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Abstract 

The purpose of this study was to examine the 

study skills, learning behaviors and academic success 

of a group of non-traditional aged college students in 

the Student Support Services Program at an upstate New 

York college and compare them with a group of 

traditional aged students in the same program. The 

subjects consisted of twenty-one adult students and 

twenty-one traditional aged students in the Student 

Support Services Program at SUNY College at Brockport. 

Mean scores earned on seven subscales of the LASSI and 

mean semester grade point averages were found for both 

groups and tested for significance at the 90% 

confidence level using a~ test for independent means. 

The data that significant difference in mean scores on 

the subscales of Time Management, Concentration, and 

Information Processing. The non-traditional aged 

student group displayed superiority. The 

non-traditional aged student group displayed higher 

mean scores on the subscales of Selecting Main Idea, 

Study Aids, Self Testing, and Test Strategies and a 

higher mean semester grade point average than the 

traditional aged student group, but the difference was 

not significant. The results of this study did not 

agree with the results of earlier studies which found 

adult students to be lacking in study skills. 
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Chapter I 

Statement of the Problem 

Purpose 

The purpose of this study was to examine the 

study skills 1 learning behaviors, and academic success 

of undergraduate college students at the State 

University of New York, College at Brockport. This 

study was designed to compare the study skills and 

academic success of a group of non-traditional aged 

students in the Student Support Services Program with 

a group of traditional aged students in the same 

program. Both groups of students' scores on the 

Learning and Study Strategies Inventory and semester 

grade point averages were used as measures. All of 

the students in the study were non-reading-disabled. 

Questions to be Answered 

This researcher has examined the study skills, 

learning behaviors and academic success of 

non-traditional aged, undergraduate college students 

and compared them with younger, traditional aged, 

college undergraduate students. 

The study was designed to answer the following 

questions: 

1 
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1. Is there a significant difference between 

the Learning and Study Strategies Inventory 

scores of traditional aged undergraduate 

students and non-traditional aged 

undergraduate students in the Student 

Support Services Program at SUNY Brockport? 

2. Is there a significant difference between 

the semester grade point averages earned 

by traditional aged students and 

non-traditional aged students in the 

Student Support Services Program at SUNY 

Brockport? 

Need for the Study 

In its desire to expand its commitment to 

disadvantaged and handicapped students, SUNY College 

at Brockport received approval of a Title IV Grant to 

establish the Student Support Services Program (SSSP) 

in the 1988 fall semester. In order to be eligible 

for the program, a student must be of low income, 

be a first generation college student, or be disabled. 

Students classified as low income individuals, 
first generation college students, or students 
who are handicapped often need a systematic 
approach that includes early identification, 
individual assessment, timely intervention 
and appropriate support and counseling. (Giglio, 
Parsons, & Tollers, 1988, p.8) 



3 

Students submit applications for the program and 

schedule intake interviews with the Project Director, 

the Academic Coordinator, and/or the Coordinator of 

Disabled Students. These intake assessments have 

indicated that the students' needs include reading, 

study skills and tutorial assistance. 

The SSSP accepts full-time students of all ages, 

both adult students, as well as traditional aged 

college students. More adults are returning to 

college after an absence from academic life. The 

returning student is no longer an oddity on 

campus, but makes up a sizeable population on many 

campuses (Apps, 1978). At Brockport, almost 

forty percent of the enrollment are adults and 

twenty-five percent of these students are enrolled as 

full-time students ("Brockport adult," p.1). The 

adult student has been described as more advanced in 

terms of experience and more motivated than the 

traditional aged student (Bicknell, 1975; Christensen, 

1980). Apps (1981) states that adult students tend to 

be more serious and committed toward educational goals 

than traditional aged students, but Geisler and Thrush 

(1975) found that they may lack appropriate study 

skills and be anxious about the pressure of the 

college situation. 



Upon acceptance into the program, all 

participants are required to take the Nelson-Denny 

Reading Test and the Learning and Study Strategies 

Inventory (LASSI). According to Weinstein, 

Palmer, and Schulte (1987), the LASSI "is an 

assessment tool designed to measure students use of 

learning and study strategies and methods" (p. 2). 

The authors of the test feel that the test is both a 

diagnostic and a prescriptive measure. The 

processes and behaviors that are tested in the LASSI 

contribute significantly to success in college 

(Weinstein et al., 1987). 

4 

Although much has been written about the adult 

learner, most of the work has concentrated on general 

non-credit education courses offered by churches, 

service agencies, or clubs (Graham, 1988). Research 

on adults attending four year colleges full-time is 

limited. Conner, Jacobi, Altman and Aslanian (1985) 

surveyed educational administrators and found a 

definite need for information about non-traditional 

aged students. "This need is associated with low 

levels of information about adult students within most 

institutions despite ongoing efforts to recruit, 

retain, and serve adult learners." (Conner et al., 

1985, p. 729). 



Prior to 1975, the major form of research on 

adult students had been survey type research 

(Pilsworth & Ruddock, 1975). In many instances in 
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which adult students were studied, the samples have 

included only female subjects (Brandenburg, 1974; 

Clayton & Smith, 1987; Hooper, 1979; Letchworth, 1970; 

Smallwood, 1980). Some studies have compared grade 

point averages (GPA's) with scores of the Survey of 

Studv Habits and Attitudes (SSHA) (Corlett, 1974; Lin 

& McKeachie, 1973; McPhail, 1978; Wikoff & Kafka, 

1981), Like the LASSI, the SSHA was designed to 

measure study habits, motivation and attitudes toward 

certain learning activities (Brown & Holtzman, 1966). 

These studies did not compare adult student scores 

with traditional aged student scores. 

This study will compare the learning and study 

strategies of adult students and traditional aged 

students enrolled in the Student Support Services 

Program at SUNY Brockport, by using the Learning and 

Study Strategies Inventory. It will also compare the 

academic success of both groups. 

Definitions 

The following are terms which are used 

consistently throughout this paper. 

as follows: 

They are defined 



Traditional Student: Those students, aged 

eighteen to twenty-two, who have gone to 

college directly after high school 

graduation. 

Non-traditional Student: Those students, aged 

twenty-three or older, who have been out of 

school some years. These students are also 

referred to as "adult students." 

0 

Non-reading disability: A disability which will 

not directly affect the ability to read or 

process information. Non-reading 

disabilities include such disabilities as 

physical injuries, arthritis, and anorexia. 

Those students who have disabilities such as 

a visual impairment, Attention Deficit 

Disorder, or a learning disability are 

considered reading disabled for this study. 

Limitations of the Study 

The results of this study are affected by some 

limitations. The subjects of the study are forty-two 

students in the Student Support Services Program at a 

state university campus in upstate New York. The 

results may have varied with a larger population or 

with subjects from other colleges, 



Consideration must be given to the fact that the 

subjects were enrolled in different courses taught by 
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different professors. It is reasonable to assume that 

a grade point average earned by a student, may or may 

not have been earned if the student had carried a 

different course load, or had enrolled in the same 

courses but taught by different professors. 

In this study, no comparison is made to the types 

of evaluation given in courses. Some courses may have 

been evaluated objectively and others may have been 

evaluated through essay type examinations. This 

comparison was not the concern of the examiner. 

Students in the study were given the option to 

partake in any of the services offered by the Student 

Support Services Program. These services include 

social opportunity, counseling and tutoring. The 

extent to which the students take part in these 

activities is left up to them. The amount of tutoring 

a student receives may affect his semester grade point 

average. This factor was not a concern of the study. 

Summary 

The purpose of this study was to compare the 

study skills and academic success of two distinct 

groups of undergraduate college students. With the 
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increasing number of adults returning to college, more 

research is needed to serve their needs. This study 

was designed to compare the study skills of adult 

students with the study skills of traditional aged 

students. The academic success of both groups was 

also compared, Limitations of the study and 

implications for teachers of adult college students 

were discussed. 



Chapter II 

Review of the Literature 

This study compared the study skills and academic 

success of adult college students and traditional-aged 

college students. This chapter will review the recent 

literature on adult learners and will briefly include 

recent research on study skills, 

The Adult Learner 

The number of adult students on college campuses 

is increasing. During the 1970-1980 decade, the 

number of people aged twenty-five to thirty-four 

increased by forty-four per cent (Cross, 1979). The 

number of adults in college during that same decade 

increased by 179 per cent (Babcock, 1982 cited 

in Selling, 1984). 

The babies born at the peak of the baby boom in 

1957 are now over thirty years of age. Babcock 

(1982), cited in Selling (1984), predicts that the 

median age of the population in 1990 will be 32.8 

years. As the number of adults over age twenty-five 

increases, the number of adults in higher 

education will also increase (Apps, 1980; Selling, 

1984). Cross (1981) feels that adult participation 

9 
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in organized learning activities will grow faster than 

the growth rate of the adult population. 

The typical adult college student is white, 

female and between the ages of twenty-five and 

thirty-four (Apps, 1981). Espersson (1975) cited 

in Smallwood (1980) estimated that the number of 

women attending college increased ten times in the 

previous twenty years. These women are likely to be 

divorced or never married. If they have children, the 

children are most likely to be younger than eighteen. 

Selling (1984) feels that this trend may change as the 

number of elderly persons increases. The elderly will 

seek self-fulfillment and relief from boredom, and may 

take college courses. When more elderly begin to 

enter college, the average age range into which adult 

students fall will change. 

Motivations for Adult Learning 

Early research on the adult learner dealt with 

studies involving a "learning project.ti Tough (1978) 

defines a learning project as 

a highly deliberate effort to gain and 
retain certain definite knowledge and 
skills, or to change in some other way. 
To be included, a series of related learning 
sessions (episodes in which the person's 
primary intention was to learn) must add up 
to at least seven hours (p. 250). 

The majority of information on adult learning was 
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on adults involving non-credit learning. It included 

tasks such as learning to improve something around the 

home, raising a child, or writing a report for the 

boss. These general non-credit adult education 

courses were conducted in settings such as churches, 

service agencies and social organizations (Graham, 

1988). Tough (1978) found that seventy percent of 

learning projects are self-planned and only twenty 

percent are planned by a professional. The remainder 

are handled by a friend or a group of friends. 

In 1961, Houle examined the motivations of 

adults who engaged in activities which are commonly 

though to be educational. He conducted interviews 

with twenty-two people involved in adult education 

activities. He found that adults' major conceptions 

about the purposes and values of continuing education 

varied, but these motives could be placed in three 

broad categories. 

The first, or, as they will be called, the 
goal-oriented, are those who use education 
as a means of accomplishing fairly clearcut 
objectives. The second, the activity 
oriented, are those who take part because 
they find in the circumstances of learning a 
meaning which has no necessary connection, 
and often no connection at all, with the 
content or the announced purposes of the 
activity. The third, the learning-oriented, 
seek knowledge for its own sake (Houle, 1961, 
p.15-16). 
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This typology aroused considerable interest 

because it appeared to be a simple way of classifying 

adult learners. Consequently, a number of researchers 

have examined the motivational orientations of adult 

learners (Boshier, 1971; Boshier, 1977; Burgess, 1971; 

Carp, Peterson & Roelfs, 1974; Clayton & Smith, 1987; 

Douglas, 1970; Morstain & Smart, 1974, 1977), The 

results of these studies concurred with Houle's (1961) 

three categories of adult learners. 

In 1985, Boshier and Collins utilized data from 

13,442 learners in African, Asia, New Zealand, Canada 

and the United States. These researchers expanded on 

Houle's (1961) framework and identified more learner 

complexity. Boshier and Collins identified six types 

of motivation for adult education activities 

including: social stimulation, social contact, 

external expectations, community service, professional 

advancement and cognitive interest. 

There are many reasons why adults return to 

college. Scott (1980), cited in Selling (1984), found 

that adults return to college to seek a better sense 

of self. Many adults question their own abilities, 

limitations, values and self-worth. They want to 

develop a lifestyle that gives their life more meaning 

and makes it more comfortable. Many women, in 
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particular, return to finish college after rearing 

their children, These women are completing an 

unfinished part of their lives (Letchworth, 1970). 

Economic fluctuations affect the number of adults 

in higher education. Job lay-offs cause the need for 

people to retrain. Likewise, promotions and salary 

increases are dependant on new skills or earned 

degrees. With the increases in the cost of living, 

there are many two-career couples. Women are 

returning to work and taking course work at colleges 

and universities to make themselves more marketable 

(Selling, 1984). 

In a study by Apps (1981), eighty-three per cent 

of adult students were found to return to college due 

to a major life transition. Examples of life 

transitions include divorce, the death of a spouse, or 

children leaving home. These adult students seek 

friendships and attempt to gain additional income 

providing skills as insurance for a more stable 

future. 

Differences Between Traditional and Non-Traditional 
Aged Students 

For the majority of adult students, college is 

the result of a life transition, whereas for 

traditional aged students, college is a life 



transition. Traditionally aged students may be 

attending college because of peer or parental 

pressure, or because it seems to be the next logical 

14 

step for them to take. 

for attending college. 

Adults have a clear purpose 

For whatever reason, they are 

there because they want to be (Richter-Antion, 1986). 

Christensen (1980) found that adult learners have 

a different sense of themselves, their time, what 

material is important to learn and how they intend to 

use their education than traditional aged students. 

Adults have a broader sense of how education relates 

to the practical world of work and society. 

learn most often for career related reasons 

Adults 

(Richter-Antion, 1986). This practical knowledge 

involves the ability to set goals, prioritize their 

time, and see the relationship between their education 

and self-fulfillment (Apps, 1981). Sturtz (1971) 

found that adult women were more satisfied with 

college in general and that they were more satisfied 

with the quality of education than younger, 

traditional aged college women. 

Ralph Tyler (cited in Apps, 1981), discusses an 

important difference between traditional aged 

students and adult students. 



The returning students are not distracted 
by a variety of problems of growing up. 
Young people growing up question 
whether they will be able to get a job, 
will they be able to marry and make that 
kind of adjustment, will they be able 
to take adult responsibilities, These 
returning students have already 
demonstrated that they can take adult 
responsibilities, They have some ideas 
of the sorts of jobs they want, although 
they are less certain of their ability 
to prepare for them because of having 
been out for a time. The older students 
worry often whether they can really get 
back into the harness and learn again, 
but they are much more straightforward 
in their goals and less ambivalent about 
what it is they want to accomplish while 
they're in college (p. 41), 

Problems faced by Adult Students 

The adult student faces different problems than 

the traditional student. Because college is the 

result of a life transition, some adults may have a 
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poor self image (Selling, 1984). They may have family 

problems. Adult students may be seeking immediate 

rewards in their careers. They may have unrealistic 

expectations and an excessively practical orientation 

toward their career (Christensen, 1980; Smallwood, 

1980). 

Stalford (1978) discusses three types of barriers 

which adult studies must overcome in their education. 

In his sample, the most difficult barrier to overcome 

was the situational barrier. This barrier consisted 
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of the practical limitations which adults must be able 

to overcome. 

One example of a situational barrier is the 

availability of child care. One study found that the 

major problem of adult women in college was 

coordinating child care and family responsibilities 

with their college schedule. Coordinating job 

schedules was another major concern. After their 

non-college responsibilities were under control, they 

could focus on needing help with choosing courses, 

acquiring learning strategies and study skills, and 

exploring their own academic potential (Smallwood, 

1980). 

Another situational barrier is the lack of money. 

Adults usually pay their own way and they 
want value for their money ... In most cases 
the money used for paying for their education 
is not coming directly out of the younger 
students' pocket., ,The adult must make a 
choice to spend money on education instead 
of a vacation, new furniture or a new car. 
Younger students do not face such a choice 
(Richter-Antion, 1986, p.59). 

The second type of barrier which Stalford (1978) 

discusses is the dispositional barrier. This barrier 

is self-imposed and psychological. Adult students 

lack confidence in their own abilities, They fear 

failure and the fear competing with younger 

traditional aged students. Adult student also feel 
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guilty about spending their family income on education 

for themselves. They worry that they may be 

neglecting their families. 

The third barrier is the institutional barrier. 

It is a barrier which students have no control over, 

yet it affects their ability to return to school 

(Stalford, 1978), Tuition is an example of an 

institutional barrier. Financial aid may not be 

readily available to adult students since many of them 

take less than a full-time load. 

Neugarten, cited in Richter-Antion (1986), poses 

the existence of social clocks. It is her idea that 

there is a proper time for major life events to occur. 

These major life events include being married, having 

children, retiring and going to college. 

Adults are past the socially acceptable time in 

their lives for attending college. Although outright 

condemnation is unlikely, adult students often feel 

guilty because they realize that at this point in 

their lives, things other than college should be their 

priorities. These priorities include home, family and 

job responsibilities. The guilt can often cause 

stress. Traditional aged college students do not feel 

this added stress because they are on schedule. They 
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are doing what is expected of them by going to college 

at the right time in their lives (Richter-Antion, 

1986). 

Developmental Theories 

Piaget's model of cognitive development is based 

on a hierarchical model in which there is an order of 

increasingly advanced stages of cognitive structures. 

These stages are in a sequence of the sensory-motor 

stage, the pre-operational stage, the concrete 

operational stage and the formal operational stage 

(Pulaski, 1970). 

According to Piaget, the formal operation stage 

emerges at approximately eleven years of age and 

operates through adulthood. This is the stage which 

is most appropriate in studying the college learner. 

It is characterized by formal thinking and logic of 

propositions. One who is operating at this level is 

able to reason from a hypothesis to both concrete and 

theoretical conclusions. As the stage progresses, the 

individual begins to assume adult roles (Campbell, 

1976). 

Erikson's work on the seven stages of man 

contributed to the topic of adulthood in developmental 

psychology. His last three stages are the stages of 

adulthood. These stages are: Intimacy and 



Distantiation versus Self-absorption, Generativity 

versus Stagnation, and Integrity versus Despair 

(Gould, 1972). 

The first adult stage is Intimacy versus 
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Self-Absorption. According to Gould (1972) this stage 

"represents the success or failure in one's ability to 

be truly open and capable of a 'trusting fellowship' 

rather than formal separateness or pseudointimacy''(p. 

:34). 

The second stage of adulthood of Generativity 

versus Stagnation occurs in the mid-twenties. It is 

in this phase that a person creates a "continuing 

giving of himself to his world in a creative, 

caretaking, participatory way that is progressive in 

order to avoid the pit of stagnation'' (Gould, 1972 1 p. 

34). 

The third stage, Integrity versus Despair, occurs 

in later adulthood and continues until death. It is 

in this phase that the individual comes to grips with 

his own life and his mortality. 

In 1972, Gould expanded on Erikson's theory of 

adult development. He found seven different phases of 

adults "sense of the world" (p.37), According to 

Gould (1972), adults move through a series of 

developmental stages. Adults' life structures change 
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as they move through these developmental phases. Each 

phase has its own situations that must be dealt with. 

The first of the seven phases which Gould 

describes, groups sixteen to eighteen year olds 

together. The basic theme of the group is the need to 

get away from their parents. Although this is the 

prevailing theme, they are all part of a family and 

consider themselves more as a family member than as 

true individuals. They see the future as a vague 

distant time when they will be liberated from their 

parents influence. They long for close relationships 

with their peers but this closeness is often 

instantaneous and unstable. This is followed by a 

temporary rebound back to their parents. 

The second phase is aged eighteen to twenty-two. 

This phase of late adolescence/early adulthood is the 

stage into which traditional aged college students 

fall. They still feel the need to get away from their 

parents but from a different position. They feel that 

they have almost left the family's hold but worry that 

they will not make it out completely, They are 

involved in many actions which will lead them to their 

sought after independence: living away from home at 

school, working, paying rent, and owning their own 

cars. They are supportive of each other and the 
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peer group becomes the ally that helps them out of the 

family, 

The next phase which Gould describes includes 

those adults aged twenty-two to twenty-eight. They 

feel quite established and autonomous, and separate 

from their families. They see their parents as people 

to whom they have to prove their competence as adults. 

They are committed to their spouse and to making their 

marriage work. The theme of this phase is that now is 

the time for living as well as growing and building 

for the future. 

According to Gould, the phase of twenty-nine to 

thirty-four is a time which adults begin to question 

what they are supposed to be doing. Marriage and 

career have been established and children are growing. 

These adults no longer see the need to prove 

themselves to their parents or accentuate their 

differences. They even begin to feel free to accept 

parts of them as being like and coming from their 

parents. 

The next age group of thirty-five to forty-three 

continues looking within and questioning self-values, 

and life itself; often with a tone of quiet 

desperation. They are aware of an increasing time 

squeeze. They wonder if they have done the right 

thing or if there is time to change. Their parents 



turn more toward them and their children are beginning 

to turn away. This stage emphasizes the finitude of 

time. They look at the past, present and the future 

equally, 

In the phase in which forty-three to fifty year 

olds fall, Gould states that finite time is resigned 

to as reality. Adults in this group feel that their 

personalities are set. They tend to be vocally 

critical of their parents and often blame their 

parents for their life problems. This group carefully 

watches their children progress as adults. They are 

ready to find the error of their children's ways. They 

seek affection from their spouses and in many ways, 

they depend on their spouse in a manner that is 

similar to their former dependence on their parents. 

The last phase which Gould describes includes 

those adults aged fifty and over. These adults no 

longer blame their parents for their problems. Their 

children are sources of comfort and satisfaction. 

This age group tends to be more concerned with their 

children's achievements. The spouse is a valuable 

life companion rather than a provider. During this 

phase, the adult is concerned about, but rarely 

mentions, the imminent presences of mortality. With 

this comes again the question about the meaningfulness 



of life, as well as, the contribution one has made to 

the world. 

As Gould discusses, adulthood is not one phase 

but a number of phases. Traditional aged students 

fall within the same phase at the same time. 

deal with the issues and problems of the phase 

together, thereby being part of an age cohort. 

According to Richter-Antion (1986), 

They 

The same is not true of adult students. 
Since the ages of adult students cover 
such a broad range (23 to 75 or more years), 
they are at different developmental stages 
and, therefore, are dealing with different 
life crises (p. 61). 

Therefore, since adult students do not have a strong 

reference group of peers, as do traditional aged 

students, it is difficult to generalize about the 

adult collage student (Richter-Antion, 1986), 

The Learning and Study Strategies Inventory 

The 1,ASSI was developed in response to the need 

of a reliable and valid instrument to assesses the 

studying strengths and deficits of the growing number 

of underprepared college freshmen. It is also 

designed to assess the effectiveness of the college 

learning skills centers and developmental studies 

programs which accommodate these students, to improve 

their reading, writing and math skills (Mealy, 1988). 
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According to the authors, this test is an 

inventory "designed to measure college students use of 

learning and study strategies and methods'' (Weinstein, 

et al. , 19 8 7 , p. 2 ) , The authors feel that LASS! can 

be used for diagnosis and remediation of studying 

weaknesses, as a pre or post test to measure student 

achievement, to evaluate the success of study 

strategies courses, and as a counseling instrument in 

college orientations (Weinstein, et al., 1987, p. 2), 

The LASS! has ten scales. The first five examine 

affect. They include: attitude, motivation, time 

management, anxiety and concentration. Attitude 

examines the students' perception of the role and 

relevance of college in their lives. Motivation 

focuses on the students' drive for specific academic 

tasks and their amount of self-discipline and 

willingness to work hard. Time management measures 

their abilities to design and adhere to a study 

schedule. Anxiety measures the degree to which they 

worry about school performance and the tension they 

feel when confronted with academic tasks. 

Concentration deals with their abilities to pay close 

attention to work (Weinstein, et al., 1987). 
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The second five scales examine study strategies 

use. These scales include: information processing, 

selecting main ideas, study aids, self-testing, and 

test strategies. 

Information processing measures students 1 use 

of elaboration and study strategies to connect their 

background experiences and knowledge of new 

information. The total of all experiences in a 

reader's prior knowledge represents the schema he 

brings to his text. Prior knowledge is important in 

how we interpret what we read and what we learn from 

reading. 

Briefly, schema theory suggests that human 

knowledge can be characterized as being stored in 

interrelated networks of stereotypical events, 

experiences or concepts that are already known (Pace, 

1978). These networks have been called scripts 

(Nelson, 1977) and schemata (Rumelhart & Ortony, 

1977). 

A reader's schema exists as a cognitive base from 

which he may draw upon to match new incoming 

information from the text in order to get some meaning 

from that information (Rumelhart & Ortony, 1977), The 

information that matches with the schema of the reader 

would be significant. This information is more likely 



to be learned and remembered (Anderson, Spiro, & 

Anderson, 1978). 

Cross (1976) stated that previous educational and 

home experiences have a pervasive effect on college 

success. Different experiences, achievements, and 

background schema shape the way students are 

motivated, their attitudes and values toward learning. 

Students who are from environments which place a low 

value on education are apt to have academic 

difficulties. These difficulties may include a lack 

of motivation, passivity in learning situations, poor 

study habits and minimal basic skill development. 

The questions on selecting main ideas 

focus on how adept they are at detecting important 

information in texts and lectures for further study. 

A fundamental process in skilled reading is the 

identification of the topic of the passage (Eamon, 

1979; Koen, Becker, & Young, 1969). Good readers 

appear to identify what is important to their 

understanding of written text. The good reader tends 

to focus on this information while skimming over the 

information that they do not regard as important 

(Walker, 1976). 

Eamon (1979) examined whether good readers showed 

a superiority in retention of information about the 



27 

main idea of theme of a passage as opposed to 

information about a non-theme. Using sixteen good 

readers and sixteen poor readers from an introductory 

college psychology class, he found that the better 

readers showed a recall of information about a topic 

that was superior to their recall of non-topical 

information. This difference was not found in the 

poorer readers. From these findings 1 Eamon concluded 

that better readers were selective readers; the poorer 

readers, less so. 

The study aids scale measures the students' use 

of special teaching features of a text. It also 

measures if and how they devise their own aids such as 

notes, charts and group study attendance. 

According to Anderson and Armbruster (1984) 

underlining and note taking are the two most popular 

study aids used. However 1 some research studies show 

that underlining and note taking are no more effective 

than other studying techniques (Britzing & Kulhavy, 

1979; Hoon, 1974; Idstein & Jenkins 1 1972; Kulhavy, 

Dyer & Silver, 1975). 

A study by Rickards and August (1975) examined 

college students ability to recall prose. It was 

found that those students who actively underlined the 
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passage, spent more time on task and recalled 

considerably more information than those students who 

did not underline. It was concluded that because of 

the increased time spent underlining, those students 

who underline may be processing the material more 

thoroughly than they might if they did not underline 

the text. 

Anderson and Armbruster's (1984) review of the 

literature concludes that the major benefit of 

underlining does not come from the mere cuing of 

information, but from the amount of processing that is 

required by the student to make a decision about what 

to underline. 

This deeper processing of the material also 

explains the reason why taking notes is beneficial for 

text recall. Bretzing and Kulhavy (1981) had college 

students read passages under different conditions. 

One group read only. Two other groups took notes on 

the material they read. After taking a free-recall 

test, both groups of notetakers recalled significantly 

more than the read only group. Even though most 

subjects took notes verbatim, it was concluded that in 

doing so, the subjects were practicing for free recall 

as they took their notes. 



As early as 1938, Mathews found that high school 

students who read and took notes in outline form 

scored higher on an examination requiring outlining 

and organization of information. However, there was 

9 

no difference in performance on a multiple choice test 

between those students who took notes and those who 

read and reread. 

Anderson and Armbruster (1984) feel that the 

reason why note taking is no better as a study aid 

than other methods is that ''subjects are probably 

either not processing the right information with 

respect to the criterion task or are not encoding the 

information as deeply as they might be in another 

condition (p. 668). 

The self-test scale examines the students' review 

methods, i.e. how they prepare for tests and classes. 

Most of the items in on this scale deal with some 

aspect of comprehension monitoring in metacognition. 

Metacognition refers to the knowledge (awareness) 

and control a learner has over one's own thinking and 

learning activities (Baker & Brown, 1980 cited in 

Rinehart & Platt, 1984), It is a deliberate, 

conscious control of one's own cognitive actions 

(Brown, 1980). 
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All of their lives, people discriminate and 

categorize information. They organize data, infer and 

predict. They often reason and solve problems. They 

do all of this without realizing and being aware of 

what they are doing. 

Baker (1982) defines metacognition as being 

composed of two overlapping components. The first 

component is an awareness of what skills, strategies 

and resources are needed to perform a task 

effectively. The second component is the ability to 

use self regulatory mechanisms to ensure the 

successful completion of the task. 

According to Devine (1987), 

Metacognition occurs when thinkers 
begin to scrutinize their own thought 
process and actively monitor, regulate 
and orchestrate these processes in the 
service of some objective. It occurs, 
in short, when thinkers think about 
their own thinking (p. 239). 

Baker and Brown (1984) found metacognitive 

deficiencies among young children, learning disabled 

students and poor readers in each of the following 

crucial areas of reading: 

1. understanding the purpose of reading 

2. modifying reading strategies for different 

purposes 

3. considering how new information relates to 

what is already known 



4. evaluating text for clarity, completeness 

and consistency 

5. dealing with failure to understand 
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6. identifying the important information in a 

passage 

7, deciding how well the material has been 

understood. 

The control of one's own thinking in 

metacognition is the ability to use self-regulatory 

mechanisms such as checking problem outcomes, planning 

subsequent moves and evaluating the effectiveness of 

strategies (Devine, 1987). This self-regulating is 

known as monitoring. It involves evaluation of one's 

comprehension success, regulation of the process and 

self-correction if necessary (Baker & Brown, 1980 

cited in Rinehart & Platt, 1984). 

A study by Forrest and Waller (cited in Rinehart 

& Platt, 1984) showed that older readers have been 

observed to be more successful than young readers at 

comprehension monitoring. Divesta, Hayward and 

Orlando (1979) found that younger and poorer readers 

do not employ the strategy of using context clues for 

comprehension monitoring, 

As with reading comprehen~ion monitoring, 

students must be able to monitor their mental process 



during studying in order to be successful. 

Campione and Day (1981) identified rules for 

Brown, 

summarizing textual materials since this may be a 

complex task requiring considerable skill. These 

rules include the following: delete redundancy, 

delete trivia, provide subordinates, select topic 

sentences and invent topic sentences where one is 

missing. 

') q 
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These summarization abilities were shown to have 

developmental differences in a study by Brown and Day 

(1983), cited in Rinehart and Platt (1984). In their 

study, the subjects were fifth graders, seventh 

graders, tenth graders and college students. It was 

found that the most complex summarization skill, 

invention, was almost never used by the fifth graders 

and only half of the time by college students. The 

seventh graders and remedial college students had a 

great difficulty with the invention rule. The 

investigators concluded that while skilled students 

may successfully use summarization, those college 

students who are remedial studiers may find it 

difficult and improve only with explicit instruction 

(Brown & Day, 1983 cited in Rinehart & Platt, 1984) 

The test strategies scale examines how students 

finds out about test format and preparing for 
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different types of tests. It questions how they 

actually take tests (Weinstein, et al., 1987). 

Anderson (1980) states that since studying is a 

specialized form of reading that is strongly criterion 

oriented, the explicitness of the criterion affects 

how students study and how much they learn. Students' 

cognizance of the task may range from complete 

knowledge about the test (i.e. they have a copy of the 

test to be administered) to almost no knowledge about 

the test (i.e. they know only that the test will be on 

the previous semester's work). This knowledge that 

the student has about the test is an important factor 

that influences studying outcomes (Anderson & 

Armbruster, 1984). The more explicit the criterion 

task is to the students, the more the students will 

learn from studying than when the criterion task is 

vague (Anderson & Biddle, 1975). 

In many instances, the student has a middle range 

of knowledge about the criterion task (i.e. the 

student has some information about the test but does 

not have the actual test questions). The research on 

this range of knowledge about the criterion task 

investigates the effect on learning if students are 

given a set of behavioral objectives which include 

information about the topic to be learned (Anderson & 
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Armbruster, 1984). Anderson (1980) found that the 

more specific the objective, i.e. the closer in form 

to the test question, the greater the effectiveness of 

learning that objective. 

The above study skills are measured by the 

Learning and Study Strategies Invento:r_y, Mealy (1988) 

feels the LASSI should be viewed as an experimental 

form of a test not yet validated and normed for 

general use. She feels it may be useful in 

developmental studies programs with a study skills 

component. 

Adults and Study Skills 

"Studying is not a simple or a unitary activity. 

It encompasses several classes of cognitve and 

self-management activities, that are, for the most 

part, learner initiated, directed and maintained." 

(Thomas & Rohwer, 1987, p. 381) It is also thought to 

be influenced by both developmental and environmental 

factors (Brown, Bransford, Ferrara & Campione, 1983), 

Svenssen (1980) cited in Cloete and Shochet 

(1986), states that "study skills, in its plural form, 

refer to aspects of study such as study habits, study 

methods, study techniques and study motivation"(p, 

24 7) , Each aspect is viewed as contributing to better 

academic performance. 



') ;~ 
d ;) 

As early as 1915, an evaluative study concluded 

that programs designed to help students with study 

skills would be effective for better learning (Moore, 

1915). Disagreement existed on which method of 

studying was most successful. In Harris's (1940) 

review of the literature of the 1930 1 s on factors 

affecting college grades, he found that, 

a number of investigations, using 
questionnaires and inventories found 
that good students can be distinguished 
from poor achievers on the basis of 
specific (study) methods used, although 
not all findings agree on which methods 
characterize which group (p. 130). 

Treatment of poor study skills consisted largely 

of practice reading because lack of development in 

comprehension, vocabulary and reading rate was thought 

to be the primary factor leading to poor academic 

performance (Charters, 1941), 

By 1953, Blake, cited in Entwisle (1960), 

reported the results of a survey he conducted which 

indicated that over ninety percent of colleges in the 

United States offered some type of study skills 

course. These courses may have been offered to a 

select group of students. He also reported that ten 

percent of the U. S. colleges required such a course 

of all first year students. 



Entwisle (1960) states, 

The notion that improved study habits, 
leading in turn to increased academic 
effectiveness, might result from study 
skills courses is intuitively appealing, 
and one does not have to look far in the 
educational literature to find some 
rationale for offering these courses. 
Experiments on transfer of training show 
that some very general kinds of study 
skills, such as reasoning, reflective 
thinking and ability to memorize, can be 
taught and effectively transferred to new 
situations (p. 249). 

Most adults returning to school have been 

described as more advanced and settled in terms of 
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motivation and experience than the younger traditional 

aged student (Bicknell, 1975). Older students, 

however, often feel threatened and inadequate 

when re-entering the academic life. Many are 

unfamiliar with college curricula and the demands of 

the required courses. Geisler and Thrush (1975) found 

that adults lack appropriate study skills for college 

learning. The lack of study skills combined with the 

adult students' anxiety over the college situation 

frequently forces them to seek counseling, 

In a study by Sewall (1984), the academic skills 

of adults were compared with traditional students. 

The results showed that English skills of adults were 

comparable to those of younger students. Adults 
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students' math skills were found to be less adequately 

developed that those of the younger students. In 

reading, adults achieved about the same comprehension 

level as did the younger students, but, the adults 

scored significantly higher on vocabulary and reading 

rate. 

Clarke (1980) found that skill deficient adults 

are more aggressive toward academic tasks and the have 

a more positive outlook on their education than 

younger, traditional aged students. Clarke cites 

Boshier's (1971) and Maslow's (1962) findings that 

show that adult students are better prepared to use 

growth opportunities provided by the college that 

younger students. The adults see remedial 

opportunities as congruent with their desire to grow 

and succeed in college, 

Mcwhorter (1989) describes many non-traditional 

aged students as being "rusty" when it comes to 

reading and study skills. This is due to the fact that 

they have not read or studied textbook material in a 

long time and therefore, they are rusty from a lack of 

skills (p. 94). 

Summary 

Although much has been written about the adult 

learner, most of the work has been concentrated on 
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general non-credit education courses, Research on 

adults attending four year colleges, full time, is 

limited. Likewise, there have been volumes written on 

various study strategies and methods of learning, but 

little research has been conducted involving the 

non-traditional college student. With the increased 

number of adults attending college, attention needs to 

be given to their needs and abilities. 



Chapter III 

Design of the Study 

Purpose 

The purpose of this study was to examine the 

study skills, learning behaviors and academic success 

of a group of non-traditional aged college students in 

the Student Support Services Program at an upstate New 

York college and compare them with a group of 

traditional aged students in the same program. 

Hypotheses 

1. There will be no significant difference between 

the study strategies assessment subtest scores of 

non-reading-disabled, traditional aged students and 

non-reading-disabled, adult students in the Student 

Support Services Program at the State University of 

New York, College at Brockport. 

2. There will be no significant difference between 

the semester grade point averages of non-reading

disabled, traditional aged students and non-reading

disabled, adult students in the Student Support 

Services Program at the State University of New York, 

College at Brockport. 

39 
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Methodology 

Subjects 

Forty-two students enrolled in the Student 

Support Services Program at the State University of 

New York, College at Brockport were used as the 

subjects. Twenty-one non-traditional aged students 

and twenty-one traditional aged students were 

involved. 

The target sample was composed of subjects who 

did not have any physical and/or mental disability 

which could directly affect their reading ability; 

i.e., they are non-reading disabled. All of the 

subjects are full-time undergraduate students, of 

different class status. The subjects may have been of 

low income, a first generation college student, 

physically or mentally disabled (as long as the 

disability did not affect their reading ability) or 

any combination of the above. 

The groups were mixed in terms of sex and ethnic 

origin. 

Instruments 

1. The Learning and Study Strategies Inventory 

was used to measure study skills, and learning 

behaviors. The titles of the scales of the 

LASS! that were used to measure study skills 
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were the following: Selecting Main Ideas, 

Study Aids, Self Testing and Test Strategies. 

The following are the titles of the scales 

of the LASSI that were used to measure 

learning behaviors: Time Management, 

Concentration, and Information Processing. 

2, Semester grade point averages were used to 

measure academic success. 

Procedure 

This study took place in the spring semester of 

the 1988-1989 school year. The Learning and Study 

Strategies Inventory was administered to each of the 

subjects upon entering the program. The students were 

tutored in various subject areas by peer tutors and 

graduate students. The amount of time they spent with 

their tutor varied and was based on their own decision 

as to what they felt they needed. All of the services 

of the Student Support Services Program were available 

to all of the subjects but, again, the decision of 

what services they took advantage of, was up to them, 

At the end of the semester, the subjects' grade point 

averages were obtained, 

The Learning and Study Strategies Inventory score 

of both groups were analyzed by means of a~ test. 

Likewise, the grade point averages of both groups were 

analyzed by means of a~ test. 
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Summary 

Forty-two students were asked to complete the 

Learning and Study Strategies Inventory. After one 

semester's participation in the Student Support 

Services Program, their grade point averages for that 

semester were obtained. 

The difference between the Learning and Study 

Strategies Inventory scores of both groups were 

compared, The difference between the grade point 

averages of both groups of students were compared 

also. 



Chapter IV 

Analysis of the Data 

Purpose 

The purpose of this study was to examine the 

study skills, learning behaviors, and academic success 

of undergraduate college students at the State 

university College of New York, College at Brockport. 

This study was designed to compare the study skills 

and academic success of a group of non-traditional 

aged students in the Student Support Services Program 

with a group of traditional aged students in the same 

program to determine if there was a statistically 

significant difference between the scores of both 

groups on specific subscale scores of the Learning and 

Study Strategies Inventory (LASSI) and their semester 

grade point averages. 

Analysis of the Data 

The subscales of the LASSI that were used to 

examine learning behaviors were the following: Time 

Management, Concentration and Information Processing. 

The subscales of the LASSI were used to measure study 

skills were the following: Selecting Main Ideas, 

Study Aids, Self Testing and Test Strategies. 

43 
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The subscale scores of both groups were analyzed 

by means of a~ test. Likewise, the grade point 

averages were analyzed by means of a~ test. These 

tests were performed at the 90% confidence level. 
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The first null hypothesis stated: there will be 

no statistically significant difference in the 

"Concentration" subscale (CON) scores of the 

Learning and Study Strategies Inventory (LASS!) 

between a sample of adult students in the Student 

Support Services Program (SSSP) at SUNY Brockport and 

a sample of traditional aged students in the same 

program. This was tested at the 90% confidence level. 

Table 1 

LASS! "Concentration Subscale" Scores 

Adult Students Traditional Aged 
Students ------------------------~~~~~-----

37 
16 
23 
21 
36 
33 
37 
29 
15 
32 
3 ~i 
38 
24 
27 
31 
22 
28 
31 
28 
:rn 
37 

n = 21 
X = 29,238 
Sx = 6.942 

trequired = 1,684 

31 
18 
31 
32 
29 
21 
30 
30 
24 
21 
34 
27 
22 
18 
16 
23 
18 
30 
17 

31 

n = 21 
y = 25.000 
Sy = 5,831 

tobtaine~ = 2,145 
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Since the trequired for 40 degrees of freedom at 

the 90% confidence level is + 1.684 and the tobtained 

is 2.145, the null hypothesis must be rejected. There 

is a statistically significant difference in the 

concentraticin subscale scores of the LASSI between the 

adult student sample and the traditional aged student 

sample from the SSSP. The adult students did 

significantly better than the traditional aged 

students. 
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The second null hypothesis stated: there will be 

no statistically significant difference in the 

"Information Processing" (INP) subscale scores of the 

Learning and Study Strategies Inventory (LASSI) 

between a sample of adult students in the Student 

Support Services Program (SSSP) at SUNY Brockport and 

a sample of traditional aged students in the SSSP at 

SUNY Brockport. This was tested at the 90% confidence 

level. 

Table 2 

LASSI "Information Processing Subscale" Scores 

Adult Students 

37 
25 
33 
34 
37 
32 
40 
24 
28 
36 
31 
36 
17 
26 
35 
21 
34 
37 
24 
36 
20 

n = 21 
X:::: 30.619 
Sx ::: 6,652 

trequired = 1,684 

Traditional Aged 
Students 

15 
28 
35 
26 
32 
29 
25 
31 
31 
29 
26 
22 
29 
26 
19 
21 
24 
24 
40 
11 
24 

n = 21 
y = 26.048 
Sy ::: 6,492 

tobtained = 2,256 



Since the trequired for 40 degrees of freedom at 

the 90% confidence level is+ 1,684 and, since the 

tobtained is 2.256, the null hypothesis must be 

rejected. There is a statistically significant 

difference in the "Information Processing" 

subscales scores of the LASSI between the adult 

student sample and the traditional aged student 

sample from the SSSP. The adult students did 

significantly better than the traditional aged 

students. 
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The third null hypothesis stated: there will be 

no statistically significant difference in the "Time 

Management'' (TMT) subscale scores of the Learning and 

Study Strategies Inventory (LASSI) between a sample of 

~dult students and a sample of traditional aged 

students in the Student Support Services Program 

(SSSP) at SUNY Brockport. This was tested at the 90% 

confidence level. 

Table 3 

LASSI "Time Management Subscale" Scores 

Adult Students 

23 
18 
22 
16 
37 
32 
40 
25 
15 
30 
27 
36 
27 
19 
33 
21 
24 
33 
19 
35 
34 

n :::: 21 
X = 26.952 
Sx = 7.526 

trequired = 1.684 to b ta in e d 

Traditional Aged 
Students 

29 
25 
31 
32 
25 
19 
21 
37 
22 
22 
18 
29 
22 
18 
20 
29 
13 
15 
13 
10 
28 

n = 21 
y = 22.762 
Sy:::: 7.056 

1.864 
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Since the trequired for 40 degrees of freedom at 

the 90% confidence level is+ 1,684 and, since the 

tobtained is 1,864, the null hypothesis must be 

rejected, There is a statistically significant 

difference in the "Time Management" subscale scores of 

the LASS! between the adult student sample and the 

traditional aged student sample from the SSSP. The 

adults did significantly better than the traditional 

aged students. 
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The fourth null hypothesis stated: there will be 

no statistically significant difference in the 

"Selecting Main Idea" (SMI) subscale scores of the 

Learning and Study Strategies Inventory (LASSI) 

between a sample of adult students in the Student 

Support Services Program at SUNY Brockport and a 

sample of traditional aged students in the same 

program. This was tested at the 90% confidence level. 

Table 4 

LASSI "Selecting Main Idea Subscale" Scores 

Adult Students 

25 
15 
18 
23 
22 
22 
22 
20 
17 
18 
25 
23 
17 
16 
19 
14 
21 
25 
16 
25 
17 

n = 21 
X = 20.000 
Sx = 3.606 

t required = 1.684 

Traditional Aged 
Students 

21 
18 
21 
18 
21 
16 
12 
18 
22 
19 
20 
21 
18 
21 
24 
20 
19 
19 
14 

9 
18 

n = 21 
y = 18.524 
Sy = 3,459 

t obtained = 1.355 
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Since the trequired for 40 degrees of freedom at 

the 90% confidence level is+ 1.684 and, since the 

tobtained is 1,355, the null hypothesis must be 

accepted. There is no statistically significant 

difference in then Selecting Main Ideas" subscale 

score of the LASSI between the adult student sample 

and the traditional aged student sample from the 

Student Support Services Program. Neither group did 

significantly better than the other group. 
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The fifth null hypothesis stated: there 

will be no statistically significant difference in the 

"Study Aids" (STA) subscale score of the Learning and 

Study Strategies Inventory (LASSI) between a sample of 

adult students in the Student Support Services Program 

(SSSP) at SUNY Brockport and a sample of traditional 

aged students in the same program. This was tested at 

the 90% confidence level. 

Table 5 

LASSI "Study Aids Subscale" Scores 

Adult Students 

~-ll 
21 
22 
14 
33 
29 
32 
26 

9 
26 
27 
35 
19 
<) q 
t:.,t:., 

27 
23 
35 
33 
24 
27 
28 

n = 21 
X = 25.857 
Sx ::: 6,665 

trequired = 1.684 

Traditional Aged 

24 
20 
26 
23 
28 
17 
16 
31 
38 
23 
33 
26 
22 
23 
18 
22 
18 
27 
14 
17 
25 

n = 21 
y = 23.381 
Sy = 5 , 9 71 

tobtained = 1,270 
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Since the trequired for 40 degrees of freedom at 

the 90% confidence level is+ 1.684 and, since the 

tobtained is 1.270, the null hypothesis must be 

accepted, There is no statistically significant 

difference in the "Study Aids 11 subscale scores of the 

LASSI between the adult student sample and the 

traditional aged sample from the SSSP. 

did significantly better than the other. 

Neither group 
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The sixth null hypothesis stated: there will be 

no statistically significant difference in the "Test 

Strategies'' (TST) subscale scores of the Learning and 

Study Strategies Inventory (LASS!) between a sample of 

adult students int the Student Support Services 

Program at SUNY Brockport and a sample of traditional 

aged students in the same program. This was tested at 

the 90% confidence level. 

Table 6 

LASS! "Test Strategies Subscale" Scores 

Adult Students 

39 
27 
28 
34 
35 
33 
29 
30 
25 
38 
38 
35 
30 
20 
29 
25 
34 
38 
20 
~l 6 
29 

n = 21 
X = 31,048 
Sx = 5, 6 7 0 

trequired = 1,684 

Traditional Aged 
Students 

32 
26 
32 
29 

27 
29 
36 
31 
C) ') 
LJ .) 

37 
32 
29 
27 
33 
30 
27 
27 
23 
14 
23 

n = 21 
y = 28.571 
Sy ::: 5, 15 3 

tobtained = 1.483 
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Since the trequired for 40 degrees of freedom at 

the 90% confidence level is• 1.684 and, since the 

tobtained is 1.483, the null hypothesis must be 

accepted. There is no statistically significant 

difference in the "Test Strategies" subscale scores of 

the LASSI between the adult student sample and the 

traditional aged student sample from the SSSP at SUNY 

Brockport. Neither group did significantly better 

than the other, 
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The seventh null hypothesis stated: there will 

be no statistically significant difference in the 

Self-Testing (SFT) subscale scores of the Learning and 

Study Strategies Inventory (LASSI) between a sample of 

adult students in the Student Support Services Program 

(SSSP) at SUNY Brockport and a sample of traditional 

aged students in the same program. This was tested at 

the 90% confidence level. 

Table 7 

LASS! "Self-Testing Subscale" Scores 

Adult Students 

36 
23 
26 
18 
33 
28 
38 
33 
20 
29 
30 
3 ~1 
16 
22 
32 
25 
33 
37 
13 
30 
16 

n = 21 
X = 27.190 
Sx = 7.441 

trequired ·- 1.684 

Traditional Aged 
Students 

23 
25 
28 
28 
29 
20 
20 
34 
30 
25 
20 
27 

25 
26 
22 
20 
15 
21 
14 
28 

n = 21 
y = 23.952 
Sy :::: 4,924 

tobtained = 1.800 
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Since the trequired for 40 degrees of freedom at 

the 90% confidence level is+ 1.684 and, since the 

tobtained 

rejected. 

is 1,800, the null hypothesis must be 

Testing at the 90% confidence level there 

is a statistically significant difference in the Self 

testing subscales scores of the LASSI between the 

adult student sample and the traditional aged student 

sample from the SSSP at SUNY Brockport. The adult 

students did significantly better than the traditional 

aged students. 



The eighth null hypothesis stated: there will 

be no statistically significant difference in the 

grade point averages between a sample of adult 
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students in the Student Support Services Program 

(SSSP) at SUNY Brockport and a sample of traditional 

aged students in the same program, This was tested at 

the 90% confidence level. 

Table 8 

Semester Grade Point Averages 

Adult Students 

3.20 
2.85 
3.33 
2.30 
2.75 
4.00 
4.00 
3.20 
4.00 
2.50 
3.34 
2.75 
4.00 
3.00 
3.00 
3.25 
2.00 
3.33 
2.00 
3.77 
2.50 

n = 21 
X = 3.103 
Bx = , 635 

trequired = 1,684 

Traditional Aged 
Students 

2.33 
3.12 
3.00 
3.00 
0.71 
3.63 
3.54 
2.82 
2.75 
1. 57 
2.79 
3.50 
2.81 
1. 60 
3.23 
2.40 
2.00 
4.00 
2.24 
3.00 
3.40 

n = 21 
y = 2.736 
Sy = .790 

tobtained = 1,661 
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Since the trequired for 40 degrees of freedom at 

the 90% confidence level is+ 1.684 and, since the 

tobtained is 1.661, the null hypothesis must be 

accepted, There is no statistically significant 

difference in the grade point averages between the 

adult student sample and the traditional aged student 

sample from the SSSP. 

better than the other. 

Neither group did significantly 

Summa_:r__y 

This study was designed to examine the learning 

behaviors, study skills and academic achievement of 

non-traditional aged college students and compare them 

with the learning behaviors, study skills and academic 

achievement of traditional aged college students. 

The scores of the pertinent subscales of the Learning 

and Study Strategies Inventory and semester GPA's 

were examined. 

The data showed that the adult students did 

significantly better on the subscales of the LASSI 

which examined learning behavior. There was no 

significant difference between the two groups in study 

skill ability or academic achievement. 



Chapter V 

Conclusions and Implications 

Purpose 

The purpose of this study was to examine the 

study skills, learning behaviors and academic success 

of a group of non-traditional aged college students in 

the Student Support Services Program at an upstate New 

York college and compare them with a group of 

traditional aged students in the same program. 

Conclusions 

From the analysis of the data, it can be 

concluded that there is a statistically significant 

difference in learning behavior as determined by the 

LASS! between adult students and traditional aged 

students in the Student Support Services Program 

(SSSP) at SUNY Brockport. The adults had 

significantly higher scores than the traditional aged 

students in the program. The adult students in the 

SSSP appear to have better learning behaviors than the 

traditional aged students in the same program. 

It can also be concluded that there is no 

significant difference in study skills as determined 

by the LASS! between the two groups of students except 
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on the Self-Testing subscale. On the Self-Testing 

subscale, the adult students in the SSSP did 

significantly better than the traditional aged student 

sample. However, although the average scores, on the 

remaining subscales that determined use of study 

skills. were greater for the adult students than the 

traditional aged students, this difference was not 

statistically significant. 

Also, it can be concluded that there is no 

statistically significant difference in the academic 

success between the two groups of students. Although 

the mean grade point average of the adult students in 

the SSSP was greater than the mean grade point average 

of the traditional aged students in the same program, 

this difference was not statistically significant. 

Implications for Research 

This study negates the findings of earlier 

research which states that non-traditional aged 

students lack appropriate study skills (Geisler & 

Thrush, 1975; M0 Whorter 1 1989). The conclusion of 

this study, based on the scores of seven subtests of 

the Learning and Study Strategies Inventory and 

semester grade point averages, suggests that adult 

students possess better learning behaviors than 
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traditional aged college students. It also suggests 

that there is a great deal of consistency between the 

average scores of the two groups of students on the 

study skills subtests and in academic achievement. In 

spite of a slight tendency toward lower scores among 

the traditional aged students in study skills and 

academic achievement, both groups had similar 

abilities as measured by the LASSI and semester grade 

point averages. These results, however, are based on 

a very small number of students and there is little 

support for the sample being representative of college 

students as a group. Additional research, using 

objective instrumentation and comparing traditional 

and non-traditional aged students, is needed to 

support or refute the conclusion of this study. A 

study or series of studies using larger samples of 

students from different college settings, may provide 

more insight into the validity of this study. 

The conclusion that the students in this study 

possess positive learning behaviors and study 

strategies is only as valid as the assessments used to 

measure learning behaviors and study strategies, 

Mealy's (1988) views the LASSI as an experimental form 

of a test, not yet validated and normed for general 



use. Replication of this study should not be 

attempted without consideration of possible 

refinements of the instruments. 
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Students in this study were offered opportunities 

to partake in all of the services that were provided 

by the Student Support Services Program. The services 

included tutoring, social events, and counseling. 

Although the decision of what services the students in 

this study took advantage of was up to them and not a 

concern of the study, it was observed that of the 

twenty-one adult students in the study, seventy-one 

percent received tutoring, Only thirty-eight percent 

of the traditional aged students received tutoring. 

Whether or not the amount of tutoring that was 

received by the students affected the outcome of the 

study is unknown, Any research designs in the future 

should be more sensitive and the studies should be 

more adequately controlled. 

Finally, the length of this study was only one 

semester. A longitudinal study of the same subjects 

would be valuable in determining any changes in 

learning behavior, study strategies and long term 

academic success, and their relationship to the age of 

the student. 
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Implications for Classroom Practice 

The idea that teaching adults is a unique area of 

education that requires special training is primarily 

based on a theoretical model of teaching called 

andragogy (Kowalski, 1984). Andragogy is defined as 

the art and science of helping adults learn. 

According to Knowles (1980) andragogy is based on four 

assumptions about the characteristics of learners that 

are different from those of more traditional pedagogy. 

These assumptions are that as individuals mature: 

1. Their self-concept moves from being 
a dependent personality toward being a 
self-directed human being. 

2. They accumulate a growing reservoir 
of experience that becomes an increasingly 
rich source of learning, 

3. Their readiness to learn becomes 
oriented increasingly to the developmental 
tasks of their social roles. 

4. Their time perspective changes from 
one of postponed application of knowledge 
to immediacy of application, and accordingly, 
their orientation toward learning shifts 
from one of subject-centeredness to one of 
performance-centeredness (pp. 44-45). 

Adult students are more motivated, task-oriented 

and self-directed than traditional aged students. 

When teaching adults, educators should engage in more 

responsive behaviors such as adjusting instruction to 

the background and life experiences of the student and 
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classroom feedback and engage less in structuring and 

controlling behaviors. 

Previous research found that adults lack 

confidence in their abilities to compete with younger, 

traditional aged students and that they may be anxious 

about the pressure of the classroom (Geisler & Thrush, 

1975). This study found that adults performance 

abilities and study skills are equal to, and in some 

areas, better than traditional aged students. Adults 

appear to need to have their confidence restored that 

they have the ability to succeed in college. 
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Appendix 

Learning and Study Strategies Inventory 



CAUTION - There should be nothing between thts two-part form and your desktop. 

Very much typical of me ------
Fairly typical of me -------~ 

Somewhat typical of me ~I 
Not very typical of me 

1 

Not at all typical of me 

1. I worry that I will flunk out of school. a b c d e 

2. I am able to distinguish between more 
important and less important information 
during a lecture. a b c d e 

3. I find it hard to stick to a study schedule. 

4. After a class, I review my notes to help 
me understand the information. 

5. I don't care if I finish school as long as I 
find a husband/wife. 

6. I find that during lectures I think of other 
things and don't really listen to what is 

a b c d e 

a b c d e 

a b c d e 

being said. a b c d e 

7. I use special study helps, such as italics 
and ht actings, that are in my textbook. a b c d e 

8. I try to identify u.~e main points when I 
listen to lectures. a b c d e 

9. I get discouraged because oflow grades. a b c d e 

0. I am up-to-date in my class assignments. a b c d e 

1. Problems outside of school - being in 
love, financial difficulties, conflict with 
parents, etc. - cause me to neglect my 
school work. a b c d e 

· 2. I try to think through a topic and decide 
what I am supposed to learn from it rather 
than just read it over when studying. a b c d e 

J. Even when study materials are dull and 
uninteresting, I manage to keep working 
until I finish. 

4. I feel confused and undecided as to what 
my educational goals should be. 

"5. I learn new words or ideas by visualizing 
a situation in which they occur. 

l6. I come to class unprepared. 

n. When preparing for an exam, I create 
questions that I think might be included. 

8. I would rather not be in school. 

9. My underlining is helpful when I review 
text material. 

a b 

a b 

a b 

a b 

a b 

a b 

a b 

C d e 

C d e 

C d e 

C d e 

C d e 

C d e 

C d e 

Very much typical of me ------
Fairly typicai of me -----------, 

Not very typical of me 
Somewhat typical of me ~ 

Not at all typical of me I 

20. I do poorly on tests because I find it 
hard to plan my work within a short 
~~~~~ a be de 

·21. I try to identify potential test questions 
when reviewing my class material. 

22. I only study when there is the pressure 
of a tesL 

23. I translate what I am studying into my 
own words. 

24. I compare class notes with other students 
to make sure my notes are complete. 

25. I am very tense when I study. 

26. I review my notes before the next class. 

27. I am unable to summarize what I have just 
heard in a lectwe or read in a textbook. 

28. I work hard to get a good grade, even 
when 1 don't like a course. 

29. I often feel like I have little control 
over what happens to me in school. 

30. I stop periodically while reading and 
mentl:lUy go over or review what 
was said. 

31. Even when I am well prepared for a 
test, I feel very anxious. 

32. When I am studying a topic I try to 
make everything fit together logically. 

33. I talk myself into believing some excuse 
for not doing a study assignment. 

34. When I study, I have trouble figuring out 
just what to do to learn the material. 

35. When I begin an examination, I feel 
pretty confident that I will do well. 

36. When it comes to studying, 
procrastination is a problem for me. 

37. I check to see if I understand what the 
instructor is saying during the lecture. 

38. I do not care about getting a general 
education, I just want to get a good job. 

a b c d e 

a b c d e 

a b c d e 

a b C d e 

a b C d e 

a b C d e 

a '- C d e 0 

a b c d e 

a b c d e 

a b c d e 

a b c d e 

a b c d e 

a b C d e 

a b C d e 

a b C d e 

a b C d e 

a b C d e 

a b C d e 



CAUTION ~ There should be nothing between this two-part torm and your desktop. 

V cty much typkal of me TI1 Very much typical of me 
Fairly typical of me , Fairly typical of me 

Somewhat typ;cal of me ~l Somewhat typical of me~ 
Not very typical of me 

1 

Not very typical of me 
Not at all typical of me I Not at all typical of me 

;I, I am unable to concentrate well because 60. It is hard for me to decide what is 
of restlessness or moodiness. a b C d e important to underline in a text. a b C d e 

0. I try to find relationships between what 61. I concentrate fully when studying. a b C d e 
I am learning and what I already know. a b C d e 

62. I use the chapter headings as a guide to 
1. I set high standards for myself in school. a b C d e identify important points in my reading. a b C d e 

2. I end up "cramming" for almost every test. a b C d e 63. I get so nervous and confused when 
taking an examination that I fail to 

3. I find it hard to pay attention during answer questions to the best of my 
lectures. a b C d e ability. a b C d e 

4. I key in on the first and/or last sentences 64. I memorize grammatical rules, technical 
of most paragraphs when reading my text. a b C d e terms, formulas, etc., without 

understanding them. a b C d e 
5. I only study the subjects I like. a b C d e 

65. I test myself to be sure I know the 
6. I am distracted from my studies very easily. a b C d e material I have been studying. a b C d e 

7. I try to relate what I am studying to my 66. I put off studying more than I should. a b C d e 
own experiences. a b C d e 

67. I try to see how what I am studying 
8. I make good use of daytime study hours would apply to my everyday living. a b C d e 

between classes. a b C d e 
68. My mind wanders a lot when I study. a b C d e 

9. When work is difficult I either give up 
or study only the easy parts. a b C d e 69. In my opinion, what is taught in my 

courses is not worth learning. a b C d e 
0. I make drawings or sketches to help me 

understand what I am studying. a b C d e 70. I go over homework assignmenLS 
when reviewing class materials. a b C d e 

1. I dislike most of the work in my classes. a b C d e 
71. I have difficulty adapting my studying 

2. I have trouble understanding just what to different types of courses. a b C d e 
a test question is asking. a b C d e 

72. Often when studying I seem to get 
3. I ma.\:e simple charts, diagrams, or tables lost in details and "can't see the forest 

to summarize material in my courses. a b C d e for the trees." a b C d e 

4. Worrying about doing poorly interferes 73. When they are available, I attend 
with my concentration on tests. a b C d e group review sessions. a b C d e 

5. I don't understand some course material 74. I tend to spend so much time with 
because I don't listen carefully. a b C d e friends that my coursework suffers. a b C d e 

;6, I read textbooks assigned for my classes. a b C d e 75. In taking tests, writing themes, 
etc. I find I have misunderstood 

;7, I feel very panicky when I take an what is wanted and lose points 
important test. a b C d e because of it. a b C d e 

18. When I decide to study, I set aside a 76. I try to interrelate themes in what I 
specific length of time and stick to it. a b C d e am studying. a b C d e 

i9. When I take a test, I realize I have 77. I have difficulty identifying the 
studied the wrong material. a b C d e important points in my reading. a b C d e 


