concerned about heavier teaching loads which 

may be taken on; opposed to life style changes necessitated 

by teaching at off-campus locations at "irregular" hours; 

concerned about office hour limitations for these students, 

academic quality of the students, and quality of the extended 
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degree program (36, 43). Many times the reluctance, indif-

ference, and even hostility of faculty toward teaching adults 

is based on the charge of low standards and low quality 

of the non-traditional teaching techniques used with adults 

(15, 26, 33). Another possible reason for negative attitudes 

toward adult students on the part of faculty members is 

a feeling by some faculty that adults with their wide range 

of experiences represent a challenge to the basic authority 

of the teacher (9, 15). The loss of vital support by in-

fluential faculty members can seriously jeopardize the 

continuing education function (42). "The professional liter-

ature reflects the view that many faculty in institutions 

of higher education constitute a considerable barrier to 

academic success of adult students"(52, p. 15). 

Several researchers, detecting a negative feeling from 

faculty members toward adult students, claim that faculty 

members who recognize a difference between adult students 

and "regular campus students" feel that adults are worse 

(14, 18). Many adult students report a lack of encouragement 

by faculty, a questioning of their motives to enroll in 

higher education, and criticism of student learning anxi-

eties (49, 52). 

Another researcher discloses that faculty members have 

the opinion that adults lack the mental ability to function 

and learn at the same high level as younger students and 
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are less motivated to learn (16). 

adults do not respond in the same 
T m L ? + traditional student the faculty member's 
immediate reaction is that the part-time adult students 

q£ a l l f i e d £han the 'regular' students and 
that therefore teaching in the evening division reallv 
means teaching inferior students (5, p . 15 ) . 

A cynicism about teaching adults is not an uncommon feeling 

among university people (37). 

Institutions must adapt policies which would help fac-

ulty members to view adult students in a more favorable 

light since the success of any new program involving adults 

will ultimately depend on the modification of faculty atti-

tudes which are favorable to new instructional practices 

(2). A recent research study indicated that continuing 

education instruction promotes a positive feeling for adult 

students; this is verified by a 78 per cent favorable re-

sponse of faculty who participated in continuing education 

instruction (42). The same study found that faculty respon-

dents felt that other faculty members had negative attitudes 

toward adult students (42). One study revealed that negative 

faculty attitudes toward adult students was a definite factor 

in attrition of adult students (1). However, other researchers 

have found faculty attitudes to be favorable toward adult 

students and continuing education (13, 22, 45). 

Implementation of new programs to accommodate the adult 

student has met with a number of obstacles. When adminis-

trators have been asked to identify these obstacles, faculty 
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resistance was identified by 32 per cent of the 1185 respon-

dents in a recent study and ranked fourth in the list behind 

lack of funds, difficulty in assessment of new modes of 

instruction, and institutional concern about academic stan-

dards (10, 12). 

Apart from inadequate funds, all of the most frequently 
mentioned problems are basically internal rather than 
imposed from outside. They can be resolved - indeed, 
must ultimately be resolved - within colleges and uni-
versities themselves by faculty and administration 
(12, p. 88). 

The major problem is one of attitude; faculty and adminis-

tration view continuing education and adult students as 

secondary rather than primary activities and clientele (42). 

Attitudes_(toward adult education) include indif-
ference, skepticism, and even opposition, most noticeable 
in the colleges of liberal arts. Past attempts to 
establish the education of adults as part of the funda-
mental responsibility of colleges and universities 
have more often then not failed.... The key factor 
was the reluctance of educators to consider the teaching 
of adults as important as research and the teaching 
of the young; and there were no economic or social 
pressures strong enough to change this situation (26 
P. 5). 

Although a majority of adult students indicate that 

they perceive no difference in faculty attitudes toward 

younger and older students, older students do tend to per-

ceive faculty attitudes as more negative than do younger 

students; this tendency persists throughout the entire age 

range of the students in a recent study (3). This may be 

because older students tend to be more demanding and thus 

perceive faults where there actually are none or faculty 
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may actually give more negative responses to older adults. 

However, the statistic cited above was derived from a sample 

of persisters so the non-persisting adult students who may 

have received negative "vibrations" from faculty did not 

have sufficient input. Another researcher found that adults 

of lower socio-economic classes sometimes felt that a lan-

guage deficiency or other barrier existed between them and 

the instructor (23). This may indicate that some adult stu-

dents who may perceive negative faculty attitudes are in 

fact blaming the instructor for their own psychological 

hang ups. Even if this is the case, the instructor should 

be willing to change in the hope of affecting the students' 

negative perceptions in a more favorable vein. 

Adult women students are considered by some faculty 

as outsiders to higher education; this feeling is based 

on the presumption that these women possess goals less serious 

than those of younger students (19). Many women adult stu-

dents also feel that they received limited encouragement 

from faculty (17, 54). 

Some faculty constitute barriers to the academic success 
of adult college students by their lack of encouragement, 
by their perceiving adult students as being too demanding 
of faculty time and efforts, by their questioning the 
motivations of adult students more than the traditional 
aged student. Adult women experience these problems 
to a greater degree than adult men students (52, p. 18). 

One study done at the University of Texas indicated 

that most faculty were supportive of "older" students; more 
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teaching experience, but not age, correlated with more fa-

vorable attitudes toward older students (44). Results of 

a similar study support these findings (46). Yet another 

study found a majority of faculty respondents to be favorable 

of adult students accompanied by a willingness to participate 

in continuing education endeavors; however, only a small 

percentage of the faculty actually returned the questionnaire 

in this study (51) which may diminish from the credibility 

of this finding. A recent dissertation determined that 

faculty attitudes do not present a barrier to adult women 

students' academic success (28). Yet another study indi-

cated that faculty members expressed positive attitudes 

toward adult students and substantially more positive atti-

tudes than administrators had toward adult students; female 

faculty had higher opinions of adult students than male 

faculty and younger faculty had more favorable opinions 

of adult students than did older faculty (50). Positive 

faculty attitudes toward adult students were found in other 

studies (42, 55), and neutral faculty attitudes toward adult 

students in yet another (21). The study in which this neutral 

attitude was found concluded that participating faculty 

saw no particular differences between older and younger 

students except that on the whole older students seemed 

better motivated and more willing to do serious college 

work (21). 



28 

A recent study conducted using Weber State College 

faculty found attitudes of faculty toward adult students 

to differ significantly according to the faculty member's 

academic discipline (8). Another study done at the multiple 

campuses of a large, private, midwestern urban university 

indicated that the age, sex, marital status, and amount 

of teaching experience of faculty members had no significant 

correlation with their attitudes toward adult students. 

The conclusions of this study were that faculty attitudes 

toward adults were neutral rather than negative as suggested 

by writers in the field of adult education (52), However, 

the researcher noted that it was possible that the faculty 

members responded in a way that they felt was socially ac-

ceptable rather than the way they actually felt. Furthermore, 

many of the respondents had very little experience with 

adult students, and also some faculty who may have had neg-

ative attitudes toward adult students may have felt pressured 

into responding in a more acceptable way since the cover 

letter to the questionnaire was signed by two administrators. 

Also this study indicated that the sex of the adult student 

had no effect on faculty attitudes. A similar study found 

older faculty members to be more receptive to continuing 

education involvement (25). Another study done at Rutgers 

on the New Brunswick campus found tenured faculty to be 

less favorably disposed toward continuing education than 
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were other faculty members who, for the most part, were 

supportive of continuing education (42). Possibly the more 

senior faculty were less willing to change to accommodate 

adult students. Among recommendations made on the basis 

of this study were as follows: 

(1) increase faculty awareness of continuing education* 
(2) establish intensive faculty orientation and training 
sessions in the continuing education of adults; (3) 
involve more faculty members in planning, developing 
and implementing higher adult education; and (4) revise 
the academic reward system to give greater recognition 
to participation by faculty in continuing education 
activities (42, abstract). 

Negative attitudes toward adults on the part of faculty 

may well be rooted in the realization that working with 

adults in an effective way will require additional faculty 

time and energy in order to make such an effort work. In 

yet another study, many college professors were reported 

to indicate that they would not go to the trouble of adjusting, 

their teaching methodologies to meet the needs of adults 

(35). Faculty would possibly need to become more active 

in orientation processes and in counseling which in turn 

might require additional time in training (36). 

Implementation of programs directed at aiding adult 

students in improved ways would involve the faculty in taking 

on new or changed roles such as facilitator/counselor (41), 

broker/negotiator, instruetor/tutor, evaluator, developer 

of learning resources, and creator of instructional materials 
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(9). "Since faculty influence over students cannot be over-

emphasized, it would appear that faculty must be aware of 

the motivations and difficulties of older students in order 

that effective advisement will enhance the total student 

experience"(52, p. 17). The Commission on Non-Traditional 

Study issues this recommendation which would directly affect 

adult students: faculty understanding and commitments must 

be reoriented and redirected, particularly through in-service 

development, so that knowledge and use of non-traditional 

forms and materials will increase (10). This same suggestion 

has been made in other research studies which found that 

adult students seek counseling from faculty more often than 

they seek advise from counselors (27, 40). In two-thirds 

of all non-traditional programs, faculty serve as the only 

counselors (12). In one study, completion of the degree 

requirements for an Associate of Science degree by adult 

women was contingent on the support of the faculty (4). 

Evaluation of prior learning by adults would rest largely 

on the shoulders of the faculty (36). These faculty eval-

uators would be faced with such time consuming questions 

as: Which experiences deserve academic credit? How much 

credit? How can competence be verified? Will such credit 

transfer? (36). 

Special incentives such as extra compensation for in-

volvement in these time consuming ventures may improve faculty 
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attitudes toward adults and new programs for adults (20, 

29, 36). 

This conglomeration of research, findings indicates 

that nothing definitive has been determined concerning fac-

ulty members' attitudes toward adult students. This confusion 

findings indicates that further studies of the situation 

are necessary. This particular study differs significantly 

from all of the earlier mentioned studies in that it gathers 

information from both faculty members and adult students 

and examines the data from both of these perspectives. 

Research concerning personality traits of college faculty 

is rather extensive. Since this research report will utilize 

the Myers-Briggs Type Indicator (MBTI) the following findings 

concerning college faculty personality traits will center 

mainly around findings which stem from the use of the MBTI. 

The MBTI is based on Jungian typology whose multidi-

mensional structure may be particularly applicable to the 

teaching profession where manifold aspects of the person-

ality are brought to the fore, since this typology depends 

on underlying processes as well as conscious processes (7). 

A substantial amount of research concerning personality 

types has been done at the faculty development workshop, 

"Personalizing the College Learning Climate," which is now 

thriving at Texas Tech University. Over 2000 faculty have 

been tested in this workshop. One of the initial questions 
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asked these participants is "What do you think students 

look for when they enter a class for the first time?" Re-

sponses include (a) friends in the class, (b) number of 

assignments, (c) instructor's personality, (d) specific 

learning objectives, (e) instructor's grading system, (f) 

course reading requirements, and (g) types of tests given. 

The most frequent number one ranking of these responses 

is "instructor's personality"(53). 

A sizeable portion of research concerning personality 

traits, including that done at Texas Tech University, has 

used the MBTI which is considered by some to be the prin-

ciple and most sophisticated self-concept instrument used 

in personality testing (53). Many studies in recent years 

have utilized the MBTI, including several doctoral disser-

tations (34) . 

One research study compared college instructor person-

ality types to traditional-aged college student personality 

types and found that a sizeable majority of college instructors 

are intuitive types while an even higher percentage of stu-

dents are sensing types (53). Yet another study found that 

82 per cent of faculty were judging types as opposed to 

42 per cent of the students (48). Faculty have been found 

to prefer students who are intuitive-judging types as the 

majority of faculty are (32). Other findings include the 

facts that prospective college teachers tend toward introversion 
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(30), and NF (intuitive, feeling) types as measured by the 

MBTI may excel in teaching at the secondary and college 

levels as do the I (introvert) types and the N types (31, 

39). 

The MBTI categorizes a person into one of sixteen per-

sonality types. One study found the most predominant of 

these types for college instructors to be the ISTJ (introvert, 

sensing, thinking, judging) type (34); another found the 

most predominant type to be ENFP (extrovert, intuitive, 

feeling, perceptive) (47). Although the ISTJ and ENFP were 

the predominant types in these two studies both of them 

had less than 17 per cent of the respondents in the category. 

Teacher evaluation ratings, on the other hand, consistently 

favor the ENFJ teacher (31); however, Myers (39) cautions 

against making over generalizations such as a single type 

being related to teacher effectiveness, especially in a 

single individual's case. 

Becoming aware of the shortcomings of each Jungian 

classification may be a step forward in the selection and 

proper placement of individuals in the educational system 

(7). Research concerning faculty personalities is vital 

in higher education, especially if these faculty personalities 

cause problems in dealing with certain groups of students. 

Identification of faculty personality types which complement 

or which conflict with adult students is definitely important 
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in light of the growing number of adult students in higher 

education. The need for additional research of this type 

in community colleges is emphasized in a recent dissertation 

which says, 

Further research is needed to establish patterns of 
instructional preferences and attitudes across the 
jCj?iines' t o i d e n t i fy personality type similarities 

and differences based upon accepted theory, and to 
organize, analyze, interpret, and report results of 
benefit to all who believe that community college in-
struction is a humane endeavor (34, p. 160). 
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CHAPTER III 

PROCEDURES FOR THE COLLECTION AND TREATMENT OF DATA 

Questionnaires were administered to the populations 

of faculty members and adult students of Western Texas College, 

a small community college in a rural area of Texas. The 

faculty population consisted of fifty-five faculty members; 

thirty-five of these were full-time, and twenty were part-

time. The adult student population consisted of 402 students; 

however, only 281 returned useable questionnaires. Three 

different questionnaires were administered; one for faculty 

responses concerning their attitudes about adult students, 

one for adult students to respond about the attitudes they 

perceive their instructors to have toward adult students, 

and one to identify the personality characteristics of the 

faculty members. 

The first two questionnaires used were modeled after 

the one used by Steinbrecher (9) in a recent 1980 disser-

tation done at Loyola University of Chicago. Appendix One 

consists of copies of these two questionnaires. The third 

questionnaire administered was the Myers-Briggs Personality 

Type Indicator (MBTI). 

The questionnaire for adult student respondents consists 

of twenty-four statements, eighteen of which come from the 
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Steinbrecher dissertation (9), three of which deal with 

the ability of adults to learn, and three of which deal 

with the importance of the education of adults at institutions 

of higher education. Each respondent answered on a scale 

of one through five based on whether he/she strongly agreed 

(1), agreed (2), was uncertain (3), disagreed (4), or strongly 

disagreed with each statement (5). These twenty-four state-

ments were all written in a form for which a low response 

indicated a favorable disposition toward adult students and 

a high response indicated an unfavorable disposition toward 

adult students. Student respondents gave responses based on 

their perception of the instructor's attitudes toward adult 

students. A twenty-fifth, open-ended statement offered the 

students the opportunity to make any additional comments 

concerning his/her instructor's attitudes toward adult students 

The first questionnaire for faculty members had the 

same twenty-four statements as the student questionnaire. 

A twenty-fifth statement offered them the opportunity to 

make any additional comments relative to adult students. 

These two questionnaires were scored by adding the responses 

for the first twenty-four statements. 

The eighteen statements used in the questionnaire from 

the Steinbrecher dissertation include statements which relate 

to one of these three adult student characteristics: academic, 

personal growth, and age(9). Of the six added statements, 
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three pertain directly to the age category and three pertain 

directly to the academic category and hence should not di-

minish the reliability and validity factors determined in 

the Steinbrecher instrument. 

Validity of the Steinbrecher instrument stems from 

the fact that the questionnaire statements were constructed 

based on the responses of five interviews with faculty members 

who were experienced in teaching classes in which both adult 

undergraduate students and traditional aged undergraduate 

students were enrolled. Later content validity and reli-

ability for the instrument was verified by a panel of five 

other faculty members from a college not included in the 

study (9). 

The Myers-Briggs Type Indicator (MBTI) was also admin-

istered to the faculty participants. This personality type 

indicator is a forced choice, self-administered, 166 item, 

self-validating instrument first published in 1962 by the 

Educational Testing Service (1, 4, 8). The MBTI is based 

upon Jungian theory and defines four pairs of preferences 

from which sixteen different combinations of personality 

types may be derived (4). These pairs are as follows: 

(a) INTROVERSION (I) indicating depth and concentration 

vs. EXTRAVERSION (E} indicating ease with environment; (b) 

SENSING (S) indicating thoroughness, respect for detail, 

realism, observation, attention to detail, enjoyment, reliance 
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on experience, practicality, and no analysis vs. INTUITION 

(N) indicating insight and penetration, originality, grasp 

of the complicated, ingenuity, drive for projects, invention, 

initiative, versatility, interest in possibilities, facility 

with language, awareness of possibilities, and a bent for 

experimentation; (c) THINKING (T) indicating realism, anal-

ysis, logic, critical faculty, impersonality, executive 

qualities, decisiveness, efficiency, and objectivity vs. 

FEELING (F) indicating sympathetic handling of people, ca-

pacity for devotion and sympathy, sociability, little amount 

of analytical power, ability to grasp group feeling, enthusiasm, 

insight into people, persuasiveness, and charm; and (d) 

JUDGING (J) indicating organization vs. PERCEPTION (P) in-

dicating adaptability (4). All of these attitudes are in every 

personality, but they are there in different proportions and 

at different levels of consiciousness and unconsciousness 

(3). The sixteen possible four-letter combination personality 

types are 1STJ, ISTP, ESTP, ESTJ, ISFJ, ISFP, ESFP, ESFJ, 

INFJ, INFP, ENFP, ENFJ, INTJ, INTP, ENTP, and ENTJ (4). Much 

more detailed descriptions of the MBTI personality types are 

included in manuals produced by Consulting Psychologist Press, 

Inc. (5, 6), but due to copyright restrictions these detailed 

descriptions could not be reproduced in this report. 

Each question in the MBTI is designed specifically 

to detect clues in behavior to aid in identifying underlying 
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preferences . Questions are selected to be non-threatening. 

Word pairs constitute a portion of the instrument. No item 

is scored for more than one index to prevent correlational 

distortion. Respondents have the option to omit answers 

to any of the questions on the MBTI thus increasing the 

validity of the instrument since doubtful answers are elim-

inated (4, 6). Separate weighting of each response is used 

in order to offset any social desirability bias (6). In-

ternal consistency reliabilities for the four scales range 

in general from 0.75 to 0.85, with a low coefficient of 

0.44 for the Thinking-Feeling scale. These figures are 

comparable to other leading personality inventories (6, 3). 

Gerald A. Mendelsohn acting as a reviewer in Buros' Sixth 

Mental Measurements Yearbook says the following about the 

MBTI: 

The reviewer ... considers the instrument of considerable 
potential utility. This conclusion is based on the 
findings which indicate that type scores relate meaning-
fully to a wide range of variables including performance 
measures, academic choice, and behavior ratings. Al-
though there are better predictors available for particular 
tasks, few instruments appear to provide as much in-
formation as can be derived efficiently from the MBTI. 
It would seem useful, then, for personality research 
(1, p. 322). 

Administration of the MBTI for this study was done 

during the first few weeks of the fall semester of 1983, 

with a majority of the faculty respondents taking the test 

during the in-service week prior to the beginning of the 

semester. Administration of the two questionnaires patterned 
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after the Steinbrecher instrument was done approximately 

six weeks into the semester in order that adult student 

respondents would have adequate time to "feel" their instructor's 

attitudes and in order that adult students who might later 

drop out would have a chance to participate in the study. 

The first research question was tested using the t-test 

for two related samples. This was done by pairing each stu-

dent' s response with his/her instructor's response to the 

Steinbrecher (9) questionnaire. The second research question 

was tested using the t-test for two independent samples 

by juxtaposing each opposing pair of personality types and 

also by testing each possible double pairing of non-opposing 

types, each possible triple pairing of non-opposing types, 

and each of the sixteen categories of quadruple pairings. 

This approach is suggested by Myers (6) in order to avoid 

doing an injustice to the concept of type. Each of these 

pairings were tested against the opposite pairings in the 

sample. 

The use of the t-test requires that certain conditions 

must be met in order for the results to be reliable (2, 8). 

The t-test for related samples requires that the two samples 

be normally distributed; the t-test for independent samples 

requires that the two samples be normally distributed and 

that variances of the two populations be homogeneous. Hence 

a chi-square goodness of fit test was used to test the 
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normality of the distribution of each sample in each case 

where the sample size was larger than three. The F sta-

tistic was also used to test for homogenity of the variances 

when the t-test for independent samples was used. When 

either of these conditions were not met the Mann-Whitney 

U-test was used as a non-parameteic alternative to the 

t-test for two independent samples. 

As a final procedure, a chi-square goodness of fit test 

was used to determine if the faculty respondents used in 

this study possess personality types significantly different 

from the faculty respondents in a recent study conducted 

by Dayton Roberts (7). Roberts' study was used as a com-

parison basis because it had 354 respondents and is the 

largest sample of community college faculty in which the 

MBTI has been used. 
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CHAPTER IV 

Analysis of Data 

Two research questions were studied in this report. 

These questions were asked in a two-fold manner. The first 

question was to examine the relationship between faculty 

responses concerning his/her attitudes toward adult college 

students over the age of twenty-nine and these same students' 

responses concerning their perception of the faculty member's 

attitudes toward students over the age of twenty-nine. 

In essence, this first research question compared faculty 

responses and student responses on the same questionnaire. 

The second research question in reality required forty sta-

tistical tests; thus, each of these will be referred to 

hereafter as questions two through forty-one, Each of these 

questions were posed to examine opposite personality types 

as measured by the Myers-Briggs Type Indicator, This indi-

cator identifies a person's personality type according to 

Jungian theory. This theory accounts for sixteen personality 

types; each type being composed of a four letter grouping 

as discussed in Chapter II, This type of grouping accounts 

for eighty possible combinations of single, double, triple, 

or quadruple lettered groups. Forty of these groups were 

pitted against the opposite forty groups to formulate questions 
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two through forty-one. Questions two through five are con-

cerned with the single pairings. Questions six through 

seventeen are concerned with the double pairings. Questions 

eighteen through thirty-three are concerned with the triple 

pairings, and questions thirty-four through forty-one deal 

with the quadruple pairings. 

Each of these forty-one research questions was tested 

in the null hypothesis form. 

The research was conducted using the following data. 

Fifty-five faculty members completed the Myers-Briggs Type 

Indicator and returned the faculty attitude questionnaire. 

Five additional faculty members either returned only one 

of these two questionnaires or did not have any students 

over the age of twenty-nine in their classes; these five 

were not included in the study. The fifty-five faculty 

members consisted of thirty-six males and nineteen females. 

Thirty-five were full-time faculty, and twenty were part-

time. Thirty-five taught academic classes, eighteen taught 

vocational-technical classes, and two taught both academic 

and vocational-technical classes. The fifty-five faculty 

members ranged in age from twenty to fifty-six with a median 

age of forty. Additional demographic information concerning 

the faculty was not readily obtainable. The population 

of adult students consisted of 402 students; 281 of these 

returned questionnaires. The ages of students in the population 
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ranged from thirty to seventy-four with the majority of 

these in their thirties or forties. The ages and iiirumber 

of each sex in the student sample of 281 respondents is 

not known. The data concerning student and faculty scores 

on the questionnaire is shown in Appendix Four. 

The faculty responses to the questionnaire yielded a 

mean of 47.69, a standard deviation of 8.52, and a range 

of 32 to 69. The faculty distribution proved to be normal. 

The adult student responses yielded a mean of 48.69, a stand-

ard deviation of 10.54, and a range of 24 to 90. Using 

a chi-square goodness of fit test to the normal distribution, 

the student sample was found to be significantly different 

from the normal distribution at the 0.005 level yielding 

9- chi-square of 39.21 with seventeen degrees of freedom. 

When compared to the faculty sample, the student sample 

was found to be slightly platykurtic. A chi-square goodness 

of fit test was calculated for the student sample using 

the faculty sample's mean and standard deviation; the test 

yielded a chi-square of 45.19 with nineteen degrees of free-

dom which is significant at the 0.001 level. This would 

indicate that the two samples are not homogeneously distributed. 

Both samples yielded a mean close to forty-eight, 

A score of forty-eight would represent an average score 

of two on each of the twenty-four questions. Thus the mean 
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scores of the two samples would indicate a favorable attitude 

toward adult students. 

Research question number one dealt with a testing for 

possible differences between faculty responses and student 

responses on the same questionnaire. This research question 

was tested using the t-test for two related samples (2). 

The t-test for two related samples assumes that the two 

samples are normally distributed. To check this assumption, 

the chi-square goodness of fit to the normal distribution 

was used (2). This test was calculated for the sample of 

faculty responses and for the sample of student responses 

using the computer program shown in Appendix Two. Neither 

of these two samples proved to be significantly different 

from the normal distribution. The faculty sample was found 

to have a chi-square of 21.00 with seventeen degrees of 

freedom, and the student sample had a chi-square of 15.91 

with seventeen degrees of freedom. Following this prelim-

inary testing, the t-test for two related samples was ad-

ministered using the computer program shown in Appendix 

Two. The t-test for two related samples uses a pairing 

technique, thus the fifty-five faculty scores were paired 

with the means of the student scores for the students who 

responded to the questionnaire concerning that faculty member. 

The t-test yielded a result of 0.70 with fifty-four degrees 

of freedom. This result indicated no significant difference 
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between faculty and student responses concerning faculty 

attitudes toward college students over the age of twenty-

nine . 

In spite of the result stated above, it was decided 

that both the student and faculty responses would be used 

separately in the remainder of the testing to determine 

if the faculty responses between groups of differing faculty 

personality types corresponded with the adult students' 

responses. 

An attempt was made to test research questions two 

through forty-one using the t-test for two independent samples 

(2). This procedure was done using both the student responses 

and the faculty responses in two separate testings. However, 

the t-test for two independent samples assumes that the 

two samples are both normally distributed and that the two 

samples have homogeneous variances. Thus as a preliminary 

precaution, each of the 160 samples (with the exception 

of twelve faculty samples which lacked a sufficient number 

to test) were tested to see if they were normally distri-

buted by using the chi-square goodness of fit to the normal 

distribution already referenced in the discussion of research 

question one. The results of the student tests are shown 

in Table I, and the results of the faculty tests are shown 

in Table II. The F test for homogeneous variances was also 

used for the forty student pairings and the forty faculty 
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TABLE I 

CHI-SQUARE GOODNESS OF FIT 
RESULTS USING ADULT 

Level of 
Significance 

TO THE NORMAL DISTRIBUTION 

Type 

T7i 

Chi-
Square 

df 

E 2 2 . 1 4 17 
F 4 7 . 6 9 17 
J 2 2 . 2 7 17 
N 2 3 . 2 4 17 
EF 1 3 . 5 7 17 
EJ 1 9 . 6 0 17 
EN 1 8 . 5 0 17 
EP 2 5 . 3 8 17 
ES 3 6 . 5 9 17 
ET 3 0 . 0 0 17 
FJ 2 6 . 0 7 17 
FP 2 5 . 5 7 17 
NF 2 3 . 8 7 17 
NJ 1 2 . 4 0 17 
NP 1 7 . 4 8 17 
NT 1 4 . 8 5 17 
EFJ 1 0 . 7 1 17 
EFP 1 6 . 0 0 17 
ENF 2 1 . 9 5 17 
ENJ 1 1 . 3 3 17 
ENP 1 8 . 0 0 17 
ENT 
ESF 3 . 1 5 7 
ESJ 4 2 . 0 0 17 
ESP 7 . 4 3 7 
EST 2 5 . 6 7 17 
ETJ 9 . 0 0 7 
ETP 2 1 . 0 0 17 
NFJ 1 6 . 0 0 17 
NFP 1 7 . 1 1 17 
NTJ 
NTP 1 8 . 5 9 17 
ENFJ 9 . 3 8 17 
ENFP 1 8 . 1 4 17 
ENTJ 2 . 0 0 1 
ENTP 
ESFJ 2 . 0 0 2 
ESFP 4 . 0 0 2 
EST J 1 3 . 0 0 7 
ESTP 2 . 6 7 2 

0.0001 

0 . 0 0 5 
0 . 0 5 

0 .001 

1 | T y p e Chi-
Square 

df 
1 1 8 . 7 5 17 
T 
P 2 6 . 0 0 17 

Is 1 8 . 7 6 17 
I T 2 3 . 5 6 17 
I P 1 8 . 5 0 17 
I S 2 7 . 7 5 17 
I J 3 1 . 8 5 17 
I N 

I F 

TP 3 0 . 0 0 17 
T J 2 7 . 0 3 17 
ST 2 4 . 2 6 17 
SP 1 9 . 9 8 17 
S J 2 0 . 8 2 17 
SF 3 0 . 8 7 17 
ITP 8 . 6 7 7 
IT J 2 5 . 3 0 17 
1ST 2 3 . 3 8 17 
I S P 1 6 . 4 0 17 
I S J 1 4 . 4 9 17 
ISF 5 0 . 9 0 17 
INT 1 4 . 0 0 17 
INP 
INJ 1 6 . 0 0 17 
INF 1 5 . 8 0 17 
IFP 1 2 . 6 7 17 
IFJ 3 0 . 7 1 17 
STP 1 6 . 1 4 17 
ST J 1 8 . 7 7 17 
SFP 3 3 . 0 0 17 
SFJ 2 9 . 5 7 17 
ISTP 1 1 . 3 3 7 
ISTJ 2 6 . 0 0 17 
ISFP 1 7 . 0 0 17 
I SFJ 3 0 . 0 4 17 
INTP 8 . 8 6 7 
1INTJ 2 . 3 3 2 
1INFP 3 . 6 3 7 
1INFJ 3 . 1 4 7 

Sig 
Level of 
nifican 

0 . 0 5 
0.02 

0 . 0 5 

0 . 0 2 5 

0.0001 

0 . 0 2 5 

0.02 
0 . 0 5 

0 . 0 5 

If one of the pairs was found to be significantly different 
from the normal distribution then the second pair did 
not need to be tested. Thus some are left blank. 
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TABLE II 

CHI-SQUARE GOODNESS OF FIT TO THE NORMAL DISTRIBUTION 
RESULTS USING FACULTY RESPONSES 

Type 

F 
J 
N 
EF 
EJ 
EN 
EP 
ES 
ET 
FJ 
FP 
NF 
NJ 
NP 
NT 
EFJ 
EFP 
ENF 
ENJ 
ENP 
ENT 
ESF 
ESJ 
ESP 
EST 
ETJ 
ETP 
NFJ 
NFP 
NTJ 
NTP 
ENFJ 
ENFP 
ENTJ 
ENTP 
ESF J 
ESFP 
EST J 
ESTP 

Chi-
Square $ "57 
20 .15 

18 .00 
18 .00 

4 . 6 7 
8 .09 
1 .56 
8 . 0 0 
1 .56 
6 .00 
6 . 3 3 
3 .15 
2 .67 
6 . 2 3 
1 .56 
2 . 3 3 
4 . 0 0 
3 . 7 1 
0.00 
3 . 7 1 
0 . 0 0 
0 .00 
0 .75 

2 .00 
2 . 3 3 

0 .00 
3 .25 
2 .00 
2 .00 

3 .25 

0 .00 

2 . 0 0 

17 
17 

17 

Level of 
Significance 

0 . 0 2 

Type 

I 
T 
P 
S 
IT 
IP 
IS 
IJ 
IN 
IF 
TP 
TJ 
ST 
SP 
SJ 
SF 
ITP 
IT J 
1ST 
ISP 
ISJ 
ISF 
INT 
INP 
INJ 
INF 
IFP 
IF J 
STP 
STJ 
SFP 
SFJ 
ISTP 
I STJ 
ISFP 
I SFJ 
INTP 
NTJ 
INFP 
INFJ 

CKT^ 
Square 
T57ST 
26 .86 
32 .55 
18 .52 
18 .00 

6 . 2 3 
1 0 . 9 1 
18.05 

8 .09 
7 . 4 3 

10 .00 
6 .79 

24 .00 
2 .67 

22 .67 
1 .62 
3 . 7 1 
9 . 3 1 
8 . 3 3 
3 . 7 1 
6 .50 
3 .25 
0 . 0 0 
4 . 0 0 
2 . 0 0 
2 .00 
2 . 3 3 
2 . 0 0 
4 . 0 0 
3 . 0 0 
2 .00 
1 .56 
2 . 0 0 
8 .09 

2 . 0 0 

17 
17 
17 
17 
17 

7 
17 
17 

7 
7 
7 
7 

17 
2 

17 
7 
2 
7 
7 
2 
7 
2 
2 
2 
2 
2 
2 
2 

Level of 
Significance 

0 . 0 2 

If one of the pairs was found to be significantly different 
from the normal distribution then the second pair did 
not need to be tested. One has been left blank for this 
reason. 

** This test requires a sample size of at least four. Twelve 
samples did not meet this requirement and have been left 
blank, 
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pairings. This test was done using a computer program shown 

in Appendix Two. The results of the student sample testing 

are shown in Table III, and the faculty sample results are 

shown in Table IV. 

TABLE III 

F TEST RESULTS FOR HOMOGENEOUS VARIANCES USING 
ADULT STUDENT RESPONSES TO THE QUESTIONNAIRE 

Pairing F Score dfl dfl 
E vs . I 1 .10 113 166 
J vs. p 1 .01 143 136 
N vs. s 1 .03 147 132 
EF vs. IT 1.27 73 71 
EJ vs. IP 1.05 49 79 
FP vs . TJ 1 .04 93 61 
NF vs. ST 1.07 93 72 
NJ vs. SP 1 .14 60 49 
NP vs. SJ 1 .01 86 82 
EFJ vs. ITP 1.87 33 17 
EFP vs. ITJ 1 .41 39 45 
ENF vs. 1ST 1 .21 60 51 
ENJ vs. ISP 1.00 46 29 
ENP vs. IS J 1.08 49 66 
ESF vs. INT 1.22 12 19 
ESP vs. INJ 1.20 13 19 
EST vs. INF 1 .01 24 20 
ETJ vs. IFP 1.26 15 53 
NFJ vs. STP 1.07 39 20 
NFP vs. ST J 1.20 53 51 
ENFJ vs. ISTP 1.35 25 11 
ENFP vs. I ST J 1.35 34 39 
ENTJ vs . ISFP 1.48 3 34 
ESFJ vs. INTP 1.36 7 13 
ESFP vs. INTJ 2.25 5 4 
ESTJ vs. INFP 1.07 11 18 
ESTP vs. INFJ 1 .41 8 13 

* Thirteen of the forty pairings tested significant with 
the chi-square goodness of fit test. Those thirteen 
were not tested using the F test and hence are not listed 
in this table. 

**None of the twenty-seven testings showed any significant 
differences from the null hypothesis. 
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TABLE IV 

F TEST RESULTS FOR HOMOGENEOUS VARIANCES USING 
FACULTY RESPONSES TO THE QUESTIONNAIRE 

Pairing F Score dfl d£2 
E vs. I 1.38 20 33 
F vs. T 1.60 28 25 
N vs. S 1.15 32 21 
EJ vs. IP 1.96 11 12 
EN vs. IS 1 .11 10 22 
EP vs. IJ 1 .11 20 8 
ES vs. IN 2.45 9 10 
ET vs. IF 1 .93 8 13 
FJ vs. TP 1.07 13 9 
FP vs. TJ 1.95 18 11 
NF vs. ST 1.45 19 12 
NJ vs. SP 1.29 8 8 
NP vs. SJ 1.25 23 12 
NT vs. SF 1.36 8 12 
EFJ vs. ITP 1.27 6 5 
EFP vs. ITJ 1.19 12 5 
ENF vs. 1ST 1.15 6 14 
ENJ vs. ISP 1.52 3 6 
ENP vs. ISJ 1.06 15 6 
ENT vs. ISF 1.76 3 7 
ESF vs. INT 1 .61 4 4 
ESJ vs. INP 2 .73 7 5 
ESP vs. INJ 1.27 4 1 
EST vs. INF 2 .95 4 4 
ETJ vs. IFP 2 .10 5 5 
ETP vs. IFJ 1 .61 7 2 
NFJ vs. STP 1.65 4 4 
NFP vs. STJ 1 .61 14 7 
NTJ vs. SFP 5 . 2 4 3 3 
NTP vs. SFJ 2 . 0 3 8 4 
ENFJ vs. ISTP 1 .61 3 1 
ENFP vs. ISTJ 3.59 10 4 
ENTJ vs. ISFP 1.10 1 2 
ENTP vs. ISFJ 2 .87 4 1 
ESFJ vs. INTP 1 .13 3 2 
ESTJ vs. INFP 2 .13 3 2 

* Two of the forty pairings tested significant with the 
chi-square goodness of fit test. Two additional pairings 
contained a sample which was not large enough to be tested 
These four pairings were not listed in the table. 
None of the thirty-six testings showed any significant 
differences from the null hypothesis. 



58 

Since the t-test for two related samples assumes nor-

mality and homogeneous variances, if any of the three tests 

done in each case (two chi-square tests for goodness of 

fit and one F test for homogeneous variances) found signif-

icant differences from the null hypotheses then the t-test 

could not be used. Thirteen of the eighty student samples 

and two of the eighty faculty samples tested for goodness 

of fit to the normal distribution were found to be signif-

icantly different from the normal distribution, and thus 

the t-test could not be used in these fifteen cases. In 

these fifteen cases the Mann-Whitney U-test (2) was used 

as a non-parametric alternative for the t-test for two in-

dependent samples. This test was calculated manually. 

The results of the twenty-seven student sample administrations 

and the thirty-eight faculty sample administrations of the 

t-test (computed using a computer program shown in Appendix 

Two) along with the thirteen student sample administrations 

of the Mann-Whitney U-test followed by the two faculty sample 

administrations of the Mann-Whitney U-test are shown in 

Tables V, VI, VII, and VIII respectively. 

As shown in Tables V and VII, none of the forty tests 

using the student samples indicated any significant differences 

at the 0.05 level. Thus the null hypothesis is retained 

in all forty research questions using the student samples. 

The mean of the forty pairs of opposite personality types 
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TABLE V 

T-TEST RESULTS FOR TWO INDEPENDENT SAMPLES USING ADULT 
STUDENT RESPONSES TO THE QUESTIONNAIRE 

Pairing T-Test Score df 
E vs. I 0.30 279 
J vs . P -0.58 279 
N vs. S 0.22 279 
EF vs. IT 1.08 144 
EJ vs. IP -0.08 128 
FP vs. TJ 1.11 154 
NF vs. ST 0.97 165 
NJ vs. SP -0.30 109 
NP vs. SJ 0.47 168 
EFJ vs. ITP 0.14 50 
EFP vs. ITJ 1.37 84 
ENF vs. 1ST 1.68 111 
ENJ vs. ISP -1.33 75 
ENP vs. ISJ 1.27 115 
ESF vs . INT -1.19 31 
ESP vs. INJ -1.79 32 
EST vs. INF 1.23 44 
ETJ vs. IFP 0.66 68 
NFJ vs. STP 0.62 59 
NFP vs. STJ 0.77 104 
ENFJ vs. ISTP 0.09 36 
ENFP vs. ISTJ 1.92 73 
ENTJ vs. ISFP -0.54 37 
ESFJ vs. INTP -0.20 20 
ESFP vs. INTJ -1.65 9 
ESTJ vs. I NFP 1.52 29 
ESTP vs. INFJ -0.94 21 

* None of these twenty-seven tests were significant at 
the 0.05 level. 

are not significantly different from one another in any 

of the forty cases using the student samples. 

However, the t-tests calculated using the faculty re-

sponses did reveal several significant differences between 

opposing faculty personality type pairings. Significant 

differences were discovered for the pairings EJ vs. IP and 
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TABLE VI 

T-TEST RESULTS FOR TWO INDEPENDENT SAMPLES USING 
FACULTY RESPONSES TO THE QUESTIONNAIRE 

Pairing T-Test df Level of 
Scores Significance 

E vs. I 2.63 53 0.02 
F vs . T 0.78 53 
N vs. S -0.74 53 
EJ vs. IP 2.16 23 0.05 
EN vs. IS 1.26 32 
EP vs. IJ 1.39 28 
ES vs. IN 2.61 19 0.02 
ET vs. IF 1.58 21 
FJ vs. TP 1.34 22 
FP vs. TJ 0.29 29 
NF vs. ST 0.08 31 
NJ vs. SP -0.12 16 
NP vs. SJ -0.61 35 
NT vs. SF -1.50 20 
EFJ vs. ITP 0.56 11 
EFP vs. ITJ 2.72 17 0.02 
ENF vs. 1ST 1.82 20 
ENJ vs. ISP 0.49 9 
ENP vs. ISJ 1.23 21 
ENT vs. ISF -0.37 10 
ESF vs. INT 1.58 8 
ESJ vs. INP 2.27 12 0.05 
ESP vs. INJ 0.60 5 

0.05 

EST vs. INF 3.13 8 0.02 
ETJ vs. IFP 2.86 10 0.02 
ETP vs. IFJ -0.93 9 
NFJ vs. STP -0.21 8 
NFP vs. STJ 0.47 21 
NTJ vs. SFP 0.09 6 
NTP vs. SFJ -2.09 12 
ENFJ vs. ISTP -0.31 4 
ENFP vs. ISTJ 3.02 14 0.01 
ENTJ vs. ISFP 2.04 3 
ENTP vs. ISFJ -1.57 5 
ESFJ vs. I NTP 1.07 5 
ESFP vs. INTJ 1.35 1 
ESTJ vs. INFP 2.21 5 
ESTP vs. INFJ 0.53 2 
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TABLE VII 

MANN-WHITNEY U-TEST RESULTS FOR EQUAL MEANS USING 
ADULT STUDENT RESPONSES TO THE QUESTIONNAIRE 

Pairing Sample Used Nl N2 

r vs. T Student Means 26 29 
EN vs. IS Student Means 11 23 
EP vs . IJ Student Means 9 21 
ES vs. IN Student Means 10 11 
ET vs . IF Student Means 9 14 
FJ vs. TP Student Means 14 10 
NT vs . SF Student Means 9 13 
ENT vs . ISF Student Means 4 8 
ESJ vs . INP Student Scores 20 33 
ETP vs . IF J Student Means 3 8 
NTJ vs. SFP Student Scores 10 40 
NTP vs . SFJ Student Means 5 9 
ENTP vs. ISF J Student Scores 15 27 

U Scores 

409 
140 
90 
54.5 
59.5 
90 
53.5 
12 

417 
7 

182 
18.5 

182.5 

345 
113 
99 
55.5 
66.5 
50 
63.5 
20 

243 
17 

218 
26.5 

222.5 

U-Test Value 
at 0.10 Leve1 

290 
81 
57 
31 
36 
41 
33 
5 

239 
3 

131 
9 

139 

* ? f t? 6 S e t h i r t e e n tests were significant at the 
u.10 level. 

** Student mean scores for each faculty member were used 
^ ^ student scores in the samples exceeded 

the table limitations (twenty and forty for the two samples) 

TABLE VIII 

MANN-WHITNEY U-TEST RESULTS FOR EQUAL MEANS USING 
FACULTY RESPONSES TO THE QUESTIONNAIRE 

Pairing Nl N2 U Scores U-Test Value 
at 0.05 Level 

J vs. P 
EF vs. IT 

33 
12 

22 
20 

OO OO 
OO VD 
CO rH 

338 
72 

247 
69 

* Neither of these two tests were significant at the 0 05 
level. 

ESJ vs- INP at the 0.05 level, E vs. I, ES vs. IN, EST vs. 

INF, EFP vs. ITJ, and ETJ vs. IFP at the 0.02 level, and 

ENFP vs. ISTJ at the 0.01 level. All of the t-test scores 

on these eight significant findings were positive which 
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would indicate the personality types involving E (extrovert) 

had questionnaire scores which were higher than the I (in-

trovert) respondents' scores. This would tend to indicate 

that the extrovert groupings above expressed more negative 

attitudes toward adult students than did their introvert 

counterparts. 

The questionnaire filled out by both faculty and students 

included an open-ended question at the conclusion of the 

questionnaire. This question provided the opportunity for 

both students and faculty to respond to the issue of faculty 

attitudes toward adult students. The vast majority of re-

sponses to this question tend to indicate that faculty 

members definitely do not treat students over the age of 

twenty-nine as "second-class" students. The responses 

to this question which do not identify a particular faculty 

member are listed in Appendix Three. 

One additional treatment of the data was done. In 

an effort to tie the results of this study concerning fac-

ulty personality types to the next chapter concerning im-

plications of the findings, five chi-square goodness of 

fit tests were completed. The five tests used a large sample 

of community college faculty who responded to the MBTI in 

an earlier study as a comparative basis (1). This sample 

is shown in Table IX. The personality types of the present 

study's fifty-five faculty respondents were compared to 
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TABLE IX 

PERCENTAGES OF COMMUNITY COLLEGE FACULTY PERSONALITY 
TYPES OBTAINED FROM A PREVIOUS STUDY TO BE 

USED ON A COMPARATIVE BASIS 

1ST J ISFJ INFJ INTJ 
10.0% 7.6 % 5.9 % 6.8% 
ISTP ISFP INFP INTP 
0.8% 0.8% 9.3% 2.8% 
ESTP ESFP ENFP ENTP 
2.5% 1.7% 16.9% 7.6% 
EST J ESFJ ENFJ ENTJ 
9.3% 5.1% 9.3% 3.4% 

* Source: D. Y. Roberts (1). 
** 354 full-time community college faculty, 

the large comparative sample using a chi-square goodness 

of fit test determining the expected values in each case 

by using the percentages in each category of the large sample 

The same procedure was used with the thirty-five full-time 

faculty members, the twenty part-time faculty members, the 

thirty-seven academic faculty members, and the twenty voca-

tional-technical faculty members (two faculty members teach 

both academic and vocational-technical classes). These 

last five samples are shown in Tables X, XI, XII, XIII, 

TABLE X 

PERSONALITY TYPES OF FACULTY RESPONDENTS 

I ST J 
11 

ISFJ 
5 

INFJ 
3 

INTJ 
2 

ISTP 
4 

ISFP 
3 

INFP 
3 

INTP 
3 

SSTP 
1 

ESFP 
1 

ENFP 
5 

ENTP 
2 

SSTJ 
4 

ESFJ 
4 

ENFJ 
2 

ENTJ 
2 
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and XIV respectively. These five tests yielded chi-squares 

of 58.33, 69.15, 29.36, 31.25, and 73.12 respectively. 

Each of these tests had fifteen degrees of freedom. Each 

of the five small samples is significantly different from 

Roberts' large comparative sample. The chi-square 29.36 

is significant at the 0.02 level; the chi-square 31.25 is 

significant at the 0.01 level; and the other three chi-squares 

are significant at the 0.0001 level. Although significant 

differences were found in each of these cases, these differences 

TABLE XI 

PERSONALITY TYPES OF 
FULL-TIME FACULTY 

RESPONDENTS 

ISTJ 
7 

ISFJ 
3 

INFJ 
2 

INTJ 
2 

ISTP 
4 

ISFP 
2 

INFP 
2 

INT? 
1 

ESTP 
0 

ESFP 
1 

ENFP 
5 

ENTP 
2 

EST J 
1 

ESFJ 
1 

ENFJ 
2 

ENTJ 
0 

TABLE XII 

PERSONALITY TYPES OF 
PART-TIME FACULTY 

RESPONDENTS 

ISTJ 
4 

ISFJ 
3 

INFJ 
0 

INTJ 
0 

ISTP 
0 

ISFP 
1 

INFP 
1 

INTP 
2 

SSTP 
1 

ESFP 
0 

ENFP 
0 

ENTP 
0 

3STJ 
3 

ESFJ 
3 

ENFJ 
0 

ENTJ 
2 

TABLE XIII 

PERSONALITY TYPES OF 
ACADEMIC FACULTY 

RESPONDENTS 

ISTJ 
4 

ISFJ 
4 

INFJ 
3 

INTJ 
2 

ISTP 
2 

ISFP 
2 

INFP 
3 

INTP 
3 

ESTP 
0 

ESFP 
0 

ENFP 
5 

ENTP 
0 

ESTJ 
2 

ESFJ 
3 

ENFJ 
2 

ENTJ 
2 

TABLE XIV 

PERSONALITY TYPES OF 
VOCATIONAL-TECHNICAL 
FACULTY RESPONDENTS 

ISTJ 
6 

ISFJ 
2 

INFJ 
0 

INTJ 
0 

ISTP 
2 

ISFP 
2 

INFP 
0 

INTP 
0 

ESTP 
1 

ESFP 
1 

ENFP 
0 

ENTP 
2 

ESTJ 
2 

ESFJ 
1 

ENFJ 
0 

ENTJ 
1 
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may be attributable to a violation of two premises surrounding 

the use of the chi-square goodness of fit test. Roscoe (2) 

suggests that the expected frequency in each category should 

be at least as large as one and that the expected frequencies 

not differ substantially between categories. The expected 

frequency of three of the categories in these five samples 

is smaller than one and the expected frequencies vary to 

the extent that the largest is twenty-one times the smallest. 

Allowing the expected frequencies to be smaller than one 

makes the chi-square goodness of fit test become more liberal 

and thus may reject too many true hypotheses. Hence the 

large differences in expected frequencies and the small 

sample size may make the use of the chi-square test for 

goodness of fit to the Roberts' (1) sample questionable. 
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CHAPTER V 

SUMMARY, FINDINGS, CONCLUSIONS, 
IMPLICATIONS, AND RECOMMENDATIONS 

Summary 

This research study posed the following questions: 

Does a faculty member's perceptions of his/her attitudes 

toward college students over the age of twenty-nine differ 

significantly from those students' perceptions of the faculty 

member's attitudes toward them? Are different faculty per-

sonality types, as measured by the Myers—Briggs Type Indi-

cator (MBTI), related to differing faculty attitudes toward 

college students over the age of twenty-nine? 

An attempt to answer these questions was made through 

the evaluation of three differing questionnaires administered 

to the population of faculty members and their students 

over the age of twenty-nine at a small, rural community 

college in Texas. One questionnaire was administered to the 

students to elicite their perception of a faculty member's 

attitudes toward them as students who were older than the 

traditional college student. A second questionnaire asked 

a series of questions to the faculty members to determine 

the faculty members' attitudes toward students over the age 

of twenty-nine. The third instrument used was the MBTI 

67 
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in an attempt to determine each faculty member's personality 

type as measured by Jungian theory. 

A series of statistical tests as described in Chapter 

IV was used to test the interrelationships of faculty per-

sonality types and faculty attitudes toward college students 

over the age of twenty-nine. These tests were performed 

on a wide variety of samples obtained from the data collected 

in this report. 

Findings 

The first research question addressed itself to the 

identification of possible differences between faculty responses 

concerning their attitudes toward college students over the 

age of twenty-nine and these same students' responses con-

cerning thier perception of a faculty member's attitudes to-

ward them as students older than the traditional college 

student. This question was posed due to the fact that several 

previous studies concerning themselves with faculty attitudes 

toward adult students used data gathered solely from faculty 

members' responses; other studies used data gathered solely 

from adult students' perceptions of faculty attitudes to-

ward them as older students. Were these two sources of data 

collection equivalent? If these two sources provided es-

sentially different responses, then two studies using these 

two differing data sources would be difficult to compare, 
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Hence this research question was posed to determine the 

relationship of responses from the two different data sources. 

This research study used a t-test for two related samples 

to compare the responses from these two data sources. The 

results of the t-test indicated no significant'difference 

between the means of the two groups of respondents, and the 

means of the two samples also indicated a generally positive 

faculty attitude toward adult students. 

The second research question was a very broad question 

and required the use of eighty t-tests, or the non-parametric 

alternative Mann-Whitney U-test, to cover all of the different 

combinations of different faculty personality types. This 

research question was as follows: Do the personality types 

of the instructors, as measured by the MBTI, relate to the 

instructors' attitudes toward adult college students? The 

eighty t-tests and Mann-Whitney U-tests pitted opposite 

personality types against one another. The forty of these 

tests using student responses found no significant difference 

between the means of scores on faculty attitudes toward 

adult college students in any of the forty pairings. Thus 

from the adult students' perspective, the findings are as 

follows: adult students perceive faculty members of opposite 

personality types as not differing significantly in their 

attitudes toward college students older than the traditional 

college student. However, the forty t-tests and Mann-Whitney 
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U-tests performed using faculty responses rather than student 

responses did find some significant differences between at-

titudes of faculty toward adult students. Significant dif-

ferences were found in eight of the forty pairings. Signif-

icant differences at the 0.05 level were found in the EJ vs. 

IP and the ESJ vs. INP pairings; at the 0.02 level the E vs. 

I, ES vs. IN, EFP vs. ITJ, EST vs. INF, and ETJ vs. IFP pairings 

were found to have significantly different means; and at the 

0.01 level the ENFP vs. ISTJ pairing indicated a significant 

difference between the means of these two samples. The t-

test scores on all of these eight significant results were 

positive which indicated that the extrovert (E) types had 

higher mean scores than the introvert (I) types. A high 

score on the questionnaire used in this study would indicate 

a more negative response toward adult students than would a 

lower score. Twenty-seven of the forty pairings in this study 

involved an E (extrovert) vs. and I (introvert). All eight of 

the significant differences found involved this pairing. Fif-

teen of the remaining nineteen pairings involving E vs. I, 

although not significant at the 0.05 level, did yield positive 

t-scores. 

Five additional statistical tests were used in an attempt 

to compare this study's sample of faculty members with Roberts' 

(1) previous study which is the largest sample of community 

college faculty having completed the MBTI. All five chi-square 
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tests for goodness of fit found this study's sample of per-

sonality types to differ significantly from Roberts' (1) 

distribution; however, the findings for these five tests may 

be invalid due to a violation of two of the assumptions sur-

rounding the use of the chi-square goodness of fit test. 

The five tests used this study's fifty-five faculty respond-

ents, its thirty-five full-time faculty respondents, its 

twenty part-time faculty respondents, its thirty-seven aca-

demic faculty respondents, and its twenty vocational-technical 

faculty respondents as samples to be tested against Roberts' 

s tudy. 

Conclusions 

The findings concerning the first research question 

were that the mean score of faculty members' responses about 

their attitudes toward adult college students does not differ 

significantly from the mean score of the adult students' 

perceptions of their faculty member's attitudes toward them 

as students who are older than the traditional college student. 

This finding would lead to the conclusion that adult student 

responses and faculty responses concerning the faculty member's 

attitudes toward those students produce similar mean scores 

and these mean scores indicated a generally positive faculty 

attitude toward adult students. Studies concerning the topic 

of faculty attitudes toward adult college students which use 

faculty respondents will yield essentially the same mean as 
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a study using those faculty members' adult students as respond-

ents. However, this finding must be tempered with the finding 

concerning the second research question. The use of the 

faculty responses in the second research question clearly 

indicates that differences of faculty attitudes toward adult 

students within the faculty sample may not be recognized or 

perceived by adult student respondents. 

The findings, when using the student responses, concerning 

the second research question point directly to the conclusion 

that a faculty member's personality type will not directly 

influence that faculty member's attitudes toward adult college 

students. A faculty member's attitudes toward adult college 

students is not contingent upon the faculty member's person-

ality type as measured by the MBTI and as perceived by the 

adult students. However, the findings using the faculty 

responses would clearly indicate that introverts (I) express 

more positive attitudes toward adult students than do their 

extrovert (E) counterparts. 

A generalization of the results of this study applying 

to other community colleges or to colleges and universities 

may not seem possible. The personality types of the faculty 

in this study differed significantly from the Roberts' study 

(1) to which it was compared. This significant difference 

may or may not be valid as discussed in the preceeding pages. 

However, if these findings are valid then this would be an 
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indication that the sample used in this study may be atypical 

(if the Roberts' sample is assumed to be typical). One's 

conclusion might be that the results of research question 

two might be unique to this sample and hence not applicable 

to other faculties in higher education. This might be a 

valid conclusion if the statistical testing had grouped 

the entire faculty into a single sample to be equated to 

other community college or university faculties. However, 

this was not the case. Although the groupings of person-

ality types of this faculty were found to differ signifi-

cantly from the Roberts' sample (1), the statistical testing 

pitted opposing personality types against one another and 

did not categorize the faculty as a whole. Thus the findings 

of researcn question two, concerning personality types, 

should be applicable to other community colleges and may 

apply to university faculty as well. 

Implications 

The results of research question one may well aid future 

researchers in the field of adult education. Researchers 

studying the topic of faculty attitudes toward adult college 

students may now compare research using faculty respondents 

and research using adult student respondents. However, 

it must be pointed out that this result was found using 

a faculty whose personality types might differ significantly 

from the Roberts' sample (1). Additionally, it should be 
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pointed out that the follow up statistical study of both 

the faculty responses and the student responses indicated 

that significant differences within the faculty sample were 

identified using the faculty sample while no significant 

differences within the faculty were identified when student 

responses were used. This would indicate that student responses 

might not fully identify differences of attitude toward 

adult students within the faculty sample. If factors within 

the faculty sample are being tested, then the use of student 

responses toward faculty attitudes may not sufficiently 

identify within differences, and thus the faculty would be 

the appropriate population to poll. If only factors between 

the student and faculty samples are being considered (when 

studying faculty attitudes toward adult students in college) 

then the means of these two samples indicated no significance 

between their means and thus could be compared on an equal 

basis. 

Research question two was studied in order that its 

findings might improve the quality of education in community 

colleges. Implications, using the results of this study, 

might be made concerning the teaching assignments of community 

college faculty. Teaching assignments could be made by at-

tempting to match those faculty with personality types favoring 

adult students to classes composed of higher than normal 

numbers of older students. Results using the faculty sample 
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in this study would indicate that instructors who are intro-

vert types would generally have more favorable attitudes 

toward adult students and thus may be more willing to work with 

adults in and out of the classroom than would their extrovert 

counterparts. The introverts more positive attitudes toward 

adult students may additionally make them more willing to 

pursue additional training which might improve their effec-

tiveness with adult students. Faculty members, particularly 

the extrovert ones, might also benefit from additional studies 

in the area of adult education to make them more aware of the 

needs of adult students. Studies in the area of adult life 

cycles might be beneficial. An inservice or faculty devel-

opment program might prove to be a good vehicle for dissem-

inating this sort of information. 

Re commen da t i on s 

Further research could clarify some ambiguous areas, 

the findings of research question one, concerning a comparison 

of adult college student responses and college faculty re-

sponses over the question of faculty attitudes toward adult 

students, were not generally concluded to apply to all com-

munity colleges. This gray area, of whether or not to apply 

the findings of research question one to all community col-

leges , might be clarified by a duplication of this study 

with the use of a faculty sample whose personality types 

prove to be similar to a large national sample of community 
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college faculty. A duplication of this study should also 

gather additional information about the faculty sample and 

the student sample to determine if other factors such as 

sex, age, or teaching experience share in the determination 

of a faculty member's attitudes toward adult students. 

One other pertinent question might be pursued. This 

question would concern whether or not a faculty member's 

negative attitude toward adult students adversely affects 

the adult students. This question might be explored in 

several areas such as final grades in the course or perhaps 

the willingness of the faculty member to use office time 

helping adult students. 
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STUDENT QUESTIONNAIRE CONCERNING FACULTY 
ATTITUDES ABOUT ADULT STUDENTS 

I request your cooperation, you opinions, and about 
twenty minutes of your time in helping to carry out a research 
project. 

The purpose of this study in which you are being asked 
to participate is to shed light on the question of faculty 
attitudes toward adult students. In this study, adult students 
are defined as students who are at least thirty years of 
age. 

Since you are part of a limited sample, please reply 
as faithfully and as accurately as possible. The information 
collected will be used for research purposes only, and all 
student participants will be anonymous. 

Sincerely, 
B. Frank Williams 

Instructor: 

For the following statements, record your opinion of how 
you think that your instructor in this class would react 
to the given statement. Mark the appropriate number according 
to the following key: 1 - strongly agree 

2 - agree 
3 - uncertain 
4 - disagree 
5 - strongly disagree. 

1 2 3 4 5 1. Adults learn as easily as youth. 

1 2 3 4 5 2. Adult education is just as important as 

the education of youth. 

1 2 3 4 5 3. Adults can memorize as easily as youth. 

1 2 3 4 5 4. Adult students are just as competitive as 
younger students. 

1 2 3 4 5 5. Adult education is well worth the taxpayers' 
money. 

1 2 3 4 5 6. Most adult students are attending college 
for serious academic reasons. 
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1 2 3 4 5 7. Adult students more often have questions 
in class that are relevant to the course 
content. 

1 2 3 4 5 8. Adult students do not seem reluctant to 
re-enter a classroom in competition with 
younger students. 

Adult students have higher levels of motivation 
and concentration compared to younger students. 

1 2 3 4 5 10. Adult students are as capable of doing superior 
work as are younger students. 

1 2 3 4 5 9. 

1 2 3 4 5 11, The adult students are more interested in 
learning than the younger students. 

1 2 3 4 5 12. Adult students consider their student role 
relatively important compared to other commit-
ments . 

Adult students do not need to work any more 
than younger students to be academically 
successful. 

1 2 3 4 5 13. 

1 2 3 4 5 14. Adult students feel prepared to succeed 
academically. 

1 2 3 4 5 15. Adult students are not returning to college 
simply looking for a new way to spend their 
leisure time. 

1 2 3 4 5 16. Adult students do not have difficulty relating 
to faculty in an academic manner. 

1 2 3 4 5 17. Adult students are oriented toward achievement 
just as much as younger students. 

1 2 3 4 5 18. Generally speaking, adult students work 
hard without being forced. 

1 2 3 4 5 19. It is easy to cultivate imagination and 
creativity in adult students. 

1 2 3 4 5 20. Most adult students can handle the work 
in my course. 

1 2 3 4 5 21. I do not question the presence of an adult 
student in my classes. 
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1 2 3 4 5 22. The education of adult students is just 
as much^an essential part of this institution's 
responsibilities as the education of younger 
students. 

1 2 3 4 5 23. Adult students are as capable of being pro-
ductive in academic life as younger students. 

1 2 3 4 5 24. Learning ability reaches a peak before middle 
age and declines only slightly thereafter. 

25. If you wish to make additional comments about your 
experiences concerning your instructor's attitudes 
toward adult students, please do so in the space below. 
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FACULTY QUESTIONNAIRE CONCERNING FACULTY 
ATTITUDES ABOUT ADULT STUDENTS 

I request your cooperation, your opinions, and about 
twenty minutes of your time in helping to carry out a research 
project. 

The purpose of this study in which you are being asked 
to participate is to shed light on the question of faculty 
attitudes toward adult students. In this study, adult students 
are defined as students who are at least thirty years old. 

Since you are part of a limited sample, please reply 
a s fa3-thfully and as accurately as possible. The information 
collected will be used for research purposes only and each 
participant's responses will be kept confidential. 

Sincerely, 
B. Frank Williams 

Name: 

Please respond to the following statements according to 
your feelings concerning the majority of your adult students. 
Record your reaction by marking the appropriate number according 
to the following key: 1 - strongly agree 

2 - agree 
3 - uncertain 
4 - disagree 
5 - strongly disagree. 

1 2 3 4 5 1. Adults learn as easily as youth. 

1 2 3 4 5 2. Adult education is just as important as 

the education of youth. 

1 2 3 4 5 3. Adults can memorize as easily as youth. 

1 2 3 4 5 4. Adult students are just as competitive as 
younger students. 

1 2 3 4 5 5. Adult education is well worth the taxpayers' 
money. 

1 2 3 4 5 6. Most adult students are attending college 
for serious academic reasons. 
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1 2 3 4 5 7. Adult students more often have questions 
in class that are relevant to the course 
content. 

1 2 3 4 5 8. Adult students do not seem reluctant to 
re-enter a classroom in competition with 
younger students. 

1 2 3 4 5 9. Adult students have higher levels of motivation 
and concentration compared to younger students. 

1 2 3 4 5 10. Adult students are as capable of doing superior 
work as are younger students. 

1 2 3 4 5 11. The adult students are more interested in 
learning than the younger students. 

1 2 3 4 5 12. Adult students consider their student role 
relatively important compared to other commit-
ments . 

1 2 3 4 5 13. Adult students do not need to work any more 
than younger students to be academically 
successful. 

1 2 3 4 5 14. Adult students feel prepared to succeed 
academically. 

1 2 3 4 5 15. Adult students are not returning to college 
simply looking for a new way to spend their 
leisure time. 

1 2 3 4 5 16. Adult students do not have difficulty relating 
to faculty in an academic manner. 

1 2 3 4 5 17. Adult students are oriented toward achievement 
just as much as younger students. 

1 2 3 4 5 18. Generally speaking, adult students work 
hard without being forced. 

1 2 3 4 5 19. It is easy to cultivate imagination and 
creativity in adult students. 

1 2 3 4 5 20. Most adult students can handle the work 
in my course. 

1 2 3 4 5 21. I do not question the presence of an adult 
student in my classes. 
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1 2 3 4 5 22. The education of adult students is just 
as much an essential part of this institution's 
responsibilities as the education of younger 
students. 

1 2 3 4 5 23. Adult students are as capable of being productive 
in academic life as younger students. 

1 2 3 4 5 24. Learning ability reaches a peak before middle 
age and declines only slightly thereafter. 

25. If you wish to make additional comments about your 
experiences with adult students, please do so in the 
space below. 
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COMPUTER PROGRAM USED TO CALCULATE THE CHI-SQUARE 
SCORE FOR A GOODNESS OF FIT TO THE 

NORMAL DISTRIBUTION 

$OPTIONS X 
* COPY NPTDEFS 

DIMENSION DI(27) , KOUNT(20) 
CALL OPEN (3 ,TD"IFF') — 
READ (3,100) DI 

100 FORMAT (27F2.0) 
N=27 
TOT=0 
SDE=0 
AV=N/20. 
DO 10 1=1,N 

10 TOT=TOT+DI(I) 
XM=TOT/N 
DO 20 1=1,N 

20 SDE=SDE+(DI(I)^M)**2 
SDE=SDE/N 
SDE=SQRT(SDE) 
JJ=17 
DO 25 1=1,20 

25 KOUNT(I)=0 
DO 30 1=1,N 
ZSC= (DI (I) -XM) /SDE 
L=1 
IF (ZSC.GT.-1.645) L=L+1 
IF (ZSC.GT.-1.282) L=L+1 
IF (ZSC.GT.-1.036) L=L+1 
IF (ZSC.GT.-.842) L=L+1 
IF (ZSC.GT.-.675) L=L+1 
IF (ZSC.GT.-.524) L=L+1 
IF (ZSC.GT.-.385) L=L+1 
IF (ZSC.GT.-.253) L=L+1 
IF (ZSC.GT.-.126) L=L+1 
IF (ZSC.GT.0) L=L+1 
IF (ZSC.GT..126) L=L+1 
IF (ZSC.GT..253) L=L+1 
IF (ZSC.GT..385) L=L+1 
IF (ZSC.GT..524) L=L+1 
IF (ZSC.GT..675) L=L+1 
IF (ZSC.GT..842) L=L+1 
IF (ZSC.GT.1.036) L=L+1 
IF (ZSC.GT.1.282) L=L+1 
IF (ZSC.GT.1.645) L=L+1 
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DO 40 11=1,20 
IF (II.EQ.L) KOUNT(II)=KOUNT(II)+1 

40 CONTINUE 
30 CONTINUE 

X2=0 
DO 50 1=1,20 

50 X2=X2+(KOUNT(I)-AV)**2 
X2=X2/AV 
WRITE (1,200) X2,JJ 

200 FORMAT (F16.4.I7) 
STOP 
END 

* The number 27 underlined at the beginning of the program 
represents the sample size and had to be changed 
for each of the 80 samples tested. 

** In sample sizes of twenty or larger, twenty equally 
frequenced categories were used. If the sample size 
was smaller than twenty, then the program had to 
be adjusted since it is suggested that this test 
not be used when the expected frequency is smaller 
than one per category. In sample sizes of ten through 
nineteen, ten categories were used. In sample sizes 
of five through nine, five categories were used. 
The degrees of freedom was three less than the number 
of categories used. 

*** This program was run on a Sol Terminal Computer with 
a Helios II Disk Memory System. 
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COMPUTER PROGRAM USED TO CALCULATE A SCORE FOR 
THE T-TEST FOR TWO RELATED SAMPLES 

$OPTIONS X 
* COPY NPTDEFS 

DIMENSION DI (55) 
CALL OPEN (7,'STAT') 
READ (7,100) DI 

100 FORMAT (11F4.1) 
N=55 
SDI=0 
SDI2=0 
DO 10 1=1,N 
SDI=SDI+DI(I) 

10 SDI2=SDI2+DI (I)*DI (I) 
SD=SDI2-SDI*SDI/N 
A=SD/N/(N-l) 
SE=SQRT(A) 
T=SDI/N/SE 
J=N-1 
WRITE (1,200) T,J 

200 FORMAT (F16.4,I7) 
STOP 
END 

This program was run on a Sol Terminal Computer with 
a Helios II Disk Memory System. 
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COMPUTER PROGRAM USED TO CALCULATE A SCORE FOR 
THE F TEST FOR HOMOGENEOUS VARIANCES 

$OPTIONS X 
* COPY NPTDEFS 

DIMENSION N1(9), N2(14) 
CALL OPEN (5, 'DIFF'T" 
READ (5,100) N1.N2 

100 FORMAT (912/1412) 
NN1=9 
NN2=14 
S1=0 
S2=0 
TOT1=0 
TOT2=0 
DO 10 1=1,NN1 

10 T OT 1=T OT 1+Nl (I) 
DO 20 1=1,NN2 

20 TOT2=TOT2+N2(I) 
XMl=TOTl/NNl 
XM2=TOT2/NN2 
DO 30 1=1,NN1 

30 S1=S1+(N1(I)-XM1)**2 
S1=S1/(NN1-1) 
DO 40 1=1,NN2 

40 S2=S2+(N2(I)-XM2)**2 
S2=S2/(NN2-1) 
IF (S1.LT.S2) GO TO 50 
GO TO 60 

50 A=S1 
S1=S2 
C O = A 

JJJ=NN1 
NN1=NN2 
NN2=JJJ 

60 J1=NN1-1 
J2=NN2-1 
F=S1/S2 
WRITE (1,200) F, Jl, 32 

200 FORMAT (F16.4,17,17) 
STOP 
END 

• ̂  The underlined numbers were changed for each running 
of the program since the sample_sizes changed._ 

This program was run on a Sol Terminal Computer with, 
a Helios II Disk Memory System. 
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COMPUTER PROGRAM USED TO CALCULATE A SCORE FOR THE 
T-TEST FOR TWO INDEPENDENT SAMPLES 

$OPTIONS X 
* COPY NPTDEFS 

DIMENSION N1(9), N2(14) 
CALL OPEN (5, 'DIFF'J-

READ (5,100) N1,N2 
100 FORMAT (912/1412) 

NN1=9 
NN2=T4 
TOT1=0 
TOT2=0 
S1=0 
S2=0 
DO 10 1=1,NN1 

10 T0T1=T0T1+N1(I) 
XMl=T OT1/NN1 
DO 20 1=1,NN2 

20 TOT2=TOT2+N2(I) 
XM2=TOT2/NN2 
DO 30 1=1,NN1 

30 S1=S1+(N1(I)-XM1)**2 
DO 40 1=1,NN2 

40 S2=S2+(N2(I)-XM2)**2 
S 3=(S1+S2)/(NN1+NN2-2) 
S3=S3*(1./NN1+1./NN2) 
S3=SQRT(S3) 
T=(XM1-XM2)/S3 
JJ=NNl+NN2-2 
WRITE (1,200) T, JJ 

200 FORMAT (F16.4,I7) 
STOP 
END 

* The underlined numbers were changed for each running 
of the program since the sample sizes changed. 

** This program was run on a Sol Terminal Computer with 
a Helios II Disk Memory System. 
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FACULTY AND STUDENT RESPONSES ON THE OPEN-ENDED 
QUESTION CONCLUDING THE FACULTY ATTITUDE QUESTIONNAIRE 

Faculty 1: I can address this from two directions. I 
have been an adult student on various occasions. I 
can still remember my first graduate course. I was 
more than a little apprehensive. But this was good. 
I knew that I had to work extra to compete. I think 
that this applies to most of the adult students that 
I work with weekly. They are somewhat scared at first. 
Once they see that they can learn and achieve, their 
fears are set aside. They move ahead, and many account 
for some of my most productive work. 

Students: I feel as if my instructor appreciates having 
adult students in his class, as he makes me believe 
I am an asset to his class not a hindrance, consequently 
I work harder to please him. As a result I gain the 
satisfaction of learning a lot of information I didn't 
know before and my final grade reinforces my desire 
to go on and learn more. 

I feel very comfortable in class. He is 
very personable and makes everyone Feel a part. I 
attended college after H.S. and I was drafted and never 
had the opportunity to go back. I was very apprehensive 
about going back now because it really makes me feel 
older with the younger people in the class but _____ 
makes me as an adult feel wanted and even makes me 
feel important because I can relate experiences in 
times that the younger classmates haven't gotten to 
experience. 

attitude toward the adult student is superior. 
He relates well to all students. He is highly motivating 
to both the younger and so called "adult" students. 
There is no difficulty relating to him. 

Faculty 2: 
Students: I have found that I'm treated the same as other 

students. I'm not given any more help than others, 
nor am I treated any worse than younger students. 
It is a well-balanced attitude to older and younger 
students. I am enjoying all the studies, etc. 

Very fair, receptive, supportive. 
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Faculty 3: , . , . 
Students: I have not been in this instructor s class but 

a few weeks. He has been very kind and helpful to 
this 60 year old student. 

I feel that has been an inspiration to my 
learning. He is a marvelous teacher and has helped 
me tremendously. 

Super. Very accepting, encouraging. 
Adult students (probably) do not need to work 

any more than younger students to achieve the same 
level of success academically. But they may work harder 
for the best they have to give. Adult education maybe 
as important or more so to them - but - the education 
of our youth is the future of our country and life 
for our children, grandchildren and all future generations 
Our country is in the hands of the youth literally 
and nothing should be spared to educate them and instill 
this realization in them. It seems there are many 
young people who question why they are here - what 
purpose. That has a familiar ring to it from years 
past. Adult education may save the taxpayers' money 
especially in underprivileged areas. Educated productive 
people are not on welfare. Continued education also 
reduces the possibility of adding to unemployment com-
pensation needs. 

Faculty 4: . . • j. -j i 
Students: He is a very pleasant and positive individual. 

Gives each of us equal time. He gets an A+. 

Faculty 5: Have found that most adult students make the 
higher grades in my classes. Especially those that 
are working toward a specific degree. 

Students: He knows what he is teaching. 

Faculty 7: I welcome an inter-generational mix in classes 
I teach. I always encourage middle adult students to 
share their views - the swap (between younger and older) 
is advantageous. , 

Students: I don't feel qualified to do so because I haven t 
known long - but I have appreciated his willingness 
to help me work out a schedule that doesn t interfere 
with my family. Attending college classes after starting 
a family was a very difficult step for me - I had been 
out of school for 10 years - but the encouragement 
I received from and other professors at WTC, helped 
me find confidence in achieving a college degree. 
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is a fantastic instructor. He facilitates 
creativity and growth in all his students. However, 
the adults I know are more motivated and have the ex-
periences to understand more fully the course. Learning 
is perhaps easier for we are more advanced due to our 
experiences and due to our wisdom of the importance 
of achieving our goal. We know the value of an education 
and appreciate it. Most of us also know for sure which 
degree or goal we wish to achieve. 

I find an excellent instructor. He is cognizant 
of the experiences of the "adult" student and gives 
them equal opportunity to contribute some valuable 
contributions in class discussions. Perhaps, in a 
sense, the younger students truly benefit from the 
presence of older individuals in their respective classes. 
The "youngsters" are influenced by "peer pressure" -
but the presence and opinions of an older individual 
(other than family) often has a definite impact in 
changing some of their ideas. 

Since he believes that education is a life-long 
process he has me believing it too. His classes reflect 
his belief in continuing education and his easy encour-
agement gives me the courage to go on. 

is very concerned and understanding toward 
adult students and has (just the touch) to make us 
feel a part of his class. He is one of the best I 
have known in my 46 years. 

Faculty 9: In most cases adults can choose from a variety 
of courses to learn whatever. Students who have been 
pointed in a certain direction by a "degree plan" have 
their schedules adjusted to meet course requirements. 

Faculty 10: 
Students: He teaches adult students well. Seems to relate 

to adults effectively. 
When he reaches my age he will be even more agreeable. 

Faculty 11: 
Students: He makes us feel very comfortable about being 

in his class. I believe he would encourage adults 
to continue their education. He's a very fine instructor. 
He never makes a difference between the adults and 
younger students. 

Faculty 12: For the majority of adult students in my classes, 
it's been a real pleasure for me to be able to work 
with them. I wish the younger students were as enthu-
siastic about learning, as motivated, and as serious 
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in studying as the older students. A way to sum up 
most older students' attitude toward learning is, "I 
care" - in other words, they've been out in the real 
world, understand why an education is important, and 
are determined to get one. 

Faculty 13: 
Students : has not given any clues about his feelings 

on these matters except that he has not treated us 
any differently than the younger students. 

Faculty 14: I have found adult learners are overachievers. 
They are generally insecure about their academic skills, 
and they often work harder than the more traditional 
student to prove to themselves they are "good enough." 
Except in rare instances, I've found the work of adult 
students to be superior to the work of their younger 
counterparts. I suspect the quality of the adult learner's 
work is high because they simply invest more time and 
effort to the task. 

Faculty 15: I find that my adult students have a sense 
of purpose, commitment and motivation that sometimes 
seems lacking in younger students. Adults are more 
aware of the importance of quality education; they 
are also more appreciative and aware of good or poor 
instruction. These are generalizations - you must 
realize that I have students ages 18-75 and I find 
that if they enjoy what they are doing, they are all 
equally committed. I enjoy working with, instructing, 
and assisting all of them. 

Students: relates well to her adult students, encouraging 
us to reach our maximum potential. 

Enthusiasm, understanding, encouragement are all 
evident in classes - and she is a great teacher. 

Most of the students in our class are adult students. 
In fact 90% are. She deals with all of us in a positive 
expectant manner. 

Encourages all ages, especially older adults. 
endeavors to cooperate in all facets and 

can relate well to all students. Her classes are "ageless" 
and the spirit of competition is great. All Western 
Texas instructors, in my estimation, have learned to 
deal with the "gray-haired horde", in a professional 
and friendly manner. 

Very helpful to all participants. 
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She is very good at what she does; she is efficient 
and personable. She treats us all with consideration 
and as equals. She is A+ in my books. 

I can see no difference in the way this instructor 
treats students in reference to age - treats all the 
same. 

I don't feel that the instructor in question even 
considers whether or not a student is "adult." 

This instructor has made me feel a part of the 
class. I feel that this is genuine and not a put on 
effort. Being out of school 25 years now I have a 
hard time concentrating, seems aware and is per-
sistently patient. 

Faculty 16: 
Students: I feel is fair to his students. Doesn't 

show a difference between the adult students and others. 
is landerstanding that adult students have other 

responsibilities such as families and full time employment 

Faculty 18: 
Students: treats all students with the same respect. 

Good teacher. 
The adult student is there for a purpose or reason, 

not because he or she was sent there. At this time 
and age, adult this or adult that is "obsolete." The 
adult is in just as great a need for furthering his 
or her education to be able to compete with this high 
technological world or just to plain survive. 

Faculty 19: 
Students: is very fair. 

is an understanding, outstanding instructor. 
He makes class fun and interesting. He does not make 
it unnecessarily difficult. 

Faculty 22 : 
Students: He works with us in an adult manner, very helpful. 

I am 69 years old and have enjoyed the help and 
instructions that I have received from , I have 
benefited by it and am far advanced from when I started. 

This college department is superior in caring 
for adults and students at any level. The instructors 
offer 100%; goal achievements depend on the student. 

Adult education could reduce our welfare costs. 

Faculty 23: 
Students: attitudes toward me has influenced all of 

answers. He accepts me as a student and treats me 
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as such. He is not partial toward me nor does he ignore 
me. I think he is a very good teacher. 

Faculty 24: In my work as a private teacher, or in small 
classes I have found my adult students to be, for the 
most part, strongly motivated and highly interested. 
I would miss the associations with them very sorely, 
as they provide contrast in experience and in styles 
of learning from the younger students. 

Students: She is super. 
The student's level of academic effort depends 

on the motivating factors of taking the course. A 
student working toward a degree will be a more serious 
student than one taking courses for self interest. 

Faculty 25: 
Students: She has confidence in us all. 

I feel we are treated as equals, not dumbies. 
They take the time with us to help understand. 

Faculty 26: I find adult students to be the best, they 
know what they want and work hard for it. 

Students: The instructor knows my potential and capabilities 
and will readily simplify instructions or explanations. 

My instructor is great and makes me feel I can 
do it, no matter what my age is and treats me equal, 
as if I was the youngest. 

Faculty 29: 
Students: It's very difficult to stereotype adult students 

and younger students. Our instructor's attitudes could 
not be better toward adult students. 

I feel all students are treated equally by the 
instructor. There is as much academic difference among 
the adults in our class as among the teenagers in their 
ability to understand and absorb the material presented. 

He has made no distinction between myself and other 
students whether they be other adult students or younger 
students in class. 

Faculty 30: I have taught a very limited number of adult 
students in my three semesters at WTC. 

Students: My experience as an adult student, concerning 
my instructors' attitude is very high. The instructors 
have shown no difference in age students and have been 
very kind, considerate, and helpful in every way to 
each and all. 
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Faculty 31: 
Students: , likes and encourages adults over 30. 

She has confidence in all of us and is encouraging 
and fair and square. 

I think she treats us with highest regard, and 
not any of our questions are considered dumb. 

Faculty 33: I have found that adult students are highly 
motivated and are not hesitant to participate in class-
room discussion. The higher the ratio of adults in 
a class - the more the students "carry" the class. 
In a highly mature adult classroom, I'm being worked 
out of a job. 

Students: Very interesting, informative. 
is an excellent instructor - very capable 

and makes classes very interesting. She's very helpful 
to all. 

Her class is very interesting, and I look forward 
to learning from her and my classmates. 

Faculty 34: 
Students: This instructor has always shown a positive attitude 

toward adult students in the classes that I have taken 
with him. WTC instructors generally seem very positive 
toward adult students. The adult students know what 
they are here for. Even the students who are only 
slightly older are much steadier than those fresh out 
of high school. 

Faculty 40: They are a pleasure to have in class. 

Faculty 42: There are many pleasures connected with working 
with adult students, but I suppose the most gratifying 
one is learning that an instructor can allow an adult 
student to be one's "equal" and no problems will arise 
from this relationship. Younger students almost always 
cannot understand or handle such a situation. Usually 
an instructor should place some "distance" between 
himself and younger students. 

Students: Very positive attitude. 

Faculty 43: Adult students contribute greatly to my classes. 
Their experiences and point of view add variety. Their 
seriousness is appreciated. Sometimes they tend to 
be over-motivated. 

Faculty 45: 
Students: Most instructors relate to older students much 

more readily than to younger students. Older students 
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have more of an initiative to "learn" than do younger 
students, in that students over 30 are more likely 
to be "settled" and less apt to take college life as 
a means of further "conquests" to add to their supposed 
status in life. 

Faculty 46: 
Students: My instructor shows no difference in attitude 

to young adults and older adults. 
Student is a student no difference. 

Faculty 47: 
Students: All instructors so far have done a very good job. 

I have learned so much in the past few weeks. I can 
see the change. 

Faculty 48: 
Students: All students, adults and youth, are treated equally 

and as individuals. 

Faculty 49: 
Students: Flexible. Understanding of other obligations 

such as making a living; special projects. 

Faculty 51: 
Students: Students are students and irregardless of their 

age some take education seriously and some do not. 
I believe this instructor is interested in adult 

students. 
I do not think it is fair to the instructor to 

allow his students to guess at what he/she thinks about 
his students. If you want to know what the instructor 
thinks ask him, otherwise leave the students out of 
it. 

Faculty 52: 
Students: I think he handles himself well, most adult students, 

I think, are not much different than the younger students, 
when it comes to learning something new. 

Faculty 55: Most adult students work harder to achieve 
top grades in class. These students were probably 
very good students back "when" they were in school. 
I have some adults in my classes that are not good 
students now and I'll bet they were not good students 
when they were in school back "when", however I'll 
also bet they are better students now than back "when" 
even though they are not good students now. 
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FACULTY FACULTY FACULTY STUDENT STUDENT 
TYPE SCORE SCORE 

MEANS 
SCORES 

1 ISFP 49 46.4 35,38,41,49,49,56,57 
2 ISTJ 39 44.6 37,39,45,50,52 
3 INFP 36 50.0 30,39,44,45,45,48,51,54,55,58, 

63,68 
4 ISTP 57 49.8 47,50,51,51 
5 ISTP 48 49.0 44,47,52,53 
6 INF J 44 63.0 63 
7 INFP 51 36.5 26,31,33,33,40,56 
8 ISTJ 41 41.9 32,32,33,37,42,45,49,52,55 
9 ESFJ 39 28.0 28 
10 ENFP 57 52.4 35,35,39,41,42,46,46,49,50,54, 

55,55,56,56,61,61,63,64,87 
11 ISTJ 47 49.7 45,50,54 
12 ENFP 49 48.9 40,40,46,47,53,53,53,59 
13 ISTJ 47 55.5 41,70 
14 INTP 35 48.0 44,45,47,56 
15 ENFJ 35 47.9 32,34,36,42,42,43,44,46,46,47, 

48,49,49,50,51,52,53,56,56,58, 
59,61 

16 ENFJ 47 47.5 33,38,57,62 
17 EST J 45 56.5 54,59 
18 INTJ 40 40.0 32,38,50 
19 ENFP 57 43.3 24,38,68 
20 ENFP 56 51.0 51 
21 INFJ 39 49.7 37,40,43,43,48,49,52,52,54,56, 

60,62 
22 ISFJ 51 50.6 26,32,42,46,48,48,48,48,48,48, 

51,53,54,54,54,55,57,59,90 
23 INTJ 37 55.3 54,55,57 
24 ENFP 59 57.0 37,53,57,81 
25 ESFP 42 38.8 32,35,35,44,48 
26 ISFJ 38 36.7 28,39,43 
27 ISTP 35 40.0 34,46 
28 ISTJ 39 64.7 50,61,83 
29 ISFP 44 52.3 36,42,44,44,44,46,47,48,48,49, 

49,49,50,51,52,54,54,56,56,56, 
58,62,62,64,68,70 

30 ISFJ 54 40.5 36,45 
31 ENTP 38 37.6 28,32,35,46,47 
32 ISTJ 32 43.9 38,40,40,41,42,44,46,60 
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FACULTY FACULTY FACULTY STUDENT STUDENT 
TYPE SCORE SCORE 

MEANS 
SCORES 

33 ENTP 45 51.6 44,44,46,51,51,52,52,54,58,64 
34 ISTP 35 48.0 35,61 
35 I ST J 51 41.5 27,56 
36 ESFJ 50 54.0 54 
37 ENTJ 59 52.0 39,65 
38 ISFJ 60 60.0 60 
39 EST J 69 52.8 24,59,64,64 
40 INFP 42 53.0 53 
41 INFJ 55 54.0 54 
42 INTP 48 46.5 43,50 
43 ESFJ 47 50.8 40,46,51,54,63 
44 ISFJ 56 54.5 49,60 
45 I ST J 52 37.0 37 
46 INTP 44 49.9 32,42,43,50,51,52,59,70 
47 ESTJ 67 63.0 63 
48 EST J 57 49.0 33,51,52,54,55 
49 ESFJ 56 48.0 48 
50 I ST J 42 53.7 50,53,58 
51 ESTP 51 47.4 36,38,38,43,46,53,54,55,64 
52 ISFP 52 66.0 60,72 
53 I ST J 47 40.0 40 
54 ENTJ 53 46.5 46,47 
55 ESTJ 58 38.7 33,38,45 

* 1 through 24 are full-time, academic faculty; 
25 through 35 are full-time, vocational-technical faculty; 
36 through 46 are part-time, academic faculty; and 
47 through 55 are part-time, vocational-technical faculty. 

** The two instructors who teach both academic and vocational-
technical classes were listed in the vocational-technical 
groups. 
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