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ABSTRACT 

The objectives of this study were two-fold: to establish a profile of the adult student 

returning to secondary school on the basis of a selected sample [N=36], and to derive from an indepth 

and systematic view of the everyday experiences of this sample an account of the processes involved 

in becoming an adult student .  In meeting these objectives, a further priority for the study was: to 

elaborate upon the application of field research techniques within an educational setting. This 

involved the provision of an ongoing autobiographical component to the report, detailing the 

'processes, pitfalls, dilemmas, and discoveries' encOtmtered during the developnent and 

implementation of methodological and analytic strategies. Throughout the 1984 school year, data was 

collected from the sample of adult students , school Principal, Dean of Adult Students and classroan 

teachers, using a selection of field research techniques (e . g . , participant observation, interviews, 

questionnaires, diary accounts, and documentary materials). The data was gathered within a broadly 

categorised symbolic interactionist perspective and subjected to a 'grounded theory' form of 

analysis. This 'emergent' form of analysis, combined with the data gathering strategies , provided a 

basis for the elaboration of the social and cultural landscape necessary in this initial attempt at 

documenting the processes of becoming an adult student. The outcome of using these two approaches in 

tandem was the identification of six 'factors of influence' as organizational headings to subsume the 

day-to-day experiences of becoming an adult student: Returning to School; School Policy, Adult 

Status and the Role of the Dean; In the School; In the Classroom; Decision Points; and, Goal 

Achievements. Furthermore, two overriding themes indicated the processes through which the adult 

student was, at one and the same time, both ' integrated' into the overall school culture and 

'differentiated' as a member of the separate adult student subculture . 

The notion of these processes of becoming was subjected to a 

incorporating the establishment of a conceptual model and explanatory 

theoretical elaboration 

constructs . From this 

cumulative form of theory development, linkages were indicated suggesting a group of 'COIIIIIOil 

processes' existing across a variety of different comparative contexts . In addition to the 

reccmnendation that the further development of theories of such processes need to explore such 

linkages, the final sections of this report discuss a number of implications and uses which might be 

derived. For instance, it is suggested that this preliminary, yet extensive, investigation provides 

both descriptive data and theoretical categories which may be of use to: teachers , adult students, 

policy-makers and researchers interested in the study of adult students in secondary schools, 

developments within the areas of methodological and analytical strategies, and in elaborating the 

processes of becoming. Finally, an overall implication arising from the report is that the complex, 

dynamic and individualistic nature of the processes involved in becoming an adult student lends 

little support to deterministic models and theories, or to superficial accounts derived from 'one-

shot' methodologies and perspectives of such processes and experiences. 
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I NTR O D UCT I ON 

We sha l l  no t cease from explora tion 
And the end of a l l  our expl oring 
wi l l  be to arri ve where we started 
And know the place for the first 
time . 

(T. S El iot) 

In 1974, the first adult students enrolled in day-time classes in 

New Zealand secondary schools. During the following decade, the 

numbers of such students steadily increased until in 1984 there were 

some 3700 distributed throughout the country. These adult students 

have come to form a significant proportion of the secondary school 

population with, 1n a few locations, their numbers exceeding the 

school-aged pupil roll. And yet, our knowledge and understanding of 

their experiences during the return to school 1s far from extensive. 

To date, accounts of adult students in secondary schools have 

taken either of two forms. There have been numerous media reports 

consisting, usually, of one-off interviews with teachers and adult 

students. Through the focus upon such concerns as 'goals', 

'problems' , and 'achievements', such media accounts have sought to 

convey some impression of adult student experiences in returning to 

school. The second type has appeared in what is broadly categorised 

as the 'research literature'. This has typically reported the 

perspective of school staff as they recount, and reflect upon, their 

exper1ences of the adult students ln a particular school. While 

serv1ng some purposes, much of the existing literature is held to be 

deficient on a number of counts. For instance, there has been a 

tendency to rely upon the use of one-off interviews and questionnaires 

to collect data on adult students, at the expense of seeking to 

provide an indepth account of their experiences. Furthermore, much of 

the literature is heavily weighted towards the presentation of the 



'teacher perspective' to the detriment of understanding the 

perceptions the adult students have of their return to school. The 

outcome of these and other deficiencies in past accounts has been the 

failure to provide a comprehensive v1ew of adult students everyday 

experiences and the processes they undergo during their return to 

secondary schooling. 

It was against this background that the present study developed 

and the objectives were derived. The aims for the research were to 

focus upon a sample (N=36) of adult students 1n a secondary school: 

to establish a profile of the adult student; and, to derive from an 

indepth and systematic account of their everyday experiences an 

account of the processes involved 1n becoming an adult student. 

Before proceeding, it appears pertinent at this point to establish 

two conventions of terminology which have been adopted throughout the 

report. First, the term student 1s used to designate adult student, 

whereas pupil refers to members of the school-aged population. Where 

others have adopted the generic 'student', the author has substituted 

the appropriate differentiating term and distinguished this by either 

brackets or italics. A second usage involves the phrase processes of 

becoming as an abbreviated form for 'processes of becoming an adult 

student'. 

In setting out to achieve the objectives, the study aimed to make 

contributions 1n several areas. First, by providing an initial 

insight into the notion of these processes of becoming and the 

transitions the term implies. Second, to establish a preliminary set 

of 'grounded' categories which could prove a profitable point of 

departure for further research on adult students and the overall 

processes they experienced. Finally, and developed as a further 

priority, this study aimed to make a contribution 1n the area of 

methodology. In this context, the author was predisposed towards the 

view that the existing literature reporting field research methods in 

educational settings was somewhat lacking 1n accounting for the 

processes, problems, pitfalls, and issues involved in the conduct of 

this type of research. On this basis, the present study seeks to 

provide an ongoing autobiographical component detailing the actual 

conduct of the investigation. 

2 



The report of the research undertaken to fulfil the objectives 

and priorities outlined, is comprised of five chapters. The first 

indicates the historical background to the admission of adult students 

to New Zealand secondary school day-time classes, briefly reviews the 

existing literature, and discusses the objectives of the present 

study. The second chapter, �n focussing upon the design and 

methodology, presents a rationale for the adoption of a field research 

approach to data collection and details the particular approaches 

used, while exploring some of the �ssues encountered during their 

application. An account �s also provided of the sample of adult 

students, staff, and the school chosen for the study. Chapter Three 

presents an examination of the development and processes of applying 

the analytical strategies used to approach the data gathered during 

the course of the investigation. In Chapter Four, the focus �s upon 

providing the indepth insight into the day-to-day experiences of the 

sample as they underwent the processes of becoming an adult student, 

while Chapter Five comments upon the theoretical significance of these 

processes. This is followed by a concluding statement which discusses 

the outcomes of the present research in terms of the objectives and 

priorities, and speculates upon the implications these hold for adult 

students and the application of the methodology. The first volume 

includes a bibliography of the research and literature consulted 

during the study. A second volume contains the appendices which form 

an important reference point to the report. These provide a 

comprehensive profile of the people which form the base of the 

investigation, case study details of particular events and copies of 

the questionnaires and interview schedules that were used during the 

research. The appendices also include extended discussions of the 

historical antecedents of the research methodology and the ethical 

considerations this approach raised, and the elaboration of a ser�es 

of recommendations concerning adult students in the secondary school. 

3 



CHAP T E R  O NE 

I N  T HE B E G I NN I N G: 

RE S EARCH BACK G RO U N D  

Th e first s ection of thi s  chap ter ou tl ines th e histori cal 
background to th e firs t a dmi ssions, in 1 9 74, of adul t 
studen ts to New Zealand s econdary school day-time classes .  
Thi s  is  fol lowed by an examina tion of th e decade of growth 
and development up to 1 984, th e fi eldwork year of th e 
pres en t  inves tiga tion . Despi te thi s  growth, th e adul t 
studen t  in day s econdary classes has not b een subj ec t  to 
any indepth investiga tion, as an overvi ew of th e medi a 
accoun ts and res earch l i tera ture and commen tary revea l s .  
On th e founda tions of thi s  revi ew of th e si tua ti on, 
l i tera ture, and th e infl u ences stemming from th e 
res earch er 's own bi ography, th e overal l focus and 
obj ec ti ves of th e present  s tudy were developed .  

HI STOR I CAL ANTE CEDENTS 

The fieldwork for the present investigation was conducted in 

1984, the year in which the prov1s1on for adult admissions to day 

classes 1n secondary schools completed its first 

recognition of this, and acknowledging that present 

decade. In 

contexts owe 

something to their historical foundations, this section outlines the 

antecedent conditions which contributed to adult students gaining 

access to day-time secondary school classes. This is not, however, 

to provide a full accounting of the historical development of adult 

education 1n New Zealand, a task beyond the scope of the present 

thesis and already extensively documented 1n the literature (for 

instance, Boshier, 1980a; Dakin, 1978a, 1979; Garrett, 1969; Hall, 

1970; Thompson, 1945; Williams, 1978) . 

4 



Adult education 1n New Zealand appears to have been part of the 

culture throughout history. Indeed, Ranganui Walker (1980) argues 

that the Maori had a tradition of adult education, based on the mara e, 

which stretches back to antiquity. Similarl�, Thompson (1945) and 

Dakin (1978a) report that the early European colonists arriving during 

the mid-1800s imported with them a v1ew strongly supportive of 

education in general, and forms of adult education in particular. 

Even the voyage of the colonists to New Zealand was seen as providing 

an educational opportunity and classes were held on board ship for 

both children and adults, and the New Zealand Company equipped each 

settlement with a library including a copy of the Encyclopedia 

Britannica and other literary materials (Hall, 1970). 

Also 'imported' along with the settlers and their libraries was a 

form of the British Mechanics' Institute, which was soon to be 

operating in almost every centre of population (Dakin, 1979). While 

the original British form had both a vocational training and political 

function (Legge, 1982; Thompson, 1945), the New Zealand version had 

primarily an educational 'aim' through the provision of: 

Th e main a c ti vi ti es [being] l i brary s ervi c e, l ec tures and 
classes,  but in th e early days th e provision of meeting 
plac es for clubs and soci eti es was a major func tion . 

(Dakin, 1979, p. 5) 

Accordingly, from the early days of settlement, it is possible to 

discern elements of a perception and accompany1ng facilities 

supportive of adult education actually prior to the establishment of 

any national scheme of formal education (see, Hall, 1970; Lander, 

198 1). While the turn of the century was to see the virtual demise of 

the mechanics' institutes (Hall, 1970; Thompson, 1945), they did 

appear to be part of a thread of development of adult education 

imprinted upon New Zealand culture from its historical beginnings. 

This development, however, was 1n a piecemeal fashion rather than 

representative of a coherent philosophy and programme for adult 

education (Boshier, 1980c; Dakin, 1980). Furthermore, it 

predominantly reflected variations of themes 'imported' from Britain 

(Thompson, 1945), a pattern which continued through the early 1900's. 

Initially, var1ous church organisations, the YMCA and YWCA, and the 

5 



Women ' s  Franchise League s ,  performed at lea s t  some b road 

' educational '  functions as ' rep lacements '  for the mechanics ' 

institute s ,  but it was perhaps the establi shment of  the Workers ' 

Educational Association (WEA) in New Zealand which p rovided the next 

' s ignificant ' deve lopment ( Ha l l , 1 97 0 ;  Shuker ,  1 98 3 ) . Formed during 

the Fir s t  World War ,  the WEA achieved some cons iderab le success  for: 

More than any prev1 ous movemen t  i t  had arous ed real 
in ter es t  in adul t educa ti on among many s ec ti ons of th e 
publ i c .  It had gain ed th e official support b o th of th e 
uni versi ty and of organi s ed labour, and th e era of Sta te 
support was no t far dis tan t. From th e b eginning i t  had 
dra wn i ts membership from a fairly wide fi eld, though in 
thi s  i t  had encoun tered cri ti c i sm from wi thin and wi thou t 
th e movement. Wi th a l l  th eir shortcomings, i ts tu torial 
class es were by 1 9 1 9  providing opportuni ty for s erious 
study to upwards of 1 , 000 men and women, whi l e  public  
l ec tures,  short courses,  and educa tional confer enc es had 
reach ed a much wi der publ i c .  

( Thomp son , 1 94 5 ,  pp . 83-84 ) 

Desp ite the increased partic ipation , adult education 1n the 

1 9 30 ' s  remained an adj unct to ' ma instream ' provis ions , and thos e  

invo lved were predominant ly from the ' middle clas s ' and already ' we l l  

Wil l iams , 1 97 8 ) . In short , as  Shuker educated ' (Bo shier ,  1 9 7 1 ; 

( 1 984 )  reports ,  whi le the 

c liente le , by the 1 930 ' s 

WEA ini t ially catered for a working class  

it had been sub j ect to ' middle class  

capture ' ,  a pattern 

education 1n the New 

which then cont inued to characterise  adult  

Zealand context (Benseman , 1 97 9a ) . This  adult  

education , a l s o ,  was engaged in  out s ide working hours and generally 

dissociated from career prospec t s . These facets of prov i s ion and 

part ic ipat ion contributed something to a perspect ive which continues 

to see adult  education as  a 'le isure-time' activity,  and a ' luxury ' 

item at that ( Thompson , 1 9 45 ; Wi l l iams , 1 978 ) . 

The period between the two World Wars saw further deve lopments in 

the area of adu l t  educat ion . Increas ingly, the univers ities  undertook 

to provide various courses through ' Extens ion Department s ' , whi le 1 9 38 

saw the opening of  the first des ignated ' Community Centre ' attached to 

Fe ilding Agricu l tural High School . Again , as Dakin ( 1 9 7 9 )  report s ,  

the influence o f  British prov1s 1on was evident a s  these  New Zealand 

Community Centres owed something to the 

College s set up during the 1 920s and 1 9 30s 

Cambridge shire Vil lage 

( see , Pos ter ,  1 9 7 1 ) ,  a s  
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wel l  as  the D anish Fo lk High Schoo l s . When opening Wairarapa Col lege , 

the then Mini s ter o f  Educat ion , Peter Frase r ,  publicly announced his 

decis ion and perception of the func tion of Community Centres such as 

that at Fei lding : 

At th e Feilding Agri cul tural High School,  Mr Fras er said, 
h e  hop ed to undertake an exp erimen t  whi ch wou l d, in his 
opini on, be  of grea t  and lasting val u e  to th e p eopl e of 
th e Dominion . If it were succ essful , th e experimen t  woul d 
b e  extended elsewh ere. He had sai d  tha t  educa ti on c eased 
only wi th th e grave. Th ere was a n eed for educa tional 
ins ti tutions hol ding ou t fri endship and a wel com e  to boys 
and girls after th ey l eft school ; to adol esc en ts and 
adul ts - gi ving them th e opportuni ty after th ey had taken 
up working l i fe of obtaining s ti l l  furth er educa ti on .  

( ' The Wairarapa Age ' , February 9 ,  1 938 . 
cited by Dakin , 1 97 9 ,  p . 1 4 ) 

While these  comments were perhaps among the first  support ing a 

concept of  ' l ife-long ' education,  the Community Centre remained a 

re latively rare aspect of the New Zealand educational prov i s ion,  with 

only five be ing estab l ished by the end of  World War 2 (Auckland 

Community Schools  Working Commit tee , 1 977 ; Dakin, 1 9 7 9 ;  Eas terbrook­

Smi th,  1 9 7 5 ; Williams , 1 97 8 ) . 

Further development of  Community Centres fo l lowing the war was 

not to occur and , like earlier provis ions for adult educa t ion , the ir  

role began to  decline ( Lander ,  1 98 1 ) .  At  leas t part of the reason for 

thi s  was the increas ing number of adults undertaking evening class  

studies at the ir local  secondary s choo l :  

At th e same tim e  [ 1 950- 1 9 5 5 ] a rapid developmen t  zn th e 
educa ti onal fi eld tended to detrac t  from th e app eal of th e 
communi ty c entr es b ecause i t  demonstra ted tha t  some of th e 
educa tional servi c es suppl i ed by th es e insti tu ti ons could 
be  provi ded by programmes of adul t classes organi z ed a t  
schools .  

( Dakin, 1 97 9 ,  p . 1 69 )  

Such classes  were more widely acce s s ib le than the offerings 

avai l able at the few community centres and the Government appeared 

reluctant to dup licate re sources where a secondary s chool could 

provide similar serv1ces ( Department of Education, 1 9 6 2) .  The se  

clas ses  continued to  proliferate throughout the 1 9 50s  and 1 96 0 s  

offering a variety o f  subj ects  rang 1ng from the so-cal led ' hobby 
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opt ions ' - such as  mil linery , pottery - to examinat ion-based courses  

for Schoo l Certificate and Univers ity Entrance and post-schoo l  

technical education . In short , the secondary schoo l  became the focus 

of  ' communi ty education ' for adults  during the 1 9 50 ' s  and 1 960 ' s  as: 

Th ey served l imi ted g eographical areas, often 1n n ew 
housing areas of ci ti es ;  often th e s econdary school 
poss essed a monopoly of communi ty facili ti es ;  a grea ter 
proportion of fami l i es had a chi l d  a ttending th e school ; 
p erhaps a increasing proporti on of parents had a l so had a 
s econdary educa tion ; s econdary school boards had, in th e 
main, responsibi l i ty for on e schoo l  and were, th erefore, 
more a ttun ed to communi ty n eeds . Faci l i ti es l ik e  
hal l s, gymnasia and swimming pool s  wer e no t rou tinely 
provided, and were fund ed by communi ty fund-raising and 
governmen t subsidy.  Th e communi ty, th en, had some righ t  
to u s e  school faci l i ti es and, a s  a resul t, s econdary 
school s  have attrac ted a wid e  range of uses by communi ty 
groups . 

( Lander ,  1 98 1 , p . 44 )  

During the 1 960 ' s , the deve lopment o f  Technical Ins t i tute s ,  and 

the accompanying ' convers ion ' of the Technical High Scho o l s  to general 

comprehens ive schoo l s ,  saw the dec l ine of even1ng schoo l provis ion for 

technical education (Macpherson , 1 9 69 ) . At the same time , however ,  

this was more than adequately compensated for by a s teady growth in 

the demand for access  to further and cont inuing education,  a demand 

which the s choo ls found increas ingly difficult to service . In the 

larger urban centres ,  the evening s chool classes were generally held 

in the former Technical High School s . This  situation arose due to the 

fact that , f irst ,  these schoo ls  and , sub sequent ly, the provis ion of  

evening classes  for  adults were both  founded in terms of the Manual 

and Technical Instruction Regulat ions dat ing back to the early 1 900 ' s  

(Dakin , 1 980 ) . Although this saw the clas ses  in one central location , 

there remained difficulties of acce s s  for those 1n the outer  suburbs 

who might have wished to avail themse lves of the opportunity . Indeed,  

such acce s s  would also appear to have been limited to those  who had 

the ' freedom ' of attending during the evening , a factor which may have 

exc luded many of those  with family respons ibilitie s ,  part icularly 

women . Also , the evening class  was restricted to a 30-week programme 

which, coup led with the ' once-a-week ' clas s ,  limited acce s s  to any 

var iety of  content and made the attainment of credentials  such as 

School Certificate and Univers ity Entrance a two-year proj ect in mos t  

ins tances . Furthermore , the Seventh Form leve l o f  subj e c t s  - leading 
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to acces s  to such profess ional tert iary courses as  law and medic ine­

was not available . 

Despite these  difficulties  ( se e ,  Dakin , 1 980 ) , the development of 

evening classes  during the 1 9 50 ' s and 1 960 ' s  provided a further thread 

leading to the admis s ion of adult  students to secondary school day 

clas se s . 

In  summation , the 

schoo l day classes  

prov 1 s 1on of  

owes at least 

adult admis s ion to secondary 

some thing to the antecedent 

condit ions of adult  education from the Maori  marae, the early days of  

European co lonizat ion , the development of the WEA, univers ity 

extens ion course s ,  organisations such as the YMCA, Women ' s  D ivis ion of 

Federated Farmers and Country Women ' s  Ins t i tutes , community centre s , 

the evening c lass and the general deve lopment of formal education . 

As noted by Herbert ( 1 98 2 ) , each of the se  ' threads ' from the past  

contributed to the debate in  New Zealand during the 1 9 70 ' s  when all  

aspects of educational provis ion were subj ected to  scrut iny. 

' LI FE-LONG LEARNING ' A CHANGE OF FOCUS IN THE 1970s 

The new deve lopment s of  the 1 9 70 ' s saw certain key ideas  

concerning adult  educat ion receiving exposure 1n  a number of  pub li shed 

reports and in public forums . For ins tance , the Hous ing Commis s ion 

Report of 1 9 7 1  advocated that the school assume a more prominent ro le 

in providing community facilitie s ,  a recommendation which provided a 

catalyst for cons iderat ion of the concept of community schools  within 

New Zealand ( Lander ,  1 98 1 ) .  

In 1 97 2 ,  a New Zealand Committee on Lifelong Educat ion ( UNESCO , 

1 9 7 2 )  produced a report which advanced the no tion of learning as a 

life long process  for everyone , rather than as some thing re s t ric ted to 

younger people . Thi s Report also pinpointed a numbe r  of  areas of 

spec ial concern ,  inc luding : the absence of any comp rehens ive 

education ent itlement , and ; the special needs of women, ethnic 

minorities , and those  living in rural areas wi thout direct  acces s to 

present adult education prov1s 1ons . The UNESCO Committee cons idered 

that there was a need both for schoo l-aged pup ils to have access to 
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evening s chool classes  and for adults  to be admitted to day-s choo l 

classes ,  s tating :  

3 . 5 Tha t  th e new regul a tions recommended by thi s  
Commi ttee provi de for acc ess by secondary pup i l s  to th e 
fi eld of con tinuing educa ti on and for th e a ttendanc e  of 
adul ts a t  s econdary school  classes .  

(UNESCO , 1 97 2 ,  p . 9 ) 

The Committee advocated a changed perception of educat ional prov 1 s 1on 

incorporat ing open access  to all  levels , regardless  of age , econom1c 

position,  or status , and sugg e s ted that all avenues of  education 

should be  accorded equal prominence as part of the view of  the 

lifelong nature of learning . 

Overal l ,  the UNESCO ( 1 97 2 )  report envisaged a numbe r  of 

significant changes be ing required within educational prov1s 1ons , 

name ly that : those re-entering 

forms of retraining ; mo st  

the workforce would 

adults  cont inue to have 

. . 
requ1re var1ous 

some needs  for  

further learning beyond the period of  formal school ing ; social  and 

techno log ical change required greater availability of access  to 

educat ion ; curricula pressure s saw many younger student s narrowing 

the ir opt ions ; and , the increased avai labil ity of  educational 

opportunity was neces sary to distribute thi s  resource more equitab ly 

across  all sectors of the populat ion . 

In turn , although not neces sarily 1n any causal re lat ionship , 

the se general percept ions appeared to run through many of  the cases 

mounted for 
. . 
1ncreas 1ng access  to all leve ls of educat ion ( for  

ins tance , Benseman , 1 9 7 9 a ,  1 97 9b )  which fo llowed during the 1 9 70s . 

Certainly , many of these ideas were to surface during the Educat ional 

Development Conference of the early 1 9 70s , where the s trengthening of 

links between schoo l  and community was ass igned priority . S imilarly, 

the Labour Party Manifesto for the 1 9 7 2  elections contained some 

points which appeared direct ly re lated to those from the UNESCO 

Committee : 

Increased emphasis wi ll  b e  plac ed on th e rol e of schools 
in th e communi ty and encouragement wi ll be  gi ven to 
invol ving pupi ls  in communi ty work . Simi larly schools  
wi l l  make more us e of indi vidual s  from ou tside th e school 
for sp ecial servi c es and programmes . Attention wi l l  b e  
gi ven to promo ting th e us e o f  educa tional faci l i ti es as 
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communi ty and you th c entres for study, recrea tion and 
cul tural pursui ts .  

( New Zealand Labour Party Manifesto , 1 97 2 . 
Cited by Dakin , 1 9 7 9 ,  p . 1 7 6 )  

Once 1n Government , the Labour Party implemented the two maJOr 

recommendat ions of the UNESCO Committee on Life long Educat ion . This 

resulted in the sett ing up of  an 1nqu1ry into ' cont inuing educat ion ' 

as part of the ongo 1ng Educational Development Conference , and the 

appo intment of an officer 1n the Education Department with 

responsibility for cont inuing education . 

Although the National Government , in 1 970 ,  had ini t iated a forum 

for the discuss ion of  ' educat ional priorities ' ,  the incoming Labour 

Government , 1n November 1 9 7 2 ,  extended both the s cope and t ime 

available for the cons iderat ion of educat ional prov i s ion within New 

Zealand , as WP.ll  as seeking to invo lve all  sectors of  the community in 

the proces s .  In short , all aspects of education - formal , informal ,  

at all  leve ls were opened up to debate during the Educat ional 

Development Conference (EDC ) . As an exerc1se , this saw an 

unprecedented part icipat ion by a wide cross-section of the New Zealand 

populat ion involved in the discuss ion of a range of educational i s sues 

( Lande r ,  1 98 1 ) .  By the comp letion of the EDC (Advi sory Counc i l  on 

Educat ional Planning , 1 97 4 ) , over 8 , 000 submi s s ions were received from 

individuals ,  from the 4 , 000 study groups represent ing some 60 , 000 

people , from sem1nars  and other pub l ic meetings , from educat ional 

organizat ions , and from overseas educat iona l i s t s  invited to 

participate . At the end of 1 97 4 ,  the Adv isory Counc i l  on Educat ional 

Planning ( 1 97 4 ) , responsib le for the coordinat ion of the EDC , 

published its final report . Before this appeared , however ,  two of the 

recommendat ions to emerge from the EDC - and also  inc luded 1n the 

UNESCO Committee Report of 1 97 2  - had already been imp lemented . 

The first saw four p i lot community schoo ls  set up in Auckland in 

1 97 4 .  The se received some addit ional staffing allowances, finance and 

accommodat ion facilitie s , and invo lved two secondary schools  - Ao rere 

Col lege and Rutherford High School - an intermediate schoo l - Mount 

Eden - and a pr1mary schoo l Freyberg Memorial . Each of these  

schools received an add it ional sen1or teacher as ' D irector of  
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Community Education ' ,  a mod ified re locatable classroom as  an 

admini strat ive centre , a sma l l  inc identals grant and some provis ion 

for extra cleaning and clerical assi stance . They were required to set  

school  obj ectives within a framework of ' expanding the use  of  the 

school  to cater for the educat iona l ,  recreat ional and cultural needs 

of the wider community ' (Auckland Community School s  Working Committee , 

1 97 7 ; Roth , 1 97 9 ) . The second recommendat ion was the provis ion of  

acces s  of adults to  day schoo l class e s . In  1 97 4 ,  thi s requ ired a 

legal dispensat ion from the exi s t ing Educat ion Act for the two p i lo t  

secondary schoo l s , which appears t o  have been extended to other 

schools  as they made app licat ion to admit such adul t  students :  

Th e ini tial imp etus for es tabl i shing s econdary educa tion 
for adul ts in day schools came from th e pl ight of a 
twenty-seven year old taxi dri ver, marri ed wi th two 
chi ldren who obtain ed his U. E through nigh t  school but 
needed to ob tain a Uni versi ty Bursary in order to achi eve 
his goal of studying medi cin e. Sp ecial disp ensa ti on to 
allow this man to b e  a dmi tted to Hagl ey High School 
seventh form was sough t from th e Direc tor Gen eral of 
Educa tion in 1 9 74 . . . . Eight adul t s tudents were enrol l ed 
a t  Hagl ey in tha t  year . . . . 

(Mac intosh ,  1 9 7 8 ,  p . 1 )  

Although Macintosh would appear to be referring to the ' initial  

impetus '  as far as the parti cular school  was concerne d ,  rather than 

the general case which owe s its  origins to cons iderab ly more than this 

one case , this does indicate the change which had taken p lace in 

educat ion within New Zealand . Prior 

upper limit of elig ib i l ity for ' free ' 

to 1 97 4 ,  the age of 1 9  was the 

( non fee-paying ) admi s s ion to 

day secondary school clas ses  and tho se older than thi s were then 

required to seek further s choo l-based credent ials through evening 

c lasses  or by correspondence courses . The 

imp lemented in 1 97 4 ,  then, opened to the general 

change 1n direction 

populat ion a further 

option for access  to these examination-based qual i fications , and did 

so on the bas is that this access should be free from financ ial  

requirements in terms of fees . However ,  other aspects  of the Advisory 

Commit tee ' s  recommendat ions were not to be imp lemented . For ins tanc e ,  

i t  was held that : 

An expansion of this sch eme [ entry to secondary classes ] 
is  mos t desirabl e and we wi sh considera ti on to be gi ven to 
making financial provision for such students .  It is  not 
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rea l istic  to think tha t, simply by removing insti tu ti onal 
barri ers, large numb ers of studen ts wi l l  be recrui ted from 
groups whi ch have no t had a l engthy s econdary educa ti on .  
Posi ti ve measures n eed to b e  tak en by way of bursari es, 
work rel eas es and th e extension of correspondenc e 
l earning . 

(Advisory Counc il  on Educat ional Planning , 1 97 4 ,  
p . 1 00 )  

A decade later , there were still  no financ ial provis ions fo r adu l t  

students returning t o  secondary s cho o l ,  beyond some Social We lfare 

payment s as  wi ll be discussed  at a subsequent point in this the s i s .  

The Advisory Council  also noted ' with approval '  the planning o f  the 

first  community schoo l  which was to inc lude a ' pre-school ,  communi ty 

centre , heated swimming pool and additional parking fac ilities ' .  

Opened in 1 9 7 6 ,  Nga Tapuwae College , was to remain the only purpo se­

built  community schoo l  whi le others - even those  with cons iderably 

larger adult student enro lments - were left to fund and admini ster 

the ir own ' pre- schoo l ' or  creche fac i lit ies ( see , Bradley , 1 98 4 a ,  

1 984b ; Kohia Teachers Centre , 1 9 7 9 ) , a s  well  a s  providing from the ir  

own resources any other facilities , such as an Adult Student 

Commonroom, they deemed neces sary . As both Bradley ( 1 984a , 1 984b ) and 

Herbert ( 1 98 2 )  report , tho se schools  which have initiated their  own 

creche faci lities - some 1 0  between 1 974  and 1 97 8  - had s ignificant 

increases in adult enro lments ( see also , Kohia Teache rs Centre , 1 9 7 9 ) . 

However ,  the Education Department ( Circular 1 9 7 7 / 7 9 ,  August  1 97 7 ; 

Circular 1 98 1 / 1 2 4 ,  Septembe r  1 98 1 ) has cont inued to emphas ise  that 

they will not provide any a s s is tance financ ial , fac ilitie s ,  o r  

staffing - t o  es tablish such centres . Indeed , the maj ority o f  schools  

admitt ing adult students rece 1ve only the extra s taffing al lowance 

brought about by the increased ro l l ,  with the provis ion of all  

building s ,  furnishings , and equipment be ing re lated solely to the 

schoo l-aged pup il enro lment . 

The four Auckland s chools  remained officially des ignated as  

' p ilot ' schools until  1 97 5  when they and seven other schools  were 

termed ' school-based learning centres ' .  Seven of these 1 1  schools­

Freyberg, Epsom Normal ( Primary) , Aorere , Rutherford , Nga Tapuwae , 

Aranu i ,  Ashburton - received a full  package of as s i s tance compris ing 

addit ional p rofess ional and anc illary staffing plus an annual grant . 

Four others Glenfield , Fe ilding , Newlands , Hagley - received an 
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annual grant. As Herbert (1982) reports, by early 1980 seven urban 

schools (five in Auckland, one in Christchurch, one 1n Ashburton) were 

receiving the full 'package' of assistance although a total of twenty 

schools were being 'helped' - a term which was not elaborated upon­

to become involved in community activities. 

While the admission of adult students to day classes was not 

fully written into the law until the 1976 Education Act, by 1975 a 

total of 55 schools was involved, in 1976 there were 146 schools with 

adult students, and by 1979 the number had increased to 190 schools. 

The period between 1974 and 1984 was marked by a growth in this 

provision as increasing numbers of adult students returned to day-time 

secondary school classes. 

A DECADE OF GROWTH: 1974-1984 

From the initial 77 adult students who enrolled 1n 12 schools 

during 1974, the next ten years were to see a continuous growth in 

numbers, as Table 1 below illustrates. 

YEAR 

1974 

1975 

1976 

1977 

1978 

1979 

1980 

1981 

1982 

1983 

1984 

TA B L E  1 

Adu l t  Students at Secondary Schoo l : 
Ful l-time and Part-t ime Enrolments 

at 1 st March , 1 974-1 9841 

NLI'I8ER OF NlJYBER OF FULL- TII'IE EQUIVALENT 
FULL-TII'E AOUL TS PART-TII'IE ADLl. TS OF PART-Tli'E ADULTS 

. 

[Figures for Full-time and Part-time Not Available I 

367 1354 240 

586 1556 554 

644 1757 649 

797 1756 630 

778 2179 71 8 

764 2609 726 

754 2924 828 

813 2944 908 

TOTAL NUMBER 
OF STUDENTS 

77 

480 

986 

1721 

2142 

2401 

2553 

2957 

3373 

3678 

3757 

. Full-time Equivalent • Part-time hours divided by 20 [to nearest whole nunber as per 

Department of Education figures) 

I 
Figures for 1974-1976 derived by author fran Department of Education Returns [Form: 

E2/177), RemairKler, fran 'Education Statistics of New Zealand, 1985', p.lblished by 

the Department of E:lucation, and checked by author fran original returns. The retlln'ls 

of March 1 are "furnished by each school in accordance with Department of Education 

requirements, and detail all pupils and adult students enrolled at that date. 
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Similarly, during this period ,  the distribution of  the s e  adult 

s tudents saw a maj o rity of  s tate schoo l s , and some of the independent 

s chools , prov iding access for adult student s .  Over the decade , there 

remained few state schools  which had not experienced some adult 

For ins tance , an examinat ion of student s enrol l ing in day c lasses . 

the figures available for the period 

approximately 200 State Form 3 to 7 

1978 to 1983 shows that of the 

secondary s choo l s  only 17 had 

On further analys is , 14 of the se  never enro lled an adult student . 

were Boys ' schools , two were Girls ' 

coeducational secondary s chool . 

schoo ls  during the same period which 

schoo l s ,  and the other was a 

In add ition, there were 1 2  other 

had adult s tudents enro l led in 

only one of the se years , of which five we re Boys ' s choo ls , five were 

coeducational , and the other two were Girls ' school s . As a variety of 

factors may contribute to this pattern, no causal  links between adult 

admis s ion and type of schoo l  can be substant iated , other than that in 

many ins tances an equivalent Girls ' Secondary in the same area would 

have adult students wheraas the Boys ' School  would not .  The general 

trend , however ,  has been for the maj ority of schools 1n New Zealand to 

provide this opportunity, although 1n some centres Mas terton and 

Christchurch, for examp le one particular schoo l has been 

' de s ignated ' ,  often by ' general agreement '  be tween schoo l s ,  to be that 

which will enrol adult  student s .  

Other variations of distribut ion are also apparent within the 

nat ional figures for adult s tudent enro lment during the period 1974 to 

1984, inc luding s ituat ions where a part icular schoo l may have adult  

students one year but not  the next . Furthermore , as Tab le 2 

indicate s ,  these adult  student s in 1983 were enrol led at all  clas s 

levels - although primarily in senior classes  - and , as in mos t  areas 

of continuing educat ion ( see , B lakley ,  1977) , women were predominant .  

While the maj ority of  New Zealand secondary schools  have 

experienced adult  students enro lling , the numbers 1n many case s  have 

remained relat ive ly small within a part icular schoo l .  Indeed , a 

maj ority of schools  would have 1 0  or fewer adult student s in any one 

year , but there are some exceptions to thi s . 

Table 3 groups the numbers  of State Forms 3 to 7 secondary 

schools  in 1983 within four categories of adult  student enrolment s ( in 

1 5 



T A B L E  2 
Returns of Adult Students as at 1 March 1 98 3  

New Zealand State Secondary Schoo l s 1 

R E G I O N  R O L L  F m  3 Fm 4 Fm 5 / 1 s t  y r  F m  5 / D t h e r  F m  6 / 1 s t  y r  F m  6 / D t h e r  F m  7 T O T A L  

Northern F . T  
( N=1 44 ] F . T .E 

Central F . T  
( N=1 04 ] F .  T . E . 

Southern F . T  

( N=88] F . T .E 

TOTALS F . T  
( N=336] F. T . E  

K E Y : 
F . T  

F . T . E  
N 
Roll 
Total: F . T  

P . T  

1"1 F 1"1 F 1"1 F 1"1 F 1"1 F 1"1 F 

1 04506 1 0  30 5 1 4  53 1 83 1 5  39 

0 . 25 5 . 8  5 . 55 4 . 52 54 . 42 1 . 45 1 6 . 25 1 5 .48 98 . 03 1 1  .55 55 . 4  

69734 2 3 1 7  1 7  9 1 9  31 67 1 6  24 

0 . 35 4 . 05 0 . 2  2 . 9  1 4 . 7  39 . 4  1 0 . 1  26.92 5 . 75 78 . 86 3 . 56 33. 32 

48578 5 5 1 6  6 1 7  1 7  66 

4 . 1 5  0 . 2  0 . 65 1 2 . 35 1 1  . 55 1 2 . 45 4 8 . 8  6 . 5  55. 7  25. 9  1 06 . 9  

22281 8 2 3 27 52 1 9  I 49 90 267 48 1 29 

0 . 6  1 4  0 . 4  9 . 1  3 1  . 57 1 05 . 37 24 --��� 27 . 73 232 . 59 40.61 1 95 .62 
---- -

Full-time 
Full-time Equivalent of part-time adults. Calculated by dividing number of part-time hours by 20 
Number of schools in sample 

1"1 F F .  T I 
7 1 7  373 

2 . 7  1 3 . 4  

6 9 220 
1 . 9 1 2 . 1 5  

5 1 3  1 50 
4 . 8  1 7 . 1 5  

1 8  39 743 
9 . 4  42 . 7  

Full-time secondary school-aged pupils { excludes pupils i n  Work Experience and Deaf groups, a s  well as adult students ) 

Total number of full-time (minimum of four· subjects) adult students 
Total number of part-time ( maximum of three subjects) adult students 

Figures compiled from Department of Education Form E2/177 . By definition, State Secondary Schools include all those in receipt of 

Government financial grants . These figures , therefore, include l:x:>th Integrated and Alternative Schools . In 1983, there were 50 
such schools of which seven had small numbers ( < 10) of adult students . In preparation of Department statistics , which provided 

the basis for Table 1,  each figure is ' rounded ' to the nearest whole number. It is this process which accounts for the difference 

in figures for 1983 between this and Table 1 .  

P . T  

934 

71 1 

1 228 

2869 
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1 98 3 ,  a total of 7 from 28 Independent Secondary Schools had adult 

student enrolments - with a maximum of three in any one school) . 

* 

T A B L E  3 

Ranges o f  Adu l t  Enrolment s  
S t a t e  F o rms 3-7 Schoo l s ,  1 983 

RANGE OF TOTAL NUMBER OF 
ADULT ENRDLfiiENTS SCHOOLS 

* ** 

0 45 
1 -1 0  89 
1 1 -20 44 
21 -50 20 
51 + 9 

Includes number of part-time and full-time adult 

students 

** Excludes 50 Integrated Schools ,  of which _ only seven 

had adult students in the 1-10 range 

In the New Zealand Education system, there also exist Forms 1 -7 

schools and Area Schools . 1 In 1 98 3 ,  28 of such schools had no adult 

students enrolled, 46 had between one and 1 0 ,  four had 1 1 -20,  and one 

had over 2 1 . 

A further indication of the pattern of change, and variations l.n 

distribution, of adult student enrolments can be determined by 

examining the data for a selected group of secondary schools . In 

Table Four, six secondary schools and their pupil and adult student 

enrolments are shown for a five-year period. 

While all of these schools are 1.n the ' upper range ' as far as 

adult admissions are concerned, with Hagley High School and Newlands 

The New Zealand schooling system is comprised of three levels : Primary, 

Internediate, and Secondary. The Intermediate level consists of Forms 1 and 2 ,  and, 

generally, specialist schools are provided for this group, except in those locations where the 

numbers of pupils are not sufficient to maintain two separate schools and a Form 1 -7 sch:>ol is 
provided. An Area School is one which provides for all three levels within the one 
institution and these are located in rural ccmnunities where the total school enrolment is 

small. For instance, in 1 983 , there were 35 Area Schools with enrolments ranging between 1 8  
and 238 pupils (average roll 87 ) with 6 9  percent of these schools having under 1 00 pupils . 
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SCHOOL 

AORERE 

GLENFIELD 

MAKORA 

WELLINGTON HIGH 

NEWLANDS 

HAGLEY 
- �---- ----

PUPIL 

. 1 082 

1 1 03 

579 

723 

699 

685 
-

T A B L E  4 

Pu p i l  and Adult Stud ent E n r o l ments : 
S i x  S e l ected Secondary Schoo l s ,  1 979 - 1 983 1 

1 979 

ADULT STUDENT 
PT FT 

67 30 

26 34 

37 1 0  

36 28 

226 7 

1 95 77 

1 980 

PUPIL ADULT STUDENT 
PT FT 

1 1 1 3  37 2S 

1 1 69 24 34 

524 66 9 

71 7 [N/I ) 41 

752 203 9 

61 3 1 32 66 
------ ------- - --·-

1 981 

PUPIL ADULT STUDENT PUPIL 
PT FT 

1 1 03 32 1 4  1 072 

1 229 2S 1 7  1 281 

536 77 5 533 

756 28 51 752 

722 21 6 3 698 

541 547 62 51 6 

1 982 1 983 
ADULT STUDENT PUPIL ADULT STUDENT 

PT FT PT FT 

27 27 1 066 1 8  1 7  

25 1 6  1 328 35 1 5  

1 24 7 589 1 1  1 0  

22 32 817  33 51 

251 4 71 6 36 1 0  

653 73 569 795 67 

Selected on bases of: ( 1 )  Region : Aorere and Glenfield in Auckland City (Northern Region ] ;  Makora in Masterton [ Central Region, rural 

town}; Wellington High and Newlands in Wellington City [ Central Region] ; Hagley in Christchurch City [ Southern Region; and ( 2 )  Size: 

fran ' average ' to ·the O.U largest adult student enrolments in New Zealand Se=ndary Schools, Hagley and Newlands . Source of data: 

Deparbnent of Education Form E2/177, �larch 1 Returns , derived by author . No indication was available as to reasons for variations , rrost 

evident in the figures for Newlands .  

PI' = Number o f  part-titre adult students 

FT = Number of full-titre adult students 
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having the large s t  adult s tudent enrolments within New Zeal and , it 

does become evident from all the data presented in thi s section that 

these students do form a ' s ignificant ' proportion of the New Zealand 

school  populat ion . During the present inves t igation,  a number of 

schoo l personne l 1n casual conversat ions reported the adult  s tudent 

enrolment as a ' nece s sary ' factor to enable the continuation of  the 

senior leve l course options they were ab le to provide . Yet ,  despite 

the point that the total numbers of such adult students ,  if  all in one 

area , would fill  at leas t  three New Zealand secondary s chool s ,  the 

literature discu s s ing this aspect of the educat ional environment i s  

mos t  notable by its  absence . I t  1s  to the cons iderat ion o f  this 

literature that discuss ion now turns . 

THE ADULT STUDENT I N  THE L I TE RATURE 

In the his torical context , it is ev ident that children and adults  

have undertaken educat ive exper1ence s together 1n  the p a s t . For 

ins tance , Jackson (1980) po int s to the fact that the Owenite and 

Chartist  movements  fruitfully comb ined the learning of adu l t s  and 

chi ldren . Similarly,  the 1 9 45 film Th e Corn is Green, portrays adults  

seeking an improvement in educational leve ls alongs ide pup ils  in  the 

classroom as ' natural ' to the extent of not warranting any particular 

mention or exp lana t ion . On the other hand , it is  also  po s s ib le to 

suggest  that more recent time s have seen somewhat of a dicho tomy of 

perception becoming more widespread . Although not without some 

' comic ' elements ,  the return of adult s tudents to tertiary educat ion 

has recently been portrayed in the media  as a source of ' se lf-es teem '  

and ' personal development and achievement ' ,  perhaps be st  exemp l i fied 

in the success  of the film Educa ting Ri ta .  The not ion of the adult 

returning to  school ,  however ,  rece1ves a different emphas i s  1n 

Osborne ' s  (1970) te levis ion play Th e Righ t  Prosp ec tus where the focus 

was upon the ' comedy ' of re turning to wearing school uniform and the 

contexts of schoo l discipline . 

At least in some sense , thi s dicho tomy permeates  the literature . 

While an extens ive literature now de tails  the ' mature age ' s tudent at 
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tert iary leve l ( for  instance , Ashman and Pedder ,  1 980 ; B o shie r ,  

1 97 1 b ;  Hopper and Osborn , 1 9 75 ; McLaren , 1 98 2 ) , little  exi s t s  

pertaining t o  the adult student at secondary school leve l .  

THE MED IA : THE NEW ZEALAND CONTEXT 

This 1s not to sugges t ,  howeve r ,  that the s i tuat ion o f  adu l t s  

returning t o  secondary schoo l  has been totally ignored . Certainly,  

the media has g 1ven s ome attention to the 1 s sue . From the early years 

of adult admi s s ion to secondary schoo l ,  the media has contained s ome 

commentary on returning adults , often 1n the form of  letters to  the 

editor,  as the fol lowing examp le from the Waika to Times illustrates : 

Sir� I am wondering whether i t  i s  such a good idea tha t  
adul ts come back to the classroom to s tudy along wi th the 
pupi l s .  They seem to ge t the advan tages of school and no t 
the disadvan tages . I am a fifth form studen t and jus t 
recently we had two women come in to our history class . On 
the third day they arri ved twen ty minu tes late and not a 
word was said .  They just walked in . A studen t would ge t 
an essay on la teness for tha t. They cannot use the excuse 
of being new� as I and qui te a few o thers were new to the 
school thi s  year and tha t  excuse was not accep ted. They 
also get indi vi dual a tten tion . I find tha t  the teacher 
wi l l  go and see how they are ge tting along and help them. 
We canno t ge t this indi vidual a ttention so why shoul d 
they ? Another aspec t which annoys me is  tha t  they don ' t  
wear uniforms . Admi ttedly a few do but the majori ty 
don ' t. It doesn ' t  seem fair tha t  whi l e  they are in thick 
Jumpers we are 1n uniform .  I don ' t  think the sys tem goes 
do wn at all . 

( Letters to the Editor , Waika to Times, 1 5  June , 1 97 6 )  

All pupil op 1n1on of adult  student s has not been confined t o  the 

negative sense as others have supported the ir  return and presence in 

the school  ( see Appendix H) . 

While Dakin ( 1 980 ) sugge s t s  that the pre sence of  adult s tudent s 

1n secondary schools  i s  now so ' commonp lace ' that media attention has 

' waned ' ,  newspapers and te levis ion cont inue to report upon thi s  

group . Some of the se report teache r perceptions of the return to 

schoo l .  For ins tance , one such art icle quoted teachers  invo lved with 

adult students at the ir two s choo ls as s tating that : 
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. . .  those tha t go back to school are thos e  tha t ha ve b een 
tossed to th e bo ttom of th e scrap h eap . . .  th ey try to claw 
their way up tha t h eapJ and i t 's a s truggl e. [ Adu l t  
students return ] b ecaus e th ey wan t  a cademi c qual ifi cations 
to improve their employmen t  opportuni ti es . . .  
. . .  a t  pres en t  i t  s eems as though th e Government  exp ec ts 
p eopl e who have b een l i ving indep endently for a coupl e of 
years) to be suddenly re-subsi di s ed by their fami l i es or 
from some o th er sourc e whi l e  th ey are back a t  school . 
This  pressure to support th ems el ves financially whi l e  
studying makes th em enormously differen t from their 
classma t es who are automa ti ca l ly financial ly support ed by 
th eir fami l i es .  Such pressure . . .  pu ts stress on th e adul t 
student  whi ch i s  non-exis t ent  for th eir classma tes .  For 
those . . .  in s erious financial dire strai ts th ere is  l i t t l e 
op tion bu t to get part-time work to suppl emen t th eir 
income) whi ch crea t es further probl ems as work interferes 
wi th th eir s tudi es .  [ Yet ] th e standard of 
academi c achi evemen t by adul ts has been extremely high 
b ecaus e th e s tudents have th e ma turi ty) and convi ction to 
fulfil  th eir ambi tions . 

( Th e  Guardian Newspap er, May 1 0 , 1 98 3 )  

Thi s  report then noted that financial difficulties  were the mo s t  

common cause o f  s tud·ent ' drop-out ' from s choo l .  

Similar theme s are evident 1n the maj ority of the media accounts 

of  the adult student returning to  secondary s chool : 

But th e ma1n probl em 1s mon ey. Adul t s tuden ts wer e  
gen eral ly i n  a bad financial si tua tion)  Mr Cox [ Guidance 
Counsello r ]  sai d .  "Most of th em are going wi thout a 
lot  of 'things - only just getting by . It 's a courageous . 
thing to do - a huge sacrifi c e. " Adul t studen ts do no t 
qualify for th e ordinary un employmen t  b enefi t as th ey are 
not availabl e for workJ a prerequisi te  for get ting th e 
dol e. Th e executive offi c er for th e Na tional Counci l of 
Adul t Educa tion)  Mr lain Gal l oway) sai d  tha t whi l e  social  
welfare sp ending was a large cut  of governmen t mon ey) 
assistanc e to adul t students was no t a pri ori ty. He 
compared th e si tua tion to Bri tain) wh ere un employed adul ts 
can continu e claiming th e dol e whi l e  studying up to 23 
hours a week . "That 's  th e sort of op tion we should  b e  
expl oring ") h e  said .  Adul t student  L esl ey Ra tapuJ 25J 
says sh e is  on th e breadl ine. "Fortuna t ely my fami ly are 
very supporti ve". Some of th e s tudents work part­
time and night  shift to financ e  th eir school ing . 

( Th e  Dominion, March 1 3 ,  1 98 4 )  

The media has also  prov ided some accounts o f  adult students '  

perspective on their  return , again through the ' one-off ' form of 
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interview dealing with var1ous 1ssues . For instance , nearly a ful l  

page article under the headl ine o f  "Mothers  back at schoo l find new 

confidence and outlook" appeanng in the Wairarapa Times Age ( 1 1  June 

1 98 3 )  contains the comment s of five women enro lled as adult students ,  

as well  as remarks made by the Dean of Adult Students and references 

to ' many ' and ' other ' s tudents at the schoo l .  In  this report , it is  

sugges ted that ' most ' of the sample ' left school  at 1 5  without 

qual ifications or regrets ' .  However ,  competition in the workforce 

with more qual ified people had led them to evaluate their  posi tion and 

dec ide to return to s chool .  The general impre s s ion is conveyed of a 

group of individuals ' determined ' to make the mos t  of the opportunity 

and ' succeed ' in gaining various credentials . The return to s choo l ,  

however ,  i s  not without some difficultie s  and re-adj ustments: 

All  say it was extremely hard getting back into a study 
pat t ern . Th e first mon th back a t  school was 
menta l ly exhaus ting, th ey say, but things b ecame eas i er as 
th ey fi t t ed in to school l i fe. On e thing whi ch 
everyon e  chuckl ed abou t was th eir s elf-consciousness about 
put ting th eir hand up in class to answer a qu estion .  
Gra t eful ly, this  improved wi th time, and th ey 'l l  wave 
their arms around along wi th th e b est of th em !  Going 
along to si t ext ernal exams a t  th e To wn Hal l  is no l ess 
hair raising for th e adul ts than i t  is for th e s enior 
pupi l s .  "It 's to tal ly differen t  from si tting an exam a t  
school , "  says Ch eryl McRa e, "and you get escorted to th e 
toi l et if you pl eas e! " Al l agree i t  is  impossi bl e 
to study wi th th e chi l dren around, so most study is  don e 
late  a t  night or early in th e morning.  A daun ting 
prospec t indeed, but a l l  manage. 

( Wairarapa Times Age, 1 1  June 1 98 3 ) 

This report , as do others  of a similar nature , also no tes that 

these  women experience various ' adjustment s '  or ' changes ' in terms of 

their  lives outs ide school : 

In fac t ,  al l th e women taking part in this  in t ervi ew said 
th e same thing - b ecaus e th ey have l ess time around th e 
home, more work gets don e in a shorter time. And b ecaus e 
th ey s ee l ess of their chi ldr en th ey value  far more th e 
time sp ent  wi th th em and uti l ise  i t  much b et t er .  Many 
have s een a change in th eir husbands - for th e b etter - in 
th e support and encouragement  th ey are gi ven .  Others are 
not qui t e  so en thusiasti c .  . . .  thi s  drop [ in enro lments 
during the year ] i s  du e partly . . .  to some p eop l e  finding 
tha t outside commi tments don ' t  al low for time for school . 

( Wairarapa Times Age, 1 1  June 1 983 ) 
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These media reports generally convey an impre s s ion that the 

schoo l ,  and the pupils , ' benefit ' from the return of adult students to 

the classroom . Here , the adu l t  student �s seen as bringing a ' wider 

experience ' to the s i tuat ion , as we ll  as a ' greater enthus iasm and 

mot ivat ion ' ,  and act ing to ' s timulate ' conve rsat ion and discuss ion . 

Such remarks , however ,  are usually derived from teacher perspectives 

rather than the adult s tudent s . The fol lowing is  a typical examp le : 

Hr Cox said adul t s tudents had a good effec t in th e 
classroom .  "I think th e adul ts really s timulate th e 
teach ers . It makes th e classroom more of a team� breaks 
do wn th e authori tarian thing. " Th e younger studen ts 
accep ted th e adul t s tudents wel l �  he said .  "Th ey enjoy 
th e fac t  tha t  th e adul ts rai s e  th e ton e of th e classroom . " 

( Th e  Dominion, 1 3  March 1 98 4 )  

The adult student is  seen t o  ' benefit ' from the ' opportunity ' to 

undertake this ' second chance ' educat ion, particularly through gaining 

credent ials , although other generali sed outcomes such as ' se lf-es teem ' 

are ment ioned along with such � s sue s as : 

"If my daughter s ees me doing my homework i t  gi ves her th e 
inc enti ve to do h ers " .  · A  few women are a t  school wi th 
th eir chi l dren� whi ch has provided them wi th time of 
sharing and an equal i s er - mum qui te often asks h er son or 
daugh ter for help wi th h er homework ! 

( Wairarapa Times Age, 1 1  June 1 98 3 ) 

Overall , media reports within New Zealand have managed to convey 

a number of �ssues pertaining to the return of adult students to 

secondary schoo l .  In general , the impress ion is 

mot ivated ' group who return seeking credentials . 

gained of a ' highly 

Although not without 

financial ' difficulties ' ,  thi s  group 'achieves '  both credent ials and 

an increased ' self-esteem ' . The adult students bring a number of 

' benefits ' to the school  - both in terms of increas ing roll numbers 

and in the ir ' contributions ' to 'mo t ivat ion ' and ' discuss ion ' - and 

relate ' effec tive ly ' with the s chool-aged pupil s . 

On the other hand , such media reports lack depth in account ing 

for the exper�ences of ' be ing ' an adult student . Understandably, 

reports rel iant upon the ' one-off ' interview with a part icular samp le 

can only provide what amount s to a rather tantaliz ing ' glimpse ' of the 

experiences of the group who have come to form a ' s ignificant ' part of 

23  



the New Zealand educat ional s cene . While not di sput ing the serv 1ce 

such media reports  provide 1n ra1s1ng public awarene s s  of adult  

student s ,  it  can be sugges ted that understanding of  the issues and 

experiences confronted by the se individuals returning to s choo l  

requires cons iderably more depth than can b e  provided b y  the medi a ,  o r  

any form of  data gathering reliant upon s ingle interview s i tuations . 

Despite a number of  such media reports  over  the decade , there has been 

little increase in knowledge about adult student s with mos t  report s 

merely repeat ing the same generalized observations . S imilarly, thi s  

form of  report ing upon the experience appears to have done little to 

effect any changes  to the s i tuat ion , particularly that concern1ng 

provis ions and financ ial assis tance for the returning adu l t  student . 

Accordingly , it 1s appropriate now to exam1ne the research 

literature 1n order to determine whether these  i s sues have been 

addressed  in any greater depth . 

PRIOR RE SEARCH AND COMMENT : THE NEW ZEALAND CONTEXT 

The exis t ing literature on the New Zealand exper1ence of adult  

students in secondary schools can be broadly categorised  as fitting 

either of two groups . The first  reports general commentary upon the 

situation , wi thout exception from the perspective of members of  

teaching s taff or  other academic s . The second , and represented by 

only two instance s ,  recount s research invest igat ions . The se  two 

' forms ' of the literature will be addressed in turn . 

As the focus of the pre s ent invest igat ion 1s  upon the adult 

student 1n day secondary schoo l  classe s ,  it appears inappropriate to 

addres s  the wider 1ssue of Communi ty Schools 1n New Zealand . While  

such schoo ls  have adult admi s s ions as part of the ir overal l structure , 

the aspects  of community invo lvement beyond thi s  are he ld to be 

outs ide the amb it of the current s tudy . For ins tance ,  the detailed  

recommendat ions made by the Auckland Community Schools  Working 

Committee ( 1 9 7 7 )  predominantly addre s s  the notions of  improving the 

' community school ' context and only pass ing ment ion is  made of the 

adult student 1n day-time secondary school clas s e s . Indeed , thi s  

report merely notes that such adult s tudents return t o  s choo l for :  
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. . .  s econd chan c e  formal educa ti on to gazn en try 
qual ifi ca ti ons for a career . To keep up wi th th eir own 
teenage chi l dren .  Personal interes t  wi th no n ew career in 
mind. Social  contact. 

(Auckland Community Schools Working Committee , 1 97 7 ,  
p . 20 )  

In terms of the recommendat ions made , the Auckland Community Schoo ls  

Working Committee ( 1 97 7 )  does sugge s t  that such s choo l s  requ 1re an 

Adult Student Commonroom ,  Guidance Network , and creche facilitie s ,  for 

the returning adult  s tudents , as we l l  as  a necess ity to cater for a 

wide range of ' educational needs ' among the adult populat ion . S imilar 

comments and recommendat ions are apparent in further examp les of  the 

literature which addre s s e s  the broader community schools  concept ( se e ,  

Herbert , 1 97 6 ; Roth , 1 9 7 9 ) . 

Two reports by committees set up under the ausp1ces  of  the 

Department of Educat ion ( 1 9 76a ,  1 97 6b )  to addre ss  aspects  of secondary 

educat ion 1n general make some references to adult s tudents in day 

secondary school  c las s e s ,  and also recommend the provis ion of a 

creche , commonroom fac ilitie s ,  and financial a s s i s tance for the 

returning adult student . Here again , the adult  student is referred to 

only 1n a re lative ly superfic ial and gene ralised form : 

Adul ts are a ttending class es at  s econdary schools mainly 
to get qual ifi ca tions . . . .  many adul ts find i t  easi er to 
study wi th closer sup ervz szon than a t  nigh t  school or 
techni cal ins ti tu te. Th ey [ schools ] are a val uabl e 
means of enabl ing school l eavers to get s econd chan c e  
educa tion, to improve th eir gen eral educa tion, to refresh 
forgo tten knowl edge and to s tudy prerequisi tes for 
tertiary cours es .  Adul t students change th e whol e  
l earning environment of a school . Teach ers have 
b een chal l enged by th e keen mo ti va ti on of adul t students 
and have responded by seeing th eir adol esc en t  students 
wi th new eyes . Th ere i s  a danger tha t  adul t s tudents,  who 
are almost excl usi vely in examina ti on courses, may demand 
too much a tten tion from teach ers . Gen erally, few probl ems 
have resul ted from th e pres ence of adul ts .  

(Department of Educat ion , 1 9 7 6b ,  pp . 33-34 )  

In 1 98 1 , as  part of a detailed examinat ion of  secondary schooling 

1n New Zealand , a further report emanating from the Department of 

Educat ion ( 1 98 1 ) reiterated many of the same points on the bas i s  of  a 

survey of the 2 8 3  State Secondary s choo ls  with adult students 
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attending day-time secondary classe s . Again , relat ively gene ralised 

information forms the bulk of the account of  the adult s tudent 

provided in this report : 

Th e grea t  majori ty of th es e  adul t day studen ts a t t ended 
only part-time. Mos t  frequen tly th ey were marri ed women�  
and of  th e rest about half were singl e m en .  Three­
quart ers of th es e  adul ts a t t ended class es for only part of 
th e week, al though th e o th ers were ful l -tim e  day studen ts .  
Most were studying courses l eading to qual i fi ca tions such 
as Uni versi ty Entranc e, Sixth Form Certifi ca t e, or 
commercial c ertifi ca t es .  Some of th es e marri ed 
women s tudents had pre-school chi ldren, and n�n e school s  
had crech es which looked aft er th e chi ldren for a sma l l  
fee wi th th eir mo th ers a tt ended classes .  

( Department o f  Education, 1 98 1 , p . 9 7 )  

As with the media, such l iterature provide s only a supe rficial 

account of the adult student at secondary school  with little detail  or  

ins ight into the dynamic s  and complexities  of the experience s of the 

returning adult  s tudent . 

Whi le those reports  d i s cussed above focus sed either upon the 

not ion of ' community schoo l s ' or the secondary system 1n general , 

other literature does addre s s  more exp licitly the day-t ime adult 

student in secondary school . For ins tance ,  the Kohia Teachers Centre 

( 1 97 9 )  lists  the ' case studie s ' of four s choo ls - Pakuranga ,  Aorere , 

Glenfield,  Hagley - as they have provided for the returning adult 

student . Each school ' s  report out line s the fac il i t ies it has ,  the 

' rules and regulat ions ' governing attendance and such related 1 s sue s ,  

enro lment procedures , student Progres s  Reports , and student Leaving 

Forms , along with a page statement on the ' experience ' the s chool  has 

with its  adult students . On the basis  of thi s ,  the report make s some 

general recommendat ions for s chool ' policie s ' on adult  enrolment s :  

Important to stress to adul ts th e n eed for them to b e  
socially responsibl e - eg . handsome adul t mal e  and nai ve 
t eenage girl . Res entmen t  can come from adul ts ' freedom 
(uniform, smoking) . Irregular a t t endanc e or lack of 
punctua l i ty can caus e t ensions . Adol es c en ts should  
recognise adul t sacrifi c es no income, busy domestic  
sch edul e as  wel l as  s tudy, th e diffi cul ti es of returning 
to study .  Cons tan t conta c t  wi th Dean and Gui danc e  
Counsel lor ess ential . An end of year social  pu t on 
by th e adul ts for th e s taff is recommended.  Changes 
of any sort [ t imetable , bell time s ]  should b e  no tifi ed 
wel l in advanc e. Adul ts [ in clas s ]  no t si t all  
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together, but in tegra te wi th adol esc en ts .  Teach ers call ed 
Mr/Mrs/Miss/Ms . Adul t s tudents r:.al l ed by firs t names, as 
are adol esc en ts .  Adul ts and adol esc ents should al l 
b e  trea ted as s tudents . A bursary is ess en tial ,  a 
commonroom shoul d be  avai labl e, a day-care c en tre is 
recommended .  

(Kohia Teachers Centre , 1 9 7 9 ,  pp . 22-27 ) 

While such reports may provide some general ' guidance ' for the members  

of schoo l staff,  no ins ight i s  given in  terms of  the experiences  of  

the adult students themselve s ,  nor �s  any rat ionale provided for  the 

various recommendations o ther than that the se are he ld to ' expedite ' 

the ' integrat ion ' of  the adult student s  and ' reduce ' potential 

' conflict ' with schoo l  staff and pupils . S imilarly, the report by 

Bradley ( 1 984b ) recount s the experiences of one school in terms  of 

such aspects as ' pub licity ' , ' facilities ' ,  ' financ ial provis ions ' ,  

' gu idance ' ,  and othe r s ,  without any indication of the nature o f  

s tudent , teacher ,  or  pup i l ,  exper�ence s ,  during the return of the 

adult student to the secondary schoo l .  Again, then , such a report 

provides gene ral informat ion for the schoo l but with no indication of  

either the experience of  the adult student , or the substant ive bas i s  

upon which the ' recommendat ions ' or ' sugge s t ions ' may be rat iona l i sed  

or  justified . 

There exists  further commentary upon adult s tudent s �n the 

secondary school which aga�n reflects the percept ion o f ,  usually,  

members of  the s chool  s taff . For  ins tance , Leggatt ( 1 97 5 )  reports  the 

s ituation at Hagley High Schoo l in the fol lowing terms : 

[Adult students ]  are peopl e who l eft high school after 2 
or 3 years . On e or two arri ve wi th some Universi ty 
Entranc e  subjec ts,  a numb er have som e  School Certifi ca te 
passes, bu t a grea t  many have no formal qualifi ca ti ons . 

Th eir backgrounds are fascina tingly diverse. Th e 
men include a hai r  s tyl ist, an el ec tronics techni cian and 
a pol i c e  dog trainer .  Th e women, too,  have experi enc ed a 
vari ety of jobs . Mos t  of th e men have l eft th eir exis ting 
posi ti ons and return ed to school wi th a cl ear 
unders tanding of th e qual ifica tions th ey require in order 
to en ter a chos en and different occupa ti on .  Th es e goals  
include teaching, m edi cin e, veterinary sci enc e and 
accountancy. Some of th e women have simi lar 
ambi ti ons but many of th em are not qui te so cl ear about 
th eir ul tima te goa l s .  Many are solo mo th ers, unqual ifi ed, 
un employed, and on th eir o wn .  For many of th em a return 
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to school and th e acquisi ti on of some formal 
qual ifi ca ti ons is  s een as op ening th e way to a b etter job 
than th ey could pres en tly earn . Bu t th ere are also many 
who are a ttending class es no t becaus e they wan t  a job but 
b ecause th ey wan t  to l earn .  School for th em provides a 
sa tisfacti on and a stimul us whi ch th eir li ves have lacked .  

( Leggatt ,  1 97 5 ,  p . 3 0 )  

Leggatt ( 1 9 7 5 )  a l s o  reports o n  the ' outcome s ' or  ' benefits ' seen t o  

accrue t o  the school  from the presence of  adult s tudents i n  the 

clas s room : 

Nearly a l l  teach ers feel 
of a class improves wi th 

Th e adul ts do 

tha t  th e a tti tude and app l i ca tion 
th e pres enc e of adul t studen ts . 
introduc e  into class es a grea ter 

mo ti vation, a grea ter 
ma ture approach . 

amoun t of exp eri ence and a more 

( Leggatt ,  1 9 7 5 ,  p . 32 )  

Not ,  however ,  that all  teachers  are reported as see �ng the return of  

adult students �n  a ' po s i t ive light ' ,  as  the following examp le 

illustrates : 

Anoth er [ Guidance Counsellor]  . . .  spoke wi th con temp t of 
adul t women s tudents : "Th ere are lots of adul ts coming 
back to school b ecaus e of th eir housewi ves ' n euros es and 
that  sort of thing. Th ey think tha t  a l l  th ey have to do 
is si t in class and th ey are going to get School Cert and 
U. E. Th ey don ' t  rea l i s e  tha t  if you were dumb a t  school 
you are going to be dumb as an adul t. " (G. C. Mal e) .  

(Ab iga i l ,  1 98 3 ,  p . 1 3 ) 

As with the media report s ,  the re search literature surveyed to 

this point presents little more than a general ised account o f ,  

usually, school and teache r percep tions of adult students i n  day 

secondary school classes . In most instance s ,  these account s tend to 

be superficial and provide little subs tant iation for the v�ews 

proclaimed ,  and certainly do not lend any depth of ana lys i s  into the 

overall experience s  of the participants invo lved . 

There �s very little lite rature reporting actual re search 

conducted with adult s tudents ,  and othe rs invo lved in the ir return to 

school .  Indeed , only two such reports exi s t  within the New Zealand 

context despite the decade of adult admis s ions to secondary schoo l  and 

the �ncrease �n the ir numbers throughout the country . The only 
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nat ional survey of adult s tudents , teachers , Principals , and s chool­

aged pupils , was conducted by questionnaire in 1 97 6 . In  this 

re search, separate questionnaire bookle ts  - ranging in length from the 

pup i l  questionnaire of eight pages to the adult  form of 24 page s­

were distributed to eve ry s choo l  enro ll ing adult s tudents .  Whi le the 

research also proposed to adopt ' follow-up ' interviews with a se lected 

sample ,  thi s was not carried out . Leaving as ide the inherent 

defic iencies of one-off , paper-and-pen survey and questionnai re 

techniques in providing detai led elaboration of the experiences of 

the s e  part icipants , the research rece ived only a b rief general report 

(Department of Education, 1 97 7 ) . This  report did not provide any 

details  of  the actual ques tionnaires , the ir distribution and analys i s ,  

and noted only generalised findings . For ins tance , fol lowing a brief 

summat ion of the age distribution, credent ial-based goals and future 

study goal s ,  and status as e i ther part-time or ful l- time , for the 

population of 549 adult s tudent s surveyed,  the following is the full  

de s cript ion of outcomes from the adult student que s t ionnaire : 

Adjustment  di d not s eem to have been a major probl em:  42 
p erc ent reported no rea l  probl ems 1n going back to 
schools, and 34 p erc en t  said i t  had been hard but tha t  
th ey were coping . Adul ts often reported tha t  th ere had 
b een changes in th e a tmosph ere of schools, and in th e 
approach to teaching . Th es e changes wer e  s een by 63 
p erc ent as having made th eir return easi er.  Th ere s eems 
to have b een no probl em of relati onships wi th teenage 
s tudents (or non e perc ei ved by th e adul ts) : 94 p erc en t  of 
th e adul t students sai d  tha t  th e teenagers were ei th er 
fri endly or tol erant. Almost a l l  (96 p erc en t) of th e 
adul t students would  recommend returning to school to 
o th er adul ts, whi ch gi ves a strong indi ca ti on tha t, from 
th eir point of vi ew, returning to school was worth-whi l e. 

( Department of Educat ion , 1 9 7 7 ,  p . 23 )  

Similar accounts are then reported for teache r ,  principal , and 

schoo l-aged pup il ques tionnaire re sponses .  

The second research 

containing an account 

format from the schoo l .  

report 1 s  the ' Hagley Research Pro j ec t ' 

of two studies avai lab le only in cyc los tyled 

The first  study (Vincent , Drake , and Jackson , 

1 97 7 )  sought to compare ' pe rformance ' between those  ' pup il s ' ( a  

generic term in the report used to include both adult student s and 

schoo l-aged pupils ) who return to secondary education termed 

' disjunct ive educat ion ' 1n the report with those  who continue 
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' sequentially '  through all  s tage s  of  the ir secondary education­

termed ' sequent ial education ' by these authors . In the two and hal f  

page s reporting this ' pre liminary inve stigat ion ' ,  the research 

hypothe s is is stated as  "disjuncts perform s ignificantly better than 

sequents in individual sub j e c t s "  (Vincent , Drake , and Jackson,  1 9 7 7 ,  

p . 1 ) .  The hypothes i s  was te s ted by compar1ng marks from the two 

populations 1n both internal and external examinat ions at the S ixth 

Form leve l .  The mean s cores for each group - the ent ire popu lation 

available - 1n a variety of subj ect areas are then presented , along 

with s tandard deviations . However , the subject areas were not he ld 

constant over the three examinations - two internal s choo l  and the 

external Univers ity Entrance - which provided the results  for this 

survey . Indeed , only Geography , Biology, and Chemis t ry are common,  

whi le Art , English,  History ,  and Accountancy figure in only one of  the 

examinations , with Phys ics on two occas ions . The report contains no 

exp lanation for thi s  difference . On the bas is  of t-te s t s , the results  

are then compared and found to support the overall hypothe s i s . As the 

authors  report , thi s  ' support ' mus t  be approached with caut ion as 

there are a number of variab le s between the two populations which 

could distort the results . For instance , the adult  s tudent s 

( ' dis juncts ' )  were compared only with those  school-aged pup i l s  who 

were not Accredited Univers ity Entrance , a pup il  population whi ch 

might be expected to differ from the adul t  student group . A number of 

pos s ib le variat ions be tween the populat ions sugges t  themse lve s :  the 

pupils  are required to take a minimum of four subj ect s , the adult  

students are not ; the pup i l s  who were not accredited might be 

expected to be of  a ' lower academic ab i l ity ' than those who we re 

accredited - no such ' contro l ' was app lied to the adult  s tudent 

populat ion ; among others . 

l ittle detailed informat ion 

s tudents ,  and certainly 

Accordingly, such research again provide s 

regarding the experience of the adult  

doe s  not lend itself to estab l ishing any 

s ignificant differences  between the achievement in examinat ions of the 

two populations with the ' hypothe s is ' support be ing at best  tenuous .  

The second study involve? interviews with a samp le of  those adult  

s tudents who withdrew from school during the year . As Hogan and Hay 

( 1 977 ) report , the ir  ob j e ctive was to ascertain why such students left  

school  ini tially - when pupils  - why they enrolled later as adult  

students ,  and then why they wi thdrew from thi s . A samp le of 1 1  - from 
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the populat ion o f  50 who mee t  the criteria of withdrawing during the 

year - was interviewed . Thi s  select ion was based on the fact that 

responded to the first  te lephone call  the samp le were " those who 

and/or lived within easy mo toring dis tance 

interviewer ' s  home" (Hogan and Hay , 1 9 77 , p . 1 ) .  

asked three que s t ions : 

from the College or  the 

Each adult student was 

1 .  Why did you l eave school original ly?  
2 .  What made you decide to re-enrol l  as an adu l t  pupi l ?  
3 .  Why di d you wi thdraw from classes this year ? 

(Hogan and Hay , 1 9 7 7 ,  p . 1 )  

On the bas i s  of the responses , the authors  - noting the limitations of  

samp le s ize  report some general answers , rather than detailed 

responses , to the se  three que s tions : 

Qu es ti on 1 :  . . .  9 of th e in tervi ewees l eft school wi thout 
gaining School Certi fi ca te or equi val ent qua l i fi ca tion .  
Fi ve gave social reasons or financial hardship a s  th eir 
reasons for l eaving school and four claimed tha t  th ey l eft 
b ecaus e th ey disl iked school or th eir teach ers . Two of 
th e el even fel t that  th ey had achi eved th eir l evel of 
educa tional expec ta tion wh en th ey l eft school . 
Qu es ti on 2 :  Nin e  of th e responden ts resumed s tudy b ecause 
th ey needed further educa tion to improve th eir job 
opportuni ti es .  On e return ed to school after a psychiatri c 
i l ln ess on th e advi ce of her doctor . On e return ed out of 
interest. 
Qu es ti on 3 :  Mos t  of th e s tudents s eemed to have 
exp eri enc ed some fear of not coping� some to th e exten t 
tha t  i t  may have l ed to th eir wi thdrawal b efore class es 
b egan . From th e reasons ci ted . . .  th e fol lowing were given 
as mos t important: two ci ted financial reasons ; three 
claimed th ey could not cop e  wi th school organi sa tion 
(crowds in th e corridors, timetabl es� etc . ) ;  two fel t 
tha t  th ey couldn ' t  cop e  wi th th e subj ec t  l evels�  and two 
ci ted i l l  h eal th .  Offers of new jobs and fami ly ups ets 
were gi ven by four of th e intervi ewees . 

(Hogan and Hay , 1 97 7 , p . 2 ) 

And this represents  the full  data provided by this report . However ,  

an ' appendix ' (untitled ) come s with the package of material in the 

' Hagley Research Proj ect ' which doe s contain edited transcrip t s  of 

these interv iews with the adult student s ,  who are also  named with 

their addre s s  provided . An examinat ion of these transcripts  provided 

little by way of further informat ion , with each ' interv iew ' be ing 

reported in less than a page . Again ,  thi s  provides little indication 

of the nature of the experience of the adult student s ,  and certainly 
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little  more than some gene ralised information regarding issues which 

may influence s tudent withdrawal .  

On the basis  of this examination of 

then , it  can be reported that 

provided into the experiences  o f  

little 

the adult 

the re search literature , 

informat ion or  ins ight is 

student s in New Zealand 

secondary schools . There has been no attempt to tap the dynamics and 

comp lexi t ies o f  the everyday experiences of adult s tudents , and little  

by way of  a sub s tantive basis  provided for  any recommendat ions which 

have been made . Much of thi s  li terature 1s primarily concerned with 

providing ' hints ' and ' t ips ' for teachers and schools  as  to ' how ' they 

may ' attract ' and ' manage ' the ir  adult  s tudent s .  In short , the 

exi s t ing literature has done little more than present generalised 

accounts of the return to s choo l  by adult  students ,  almo s t  exc lus ively 

from the point of v1ew of  school s taff , typ ically adopting 

psycho logical termino logy and orientat ions , with only infrequent 

reporting of aspects of the experience from the s tudent perspective . 

What little ' re search ' exis t s , is  limited in extent , or  in detail ,  and 

has re lied on the ' one-off ' que stionnaire or  interv iew format , 

providing little more than a superficial account of  adult s tudent 

experiences  with no more depth than already existing 1n the variety of 

media reports . Indeed ,  the media rema1ns the predominant source of 

adult student perception of the ir experiences at secondary schoo l .  

The most pre s s ing need , then , for re search on the adult students 

1s  that which provides an indepth and systematic analys is  of the ir  

everyday experiences .  Thi s  would appear just ified in that it would 

provide an ho listic v1ew of the exper1ences , rather than the 

superficial accounts  present ly available . From this ,  the prob lems the 

adult s tudents encounter ,  how they adju s t  to the ir s ituations , their  

successes  and fai lures , as we l l  as  the relationships they deve lop with 

others  1n the social context , will  be seen in the wider context of  

their  everyday exper1ences , within and outs ide the schoo l .  Such 

research would provide a more sub s tant ive bas is  for the derivation of  

policy and recommendations which could pertain to the admi s s ion of  

adult students to New Zealand secondary schoo ls - informat ion of use  

not only to schoo l personne l ,  but adult students themselves and those  

re sponsible  for policy formation at all administrat ive levels . In  

short , the fact that adult students form an increas ingly s ignificant 

32 



portion of the New Zealand educat ional system would appear to warrant 

more depth of informat ion than is  presently avai lable  upon which to 

base both po licy and practice . Such depth , it  is  suggested , might 

come from an elaborat ion of the everyday experiences of these  adul t  

students as they return t o  schoo l .  

THE L I TERATURE : THE I NTERNAT I ONAL CONTEXT 

While it appears that New Zealand is un1que 1n the area of adult  

s tudent admis s ions to day-t ime secondary s chool clas ses  in  terms of  

the length of thi s  provis ion and in  the proport ion of populat ion 

undertaking such a return , other countries have adult  students 1n 

secondary school .  For ins tance , Herbert ( 1 9 8 4 )  reports that : 

A survey of On tari o schools by Lorne Rachl i s  for a 
doc toral th esis iden tifi ed 1 38 schools wi th a t  l east 20 
daytime adul t s tuden ts (p eopl e over 18 and out of school 
at l east on e year) . Sixty three of th es e  were el emen tary 
schools wi th 5929 adu l ts in adul t only class es and 75 were 
s econdary schools wi th 346 1 ful l  and part-time adul t 
students in bo th adul t only and mixed-age class es .  

( He rbert , 1 98 4 ,  p . 3 ) 

While the doctoral the s i s  referred to by Herbert was not located 

by the researche r ,  a personal communicat ion from a col league who had 

visited the s ite indicated that this re search had a primary focus upon 

the administrat ive aspects  of dealing with the influx of adult  

s tudents - a maj ority of  whom were invo lved in  courses in English as a 

Second Language - to the particular schoo l .  

Similarly in the United Kingdom there i s  some prov 1 s 1on for adult  

students to return to secondary school .  The Scottish Counc il  for 

Research in Education News let ter (Apri l ,  1 98 4 )  notes that some 950 

adu l t s  were attending dayt ime school  classes  throughout Scot land 

during 1 98 2 / 3 . An art i c le in the Kentish Express ( 1 3  November 1 98 1 ) 

reports that adult students , on a limited bas i s ,  were be ing admitted 

to Ashford divis ion schoo ls  in a scheme termed ' School Link ' . A 

survey of the 1 25 L . E . A ' s 1n Britain received 6 1  rep l ies  which 

reported a number of schoo l s  providing for adult admi s s ions , or  at 
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least ' intere s ted ' 1n develop ing the prov1s 1on as  a future option 

( Community Educat ion, NetworkJ 2( 7 ) ,  July 1 98 2 ) . 

In gene ra l ,  such reports  reflect basic s imilarities with the ir  

New Zealand equivalents .  Again ,  the media accounts from the United 

Kingdom note the ' motivation ' ,  ' achievement ' ,  and general ' reasons for 

return ' as was reported for New Zealand adult s tudents ,  while  o thers  

note that some members of the pub lic  are ' in favour ' of  the notion 

( Times High er Educa tion Suppl emen t, 1 4 . 5 . 82 )  and some are ' opposed ' 

( Sou th Wal es Argus, 1 . 1 0 . 8 1 ) to adult  students returning to s choo l .  

A search of  the l iterature conducted for the author by the 

National Inst itute of Adult Continuing Educat ion, and an extens ive 

corre spondence with many individual s  in the Uni ted Kingdom, provided 

no further ins tances  of more indep th research on adult  student s in 

daytime secondary school  classe s .  Overall , then, it appears that the 

s i tuation 1n the United Kingdom 1s at least s imilar to that in New 

Zealand . Numbers of adult students are being admitted to secondary 

s choo ls along s ide school-aged pup il s ,  yet little re search has been 

undertaken on the experiences  of tho se involved . As  in New Zealand , 

the predominate focus of the United Kingdom re search literature has 

been upon the ' mature age ' student 1n tertiary educat ion ( for 

ins tance , Ashman and Pedder ,  1 980 ; Hopper and Osborn , 1 97 5 ; 

Macdonald,  1 9 78b ) , adult educat ion 1n a general sense ( for ins tance , 

Legge , 1 98 2 ; Michaels , 1 97 8 ; Thompson,  1 980a ) , and upon the 

' community s choo l s ' concept ( for  instance , Fairburn , 1 97 1 ; 

Hutchinson , 1 97 4 ;  Jennings ,  1 980 ; Percy , Powell ,  and Saunders , 1 98 2 ; 

Poster , 1 97 1 , 1 982 ) . 

The literature from other countries , then , adds little to that 

available in New Zealand concerning the return of adult s tudents to 

daytime secondary schoo l classe s . Overal l ,  the literature provides 

little beyond superficial and generalised s tatements ,  often based , at 

best , on single-case interviews or ques t ionnaire data . 

At thi s point , discuss ion has illustrated the historical 

antecedents to the prov i s ion for adult admiss ion to secondary s choo l  

classes , and the nature o f  the existing literature which addre s s e s  the 

situation of the returning student . Howeve r ,  the present 
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investigation also  owe s  something to the ' historical background ' of  

the researcher involved . 

THE INFLUENCES OF THE RE S EARCHER ' S  B I OGRAPHY 

The obj ectives and intentions of  the present research were 

developed over a period of time , and were not solely the outcome of a 

review of the literature and cons iderat ion of the numbers of  adult 

s tudents enro lled in New Zealand secondary schoo l s . There are those  

aspects of the researcher ' s  b iography which also  imp inge upon the 

conduct of the inquiry and requ1re some elaboration at this point 

( Battersby ,  1 98 1 a ;  Burges s ,  1 985b ; Po llard , 1 985 ; Schwartz  and 

Schwartz , 1 9 5 5 ) . Indeed , characteris ing many of the autob iographical 

account s ( se e ,  Burges s ,  1 98 4b ,  1 985a ; Shipman, 1 9 7 6 )  of research 

within educat ional sett ing s  are the autho rs who provide an indicat ion 

of those  aspect s  of the ir biography whi ch have influenced both the 

se lection of a particular area of sociological inquiry and the conduct 

of the research itself . One such source of  influence derived from the 

autho r ' s recent b iography invo lving his  studie s wi thin education , 

sociology, and field research, particularly that emanating from within 

the British ' tradition ' ( for  ins tance , Burge s s ,  1 98 1 c ,  1 98 4a ; 

Corrigan , 1 9 7 9 ;  Hammers ley and Atkinson, 1 98 3 ; Hargreave s ,  1 96 7 ; 

Lacey , 1 970 ; Will is , 1 9 77 ; Woods , 1 9 7 9 ,  1 98 3 ) . However ,  this 

influence was not re stricted to the British literature as other 

sources ( for ins tance ,  Battersby, 1 98 1 ; Schatzman and Straus s ,  1 97 3 ; 

Spradley , 1 98 0 ; Wolcot t ,  1 97 3 )  exerted direct effects  upon the 

conduct of the inquiry . Furthermore , the researcher ' s  ' background ' 

experiences had , 1n the per iod immediately proceeding the pre sent 

inves tigation , invo lved a re search proj e c t  (Battersby, Cocklin,  and 

Vincent , 1 98 3 )  incorporat ing the app licat ion of a variety of 

methodo logical strategies inc luding interviews , 

techniques , que s t ionnaire s ,  and documentary material s . 

observational 

This  re search and study exper1enc e ,  allied with an extens ive 

review of the literature , predisposed the researcher in two general 

direct ions . Firs t ,  towards an apprec iation that the interpre t ive 
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paradigm ( see , Battersby, 1 98 1 a ;  Wood s ,  1 983 ) may provide a more 

valid set of soc iological explanat ions of human behaviou r ,  through its  

emphasis  upon the active , individual and idiosyncrat ic  nature of 

people in the social context . Second , and re lated to the foregoing , 

the researcher adopted a view that the everyday experiences  of  adult 

student s were individualistic , interactive and ongo ing . Furthermore , 

it was cons idered that : these  exper1ences could result in persona l ,  

and sometime s s i tuat iona l ,  change ; they did not neces sarily p roceed 

at an even pace ; critical  event s could occur ,  and do so  1n a variety 

of patterns ; and sources of influence upon an adult  s tudent could be 

varied and individualistic . 

The selec t ion of the particular g roup and obj ectives for the 

re search, and indeed aspects of the implementat ion of research 

strategies ,  also  owe something to the background and experiences  of  

the re searcher prior to  his  full-t ime student status at  university .  

During the early stage s o f  a 1 0-year career a s  a secondary s choo l  

science teache r ,  the author was party t o  the debates  1n a Boys ' 

College regarding the admi s s ion of  adult student s to secondary s choo l 

classrooms , both during the Educat ional Development Conference and the 

imp lementation of the recommendat ions which occurred in the mid-

1 970 ' s . Some of the staff members were concerned that the schoo l  was 

under an ob l igat ion to admit women student s to a s ituat ion lacking 

fac ilities - such as toilets and a p lace where they might relax 

between clas ses  - to cater for them . As a result of these views , such 

members of the teaching staff recommended that either the s choo l  not 

admit women s tudents or ,  should such ent ry be  allowed ,  that they not 

be expected to have the se s tudents 1n their cla s se s . While  this 

remained a perspective held by these  teachers , the fo llowing year saw 

the admiss ion of  the first adult students to the school .  Two of 

these , both women,  were allocated to the researcher ' s  Fifth Form 

B iology class . Initially,  this brought some personal concerns . 

First , both student s were older than the author ,  who was 1n his  fourth 

year as a teacher . Second , they were placed 1n a class  of 30 second­

year Fifth Form boys , perhap s best described as a ' difficult ' group 1n 

terms of discipl ine and work habi ts . Finally, there was a lack of 

information , and expert ise on the teacher ' s  behalf , as to how such 

students should be taught , or treated , in the class room . By the end 
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of the year,  both adult  student s attained succes s  �n the School  

Certificate examination and , sub j ec t ively, appeared to  have ' improved ' 

the c lassroom situation and to have ' enj oyed ' the expe rience . Desp ite 

this contact ,  the author cons idered that he lacked a real ins ight into 

such issues as : 

( a )  What are the characteristics  and background of 

the se adult  students?  

(b )  Why do  they return to  school ?  

( c )  What are the ir experiences as  adult s tudent s ?  

I t  was � n  cons ideration of the s e  general issue s that the 

select ion of adult  students as a group in the pre sent research context 

proceeded . In addit ion, the rev �ew of the research literature 

indicated that little progres s  had been made towards addres s ing thes e  

concerns during the intervening years between the author ' s  teaching 

experience with · these students and the time this study . was begun . 

Those  few accounts which did exist , as discus sed previously,  primarily 

repo rted the generalized s tatement s of Princ ipal s or  teachers  as they 

reflected upon their exper �ences of their  schoo l ' s  invo lvement with 

adult  students .  The perspec t ive of the adult s tudents could only be 

derived from reports in the media ( for ins tance , Guardian, 1 0 . 5 . 83 ;  

Wairarapa Times Age, 1 1  . 6 . 8 3 ;  Th e Dominion, 1 3 . 3 . 84 ) . The se  

ac counts ,  which further inf luenced the direction of the present 

research, indicated that s tudents ' backgrounds , the ir reasons for 

return , and the 

individualistic . 

nature of  the exper�ence are all  highly 

These  po ints we re also sub stant iated by the 

experiences of a ne ighbour who , �n 1 98 2 ,  had returned to schoo l as an 

adult  s tudent . On the bas is of comment s she made to the author at 

thi s  time , it appeared that �ssues such as ' home- life ' ,  

' relationships '  - within and outs ide the schoo l ,  adjus tments to the 

ro le of ' s tudent ' ,  ' s tudy requirements ' ,  and her personal 

achievements ,  formed part of multi-dimens ional , dynamic ,  ongo ing , and 

interact ive processes occurr�ng within the everyday experiences of 

such students .  

A further aspect of the pre sent study also  derived from the 

author ' s  review of the literature and his own subj ective experiences 

1n app lying methodo log ical strategies �n a long itudinal re search 
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project . In short , and as  will be elabo rated in the following 

chapte r ,  this was a percept ion that there was a dearth of account ing 

for the ' realities ' ,  as opposed to the ' ideals ' ,  of  the research 

proce s s  in the maj ority of the literature reporting research in 

educat ional setting s ,  certainly at the time the s tudy was initiated . 

THE RESEARCH PROBLEM 

In light of the background , rev�ew of the literature , and 

predispositions elaborated in this chapter , the present s tudy focussed  

on  a group of adult s tudents in  secondary s chool  and sought to achieve 

the following broad obj ec t ives : 

1 .  To estab l ish a profile of the adult s tudent on the 

bas is of a selected sample ; and , 

2 .  To derive from an indep th and systemat ic v�ew of  the 

everyday experiences  of  this samp le an account of 

the proce s se s  invo lved in becoming an adult student . 

With these obj ectives prov ided , it rema�ns to summar�se the 

present chapter prior to the discus s ion of the research de s ign and 

methodo logical strateg ies adopted in this study . 

SUMMARY 

3 8  

During a decade of  prov�s �on , and a continuing growth i n  numbers  

resulting in the format ion of a s ignificant population,  a review of  the 

literature demonstrates  that little attention has focus sed upon the 

adult  student in day-t ime secondary schoo l classes . What literature is  

avai lable , reports general ized teacher percept ions of  the processes  and 

circums tances of these student s ,  with perhaps only the media conveying 

some impress ions of adult student perspectives . Furthermore , the 

forego ing rev iew of the literature indicated that the account s reflect  

predominantly a predispo s i t ion towards psycho logical exp lanat ions and 
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terminology of ' human behaviour ' providing no  e laboration of  the 

experiences or proce sses invo lved in becoming an adult  student . 

As an outcome , then, of both the rev�ew of  the literature and 

researcher biography , the author se lected to focus upon the adult  

s tudent in  a New Zealand secondary schoo l .  In particular,  and further 

ref lecting the literature and predispos itions , the pre sent s tudy had as  

a priority to  provide a preliminary account of the experiences faced by 

such adult s tudents . Thi s  was to occur through the provis ion of a 

profile of  the adult student , based upon a selected samp le , and then the 

indepth and systematic analys i s  of the everyday s i tuations faced by this 

group of  adult students . A second priority for the study was also  

derived from both the literature and researcher biography , and concerned 

the generalised ' aim ' of providing an ongo �ng detai led account of the 

research proce s s  itse l f .  

I n  turn , these two priorities underpinned ,  and were themse lves 

elaborated by , the determination of an appropriate research des ign and 

methodo logy as is discussed in the fo llowing chapter . 



CHAPTE R TWO 

R E S E A R CH D E S I GN 

AN D M E T HO D O L O GY 

Thi s  chap ter di scusses : (a) the research design adop ted; 
(b) the his tori cal an teceden ts of the me thodology; (c) 
the ethical principles underpinning the research ; (d) 
the selec tion and basic  charac teri s ti cs of the si te and 
sample;  and, (e) de tai ls  of the me thodologi cal 
stra tegi es and their applica tion in the inves tiga tion .  

While it 1 s  pos s ible  to pre sent the a1ms o f  research 1n a 

relatively conc1se form during the wr it ing of a final report , this 

tends to neg lect the developmental processes  which charac terise mos t  

investigations . Indeed , such a presentat ion tends to ally itself  with 

the somewhat fai t  accompl i  mode l of research writ ing , pe rpetuating an 

' ideal ' l inear research proce ss  whereby the researcher starts with a 

prob lem, collects data , analyse s thi s data , then writes a final report 

( see , Burge s s ,  1 984b , 1 98 S a ) . From such a mode l ,  an impre s s ion 1s  

often gained of a comp letely orderly,  unprob lematic proces s ,  more so  

when no ment ion is made of the me thodo log ical , ethical , socia l ,  or  

po litical pitfal l s ,  prob lems and dilemmas which face the researcher 

during the conduct of an inquiry ( see ,  Battersby, 1 980 ; Cockl in , 

1 985a ) . For instance ,  such we ll-known studies as  tho se  by  Corrigan 

( 1 9 7 9 ) , Hargreaves ( 1 96 7 ) , Jackson ( 1 968 ) ,  Smith and Geoffrey ( 1 968 ) ,  

and Willis ( 1 9 7 7 ) , exc lude any discuss ion of the is sues and di lemmas 

fac ing the researche r conducting fie ldwork in educational settings , 

beyond the occas ional provis ion of a brief methodo log ical appendix to 

the re search report . As Bates ( 1 9 8 0 )  argue s ,  such ins tances may be 

interpreted as represent ing the cont inuat ion of the ideo logical 

as sump tion that ' research ' ,  part icularly within the ' idea l / l inear ' 

40 



form ,  progresses  in a sys temat ic  process �on of discrete ' stage s ' from 

incept ion to conc lus ion devoid of social  or p�litical influence s .  

However ,  this mode l has been subj ected to an increas ing level of 

crit ique and there �s  a cons iderab le body of literature from areas 

such as the natural sc �ences ( for ins tance , Watson , 1 96 8 )  and from 

socio logy and anthropo logy ( for ins tance , Becke r ,  1 958 , 1 96 4 ;  

Bulmer ,  1 9 77a ,  1 98 2b ;  Cas s e l l ,  1 980 ; Cas sell and Wax , 1 980 ; Roth,  

1 96 2 ; J . E .  Sieber ,  1 98 2 ; Sj oberg , 1 9 6 7 a ;  Wax , 1 9 5 7 )  which reminds 

the researcher that the conduct  of an �nqu�ry is an immanent ly social 

proce s s . As such , research invo lve s numerous prob lems with 

cons iderable overlap and interrelat ionship between ' phases ' ,  producing 

a non- linear re search proces s  ( see , Burge s s ,  1 98 2 i ) . The 

cons iderat ion of such issues has given rise to the presentat ion of 

autobiographical accounts de tai l ing the actual , as d i s t inct from the 

ideal , conduct of research . Among thi s  literature , the works by 

Powdermaker ( 1 9 6 6 ) , Whyte ( 1 9 5 5 ) , and collections edited by Bell  and 

Ence l  ( 1 97 8 ) , Bell and Newby ( 1 9 7 7 ) , Bell and Roberts ( 1 98 4 ) , 

Habenstein ( 1 9 7 0 ) , Hammond ( 1 96 4 ) , Roberts ( 1 98 1 ) ,  Shipman ( 1 9 76 ) ,  and 

Vidich,  Bensman and Stein ( 1 96 4 )  provide examples . Yet ,  whi le there 

has been a cons iderab le growth �n the applicat ion of qualitative 

methods  in the field of education, such accounts from educational 

settings are in the ma�n relatively rare . As Burgess  ( 1 984b ) note s : 

. . .  we lack firs t-hand autobi ographical accounts on 
qual i tati ve res earch 1n educa ti onal s ettings whi ch 
highl ight  th e principl es and processes invol ved in th e 
a c tual conduct of social  res earch . 

( Burges s ,  1 984b , pp . 7 -8 ) 

One of the intent ions of thi s  the s i s , then , � s  to document as  

fully as  possible  the princ iples and processes  of thi s  s tudy of adult  

students  returning to  secondary school . Thi s  will  invo lve the 

provis ion of an autobiographical component to the report so as to 

indicate the nature of the " . . .  suc ces s ,  failure and d i s covery dur ing a 

research proj ect" ( Burge ss , 1 98 4b ,  p . 9 ) . 
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THE F I ELD RE SEARCH APPROACH 

In deve lop ing a de s ign and me thodo logy for the research, Trow ' s  

( 1 957 , p . 3 3 )  inj unct ion was adhered to , name ly, that : " . . .  the 

research prob lem under inves t igat ion p roperly dictates the me thod of 

investigat ion" . On the bas is of ·this dictum, it was evident that the 

obj ect ives of the present research required a longitudinal form of 

inves t igation and , furthermore , that field research methods would 

provide the indepth and systematic  view of the day- to-day experiences 

during the year these adult student s spent at secondary schoo l .  For 

the present s tudy , the rat ionale for the adoption of this particular 

approach was based on the as sumption that this would mos t  adequately 

yield the broad data base required from such a preliminary and 

exploratory inves t igation . It was also cons idered that such a 

longitudinal study, drawing upon a variety of data-gathering 

technique s ,  would provide the mo st viab le means of arr1v1ng at an 

ho listic  v1ew of the adult student s '  everyday experiences . Thi s  

certainly appears t o  b e  the case when such an approach is contrasted 

with past studie s which, re lying predominantly upon s ing le-case 

interviews or que st ionnaires , have generally produced a somewhat 

superficial and p iecemeal account of these  experiences ( for ins t ance , 

Hogan and Hay , 1 9 7 7 ) . 

Burge s s ,  ( 1 9 8 2 a ,  1 984a)  distinguishe s Field Research as a gener1c 

term for a number of me thodo logical s trategies prov iding for the 

sys tematic and indepth inve s t igat ion of an event , group , ins t itution, 

or geographical locality . Field re search 1n the sense adopted in the 

present the s i s  encompas ses  technique s of partic ipant observat ion , 

interviews , and a number of documentary methods and i s  seen to 

incorporate such approache s as ethnography, case study, qualitat ive 

research , interpretative research, fieldwork and field research as 

conducted by both anthropologists  and sociologists . 2  The v1ew 

proposed by Schatzman and Strauss  ( 1 9 7 3 ) , of  direct influence upon the 

2 It was this terminology which, in turn , created some difficulties in determining a 

title for the present thesis. As each of these ' forms ' of research is often accompanied by an 

implied set of methodological , analytical , and theoret ical perspectives, it was considered 
that while ' field research ' provided a general description of the approach adopted, the title 

should reflect the dominant methodology used, namely ' observation ' . 
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present re search, provides a succ inc t s tatement of the methodo logical 

pos it ion adopted by the field re searcher : 

Th e fi eld research er i s  a methodological pragma tis t. He 
sees any method as a sys tem of stra tegi es and op era tions 
design ed a t  any on e time for getting answers to 
c ertain qu es ti ons abou t events whi ch in terest him. 

( Schatzman and Strauss , 1 9 7 3 ,  p . 7 ) 

I t  should no t be implied , however ,  that field research itself 

provides a panacea 1n the sense of being without its  own inherent 

difficulties . Central to thi s me thod is the researche r as  the main 

instrument of the inve stigation (Burges s ,  1 98 2b ) , which makes the 

conduct of the inquiry itself a social proce s s . Such an interactive 

technique is not without pitfalls and prob lems , many of which are we ll  

documented 1n  the literature ( for instance , Battersby , 1 980 , 1 98 1 a ;  

Becker and Geer ,  1 9 57 ; Burges s ,  1 982a ,  1 984a ,  1 98 4b ,  1 985a ; McCall  

and Simmons , 1 969 ; Schwartz and Schwartz , 1 9 55 ; Wax , 1 957 ) . Thi s  

literature does indicate some of the difficultie s  involved 1n 

observat ion and interv iewing , in relat ionship s with participant s ,  as  

we ll as tho se pertaining to the me thodo logy , ethics , and analys i s . 

In accordance with the ove rall ' intent ion ' of providing an 

autobiographical account of the research proces s ,  part icular prob lems 

which arose during the conduct of this  study will be presented as the 

di scus s ion proceeds .  

F I ELD RE SEARCH : THE HI STOR I CAL CONTEXT 

In 1 983 , the year of the preliminary phases  

invest igation, there existed a cons iderab ly literature 

re sults of applying field research methodolog ies 

of  the present 

reporting the 

1n educational 

settings . Yet ,  few of the se provided much beyond a brief  

methodo logical appendix 

estab lish the methodo logy 

which this author could draw upon 1n order to 

for the present research . Accordingly,  

while this the sis  was directly influenced by the writ ing s of thos e  

lis ted 1n Figure 1 under the heading of Bri tish Educa tional Fi eld 

Res earch, and itself 1S seen as part of thi s  ' t radition ' ,  other fields 

and ' traditions ' were also a source of methodo logical de tail . As 

we ll  as the informat ion derived from the British literature - and the 
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F I G U R E  1 

Educat i onal F i e l d  Research : a Suggested ' Fami l y  Tre e ' 
w i th Selected References 

Thucydide s 1  Tile Peloponnesian Wars ( 5  B . C )  

Descr i p t i v e  reports b y  such a s  traders , ambassador s ,  a rmed forces personnel , 
colon i s t s ,  explorers , and missionar i e s ,  pa r t icula r l y  during period of 

European colon i z a t i on 

V a r i ous quest i onna ire and ear l y  social survey methodologies 

ANTHROPOLOG I CAL BASES 
( 1 870s through 1 920s ) 
Studies by Haddon , R i v e r s ,  
Radc l i f fe-B rown , Boas 

I 
Ma l i nowski ( 1 92 2 )  

I 
F i rth ( 1 936 ) · 

Evans-Pr i t  chard ( 1 937 , 1 94 D )  
Kaberry ( 1 939 ) 
Schapera ( 1 940 ) 
Powdermaker ( 1 96 6 ) 

SOC I OLOG I CAL BASES 
• 

SOC I AL R E S EARCH B A S E  
Booth ( 1 889-1 902 ) 
Webb ( 1 926 ) 
S .  & B .  Webb ( 1 932 ) 

CH I CAGO S CHOOL 
Anderson ( 1 923 ) 
Thrashe r ( 1 927 ) 
W i r t h  ( 1 928 ) 
Shaw ( 1 930 ) 
Cressey ( 1 932 ) 

Wa l l  e r  ( 1 932 ) 

' SOC I AL ANTH ROPOLOGY ' 

R .  & H .  Lynd ( 1 929 , 1 937) 
Warner & Lunt ( 1 941 ) 
Whyte ( 1 95 5 )  
W i l l iams ( 1 956 ) 
F rankenberg ( 1 957 ) 
Bott ( 1 957 , 1 971 ) 
Stacey ( 1 960 ) 
Gans ( 1 962 ) 
Lupton ( 1 96 3 )  

!"""" ' " " ' " " " """" " ' ' " " ' ' ' 
AME R I CAN EDUCA T I ONAL 

F I E L D . R E S E A R C H  
Mead ( 1 951 ) 
Spindler ( 1 95 5 ,  1 96 3 ,  1 97 4 )  
Red f i eld ( 1 95 5 )  
Kne l l  e r  ( 1 96 5 )  
Dumont & Wax ( 1 969 ) 
Roberts ( 1 971 ) 
Wolcott ( 1 967 , 1 971 , 1 97 3 )  
Wax e t  al ( 1 971 ) 

Further ftmerican resea rch , ances try 

l e s s  d i s tinct, of ten ' cl a i med ' by both 

sociology and anth ropolog y ,  e . g :  

Smith & Geoffrey ( 1 968 ) 
Jack son ( 1 968 ) 
Stebbins ( 1 97 5 )  

Roth ( 1 963) 
Seeker ( 1 96 3 )  
Pons ( 1 969 ) 
Humphreys ( 1 970) 
Bell & Newby ( 1 971 ) 
Beynon ( 1 97 3 )  
Spradley & Mann ( 1 97 5 )  
Dingwa l l  ( 1 977 ) 
Atkinson ( 1 9B 1  ) 

B R I T I S H EDUCAT I ON A L  
F I EL D  R E S E A R C H  

l 
T H E  M A N C H E S T E R  S C H O O L  

Hargreaves ( 1 967 ) 
Lacey ( 1 970) 
Lamba r t  ( 1 970 ) 

. I 
Ball ( 1 9B1 ) 
Burgess ( 1 983 ) 

Woods ( 1 979 ) 

Further Bri t i sh research , sociolog i ca l l y  based , 

· ances try l e s s  distinct, i n c l udes i n f l uences from 

such as mar x i s t  theory and symbo l i c  i n teractionism, 

e . g :  

Keddie ( 1 97 1  ) 
Nash ( 1 973) 
Sharp & Green ( 1 97 5 )  
Birks ted ( 1 976 ) 
Chanan & Delamont ( 1 975 )  
Delamont ( 1 976 , 1 98 3 )  
Hammer s l ey ( 1 977 ) 
W i l l i s  ( 1 97 7 )  

Davies ( 1 97B ) 
King ( 1 978 ) 
Corrigan ( 1 979 ) 
Docking ( 1 9BO ) 
Ful ler ( 1 980 ) 
A .  Hargreaves ( 1 980 ) 
Woods ( 1 98Da , b ,  1 983 ) 
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methodo logical writings of Becker ( 1 9 70a ) , Burge s s  ( 1 982a ) , Bogdan and 

B iklen ( 1 98 2 ) , Bulmer ( 1 9 7 7 a ) , Schatzman and Straus s  ( 1 97 3 ) , and 

Spradley ( 1 98 0 )  the deve lopment of the me thodo logy, then,  owes 

something to the historical antecedents and the app licat ion of such 

methods in a variety of s o c ial setting s . The cons ideration of this 

historical deve lopment of the methodological strategies  served a two­

fold purpose . In the firs t ins tance , it located the research as part 

of  the overall his torical context , something which remains re lative ly 

uncommon 1n educat ional settings with some excep t ions ( for  instance , 

Burge s s ,  1 98 1 c ,  1 98 3 ) . Then , as Delamont ( 1 98 1 ) argues ,  a 

cons ideration of both the his torical literature and app lications from 

other sett ings  provided the researcher with a broader range of  

ins ight s into both me thodo logy and interpretat ion than would be  

available should reading be re stricted solely to the educational 

literature . 

From this background of  influences upon the writ ings of other 

authors , and the researcher ' s  own readings within this ' antecedent ' 

li terature , the . methodo logical  s t rategies adopted for this research 

emerged . Thi s ,  however ,  pres ents something of a dilemma . A complete 

rev iew of such an extens ive literature is beyond the scope of thi s  

the s i s , yet such influences  require some form o f  acknowledgement . I t  

i s  for this purpose that Figure 1 i s  provided,  and further details  o f  

the hi storical deve lopment of  field research methodo log ies are 

incorporated in Appendix I whi ch forms an important reference for the 

present sect ion . 

On the basis  of the examination of the his torical context of  

field research methodo logie s ,  two cent ral po ints  

app licat ion of field research methods 1n  education 

emerged . The 

1s  a relatively 

' recent ' phenomenon, and what does exist  is somewhat lacking in its  

provis ion of methodo logical detail although the pub lications by 

Burges s  ( 1 984b , 1 985a , 1 98 5 c ,  1 98 5 d )  during the progres s  of the 

present re search considerab ly augmented what was availab le . As an 

outcome of these cons iderat ions , a subs idiary obj ective was derived 

for this study . Directly re lated to the autob iographical account the 

the s i s  endeavours to convey , this obj ective is stated as seeking : 

To elaborate upon the app lication of field research 

techniques within an educational sett ing . 
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I t  is towards this part icular obj ec t ive that the present the s i s  

seeks to provide details  upon all  aspects  o f  the p rocesses  and conduct 

of the research . 

The preceding di scus s ion has outlined the nature of  the general 

methodological approach adopted for the present s tudy . However ,  it is 

pertinent to note that the particular data gathering technique s 

ut i l i sed were subj ect to developmental proce s s e s  which continued 

throughout the research ' preliminaries ' phase of 1 98 3  and then during 

the fieldwork year of 1 984 . 

As an integral component of the se initial cons iderations of  

methodological strategie s ,  attention was also focussed on  the 

deve lopment of a set of guiding ethical princ iples for the conduct of  

the present investigation . At thi s po int , the s e  principles are 

out l ined in terms of the ir contextual app lication prior  to an account 

of the role adopted by the researcher ,  detai ls of the s i te and sample , 

and the elaboration of the data gathering technique s .  

ETHI CAL PRINC I PLE S IN THE RE SEARCH CONTEXT 

With the ' Codes of Ethics ' of the American Anthropo logical 

As sociation ( see , Spradley , 1 98 0 )  as a guideline , this inve s t igation 

was conducted under a perspective which took an ' open ' rather than 

' covert ' approach,  involving the princ ip le of ' informed consent ' ,  and 

taking steps to provide anonymity for those invo lved through the use 

of code numbers ( see , Cocklin,  1 98 Sa ) . 

A strict adherence to such Codes of Ethics 1n field research 

situat ions is made somewhat prob lematic by the orig in of such codes 

within biomedical research and their  universali s t ic nature ( see , 

Burges s ,  1 984a ; Casse l l ,  1 980 ; Cas sell  and Wax , 1 980 ; Gallihe r ,  

1 98 2 ; Wax , 1 98 2 ) . Ac cordingly ,  the adoption o f  something o f  a ' mid­

po int ' between strict adherence to the Code s and the ' unrestricted ' 

pursuit  of an inquiry appears to be both warranted and just i fied 

(Bower and de Gasparis ,  1 9 7 8 ) . This is  not to sugge s t  that a policy 
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of ' anything goe s ' 1s therefore acceptab le and that the complete 

abrogation of respons ib ility i s  being advocated . As D ingwall  ( 1 980 ) 

remarks , research should be ab le to proceed with a ' c lear consc ience ' 

and many would wish to expre s s  something of a 'moral outcry ' (Ade lman , 

1 985 ) at some of the investigat ions conducted under the name of  field 

research , as  indeed have a number of  authors  ( Burge s s ,  1 98 4a ; 

Horowitz , 1 974 ; Sj oberg , 1 96 7b ) . What doe s seem to be  required,  1n 

connec t ion with all aspects of the ethical conduct of fie ld research , 

is the self-reflect ion upon the 1nqu1ry ( Cas sell  and Wax , 1 98 0 )  

accompanied by the more wide spread discu s s ion and i l lu s t rat ion o f  such 

instances , perhap s 1n the form of ' documented casebooks ' (Trend , 

1 980 ) , or certainly as an integral component in the reporting of  any 

research . The recent trends 1n the educational field research 

literature indicate an increas ing awarene s s  of the need to document 

the ethical component of the re search enterprise as autob iographical 

accounts are provided of thi s aspect of  the inquiry ( fo r  instanc e ,  

Battersby , 1 980 ; Burge s s ,  1 98 1 c , 1 98Sb ; Fuller � 1 98 4 ; Hammers ley , 

1 984 ; King , 1 98 4 ) . Thi s more recent account ing from educational 

settings is  supported by a cons iderab le body of l i terature dealing 

with ethical is sues in the conduct of social research from a var iety 

of fields ( for instance , Barnes ,  1 97 9 ;  Becker ,  1 964 ; Bulmer ,  1 98 2b ; 

Cassel l ,  1 980 , 1 982a ,  1 982b ; Cassell  and Wax , 1 980 ; Horowitz , 1 97 4 ;  

Roth , 1 99 6 2 ; Sieber,  1 982 ; S j oberg , 1 96 7 a ; Wax , 1 98 0 , 1 98 2 ) . 

From a rev 1ew of thi s  literature ( see Appendix J) , it  1 s  

sugges ted that it  is incumbent upon researchers t o  provide some form 

of account ing for the strateg ies  adopted within the day-to-day 

interact ion between themselves and the part icipants ( see , Burges s ,  

1 984a ,  1 984b ; Dingwall ,  1 98 0 )  a s  they re late to the ethical component 

of the research enterprise . I t  1s 1n recognition of this that the 

following discuss ion addresses  the contextual aspects  of the three 

basic guiding principles within which the present research was 

conducted . The l iterature from which the se princip les were derived is  

examined in  greater depth 1n Appendix J which provides a reference 

point and elaborat ion fo r thi s sect ion .  
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THE RE SEARCH S I TUAT ION: ' OPEN ' OR ' CLOSED ' ?  

While ' open ' , rather than ' covert ' ,  approaches were to be  adopted 

1n the pre sent s tudy , it was evident from the research context that 

such a simp le dichotomy did not cover every eventual ity and that some 

elements of ' sec recy ' did exi s t  ( see , Burges s ,  1 98 Sb ; Roth,  1 962 ) . 

As wi ll be detai led later 1n the e laborat ion of  the methodo logical 

strategies ,  for ins tance , there were situations where a ' covert ' 

element was invo lved both in observations and 1n the acce s s  to some 

documentary materials . Certainly , as far as non-part ic ipants within 

the school were concerned, the only potent ial sources of informat ion 

regarding the re searcher ' s  role 1n the school were a brief newspaper 

report of  the investigation and comments po s s ibly made by partic ipants 

in the research . Even in tho se s i tuations where non-part ic ipant s were 

informed of the re search, there was no guarantee that this would be 

understood or recalled . The Office Staff at the schoo l are a case 1n 

po int . Although introduced to them by both the Principal and Adult 

Dean prior to , then 

found that he had to 

seeking informat ion 

School Off ice . 

aga1n during , the fieldwork year ,  the researcher 

restate his pos i tion and ' purpose ' whenever 

or  appointments with senior staff through the 

Also of some concern in the conduct of the research is the extent 

to which tho se  participat ing will tend to ass ign some other s tatus to 

the researcher or make as sump tions regarding the processes  or  focus of 

the study ( see , Burges s ,  1 984a ; Pol lard , 1 985 ; Woods , 1 9 7 9 ) . In  the 

relat ionship s with the teaching staff , for instance , there rema1ns an 

element of concern that the researcher ' s  status , where the Principal 

introduced him as an ' ex- teacher researching adult students ' ,  as sumed 

priority , despite express ions of the intentions to involve them in the 

research . Moreover ,  although partic ipat ing staff members were 

' informed ' that all  comments made to the researcher were likely to be 

recorded , the re appears no way short of cons tantly reminding them of 

the fact that the re searcher can guarantee that they remain aware of 

this aspect of the process . This  re lates part icularly to those  

s ituations in  which ' pa s s ing remarks ' we re made to  the researcher 1n  

the corridors , s taffroom , schoo l grounds , and other occas ions where it  

remains pos s ib le that the teachers were unaware that these  would be  
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recal led and later placed in the fie ldnotes  (Hargreaves ,  1 9 67 ; Woods ,  

1 9 7 9 ) . In such ins tance s ,  however ,  any potential ' conflict ' of ethics 

was resolved when examination of data s o  obtained demons trated that 

it did not " . . 
. . .  �mp �nge on the individuals concerned' '  (Woods , 1 97 9 ,  

p . 300 ) . 

While note-taking and recording served as cons tant ' reminders ' to 

the adult students of the ir  invo lvement �n the re search , even here 

there remains the pos s ib i lity that they might as sume that a particular 

comment �s  of no re levance to the research and unlikely to be 

recorded . Some indicat ion , however ,  that the adult  student s were 

aware of the fact that ' anything ' could be of interest  came from 

instances  where the autho r was told during discuss ions to ' get  this 

down , it could be important ' .  As thi s occurred in a variety of  

instances , and covered a wide range of informat ion, it appears 

possible  to suggest  that the adult students viewed ' all informat ion ' 

as  ' of interest ' to ·  the re search . 

Finally, in relation to the ' openne s s ' adopted , there were tho s e  

s i tuations where the researcher did not follow the dictum of  ' The 

Who le Truth, and Nothing But The Truth ' . In the present research , 

there were occas ions where the ' white lie ' , the ' equivocation ' ,  the 

' s ilence ' ,  and the ' falsely na�ve que stion ' have been adopted as means 

of obtaining more informat ion , protect ing confidentiality,  and to 

prevent undue pres sure and influence be ing exerted upon partic ipant s 

(Atkinson, 1 98 1 ; Bok , 1 9 7 8 ; Burgess , 1 984a) . 

INFORMED CONSENT 

The fact that an open approach 

research forms an integral component of 

was adopted for the present 

the practice of informed 

consent as the researcher �s always wi ll ing to discuss  the res earch 

methodo logy , or himse l f ,  �n response to que stions from the 

participants ( see , Dean , Eichhorn , and Dean , 1 9 69b ) . I t  was thi s  

cons iderat ion which led to the product ion of a ' Letter of Consent ' 

( see Appendix B )  given to all  tho se adult students who part icipated 

in the re search beyond the complet ion of Part 1 of the que s tionnaire 

( see Tables 6 and 8 ) . The contents of this letter also formed the 
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bas i s  of  comments made to each participating staff member at the time 

of our first  meet ing . 

As Oakley ( 1 98 1 ) reports ,  while the researche r may be asked many 

ques tions regarding personal background and the research,  the pre sent 

context saw ,  primarily, background information be ing sought by the 

participants with only ' How ' s  it going? ' -type queries  relating to the 

research proces ses . Al so ,  the re we re no reque sts from partic ipants to 

view the notes the researcher was taking , although , unlike Hamrners ley 

( 1 98 4 ) , no effort s were made to disguise  either the fact that they 

were be ing taken or the actual content . This  app l i e s  only to thos e  

situat ions , however, where note- taking was done with partic ipants 

present , and there were occas ions where notes were made fol lowing a 

conversation or sess �on out o f  v iew of  the partic ipant s . Although 

this  was a strategy of convenience , rather than an attempt to disguise  

note-taking , it still  ra1 ses  the concern that participants were 

unaware of this process . There was only one student , at the very 

beg inning of the fieldwork year ,  who asked about the ' aims ' of the 

research, and he was the first  to rece �ve the standard ' definit ion ' 

which was then incorporated �n the ' outl ine ' ( see  Appendix B )  

presented t o  all  participants ,  name ly, that the researcher was 

' interested �n all  aspects of the experiences during the year , ins ide 

and out s ide the school ' . 

Consent was cont inuously negot iated �n that s tudent s were asked 

to present themselves for interviews and discuss ions , they will ing ly 

accepted the presence of the author and his recording of their  

conversations , and completed que s t ionnaires and documentary materials 

for him, all  under the princ ip le of emphas i sing the ir  ' voluntary 

partic ipat ion ' .  The fact that some adult students did ' decline ' to 

take part 1n the study , either from the out set or ' withdrew ' at a 

later stage , perhaps indicates the succes s  of thi s aspect of the 

research . A full  assessment of the ir understanding of the princ ip le 

of informed consent would requ1re an examination of the reasons for 

their non-participation which, 1n most  cases , was not forthcoming 

desp ite efforts made to elicit the information.  

During the pre sent inve s t igation, the only ' concern ' expressed by 
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participants - a few adult s tudent s ,  and many of  the teachers­

regarding the re search, invo lved the ' anonymity ' of response s .  

' ANONYMITY ' THE USE O F  CODE NAME S 

In response to such enqu1r1e s ,  a s  part of the princ ip le of 

informed consent , and in cons ideration of  the literature pertaining to 

the recording and dis semination of data ( fo r  ins tanc e ,  Morgan , 1 98 2 ; 

J . E . , Sieber ,  1 98 2 ) , the participant s were told that code numbers 

would be utilised 1n the pre sent research . At the same time , they 

were informed that thi s  proce s s  could no t be taken as a ' guarantee ' of  

comp lete anonymity , and certainly the identificat ion of s i t e  and 

perhaps sample rema1ns a pos s ib i lity,  parti cularly 1n a relat ive ly 

small  country such as New Zealand . While  every effort has been made 

to protect ident ity,  inc luding that brought about by the de lay between 

the fieldwork and the disseminat ion of data, the adopt ion of code 

numbers does not neces sarily prec lude ident if icat ion . 

Also re lated to this  aspect of 

ethical cons iderat ions , there 

presentat ion , and even recording , of 

' anonymity ' , as wel l  as o ther 

are those  situat ions where the 

data 1s influenced by ethical 

1ssues . In some instances , dec is ions have been taken to present the 

inc ident wi thout providing the details  given by the partic ipant ( see , 

Burges s ,  1 98Sb ) . One adult student provided very detai led account s of  

an ongo ing relat ionship with a married man - including such aspect s  as  

names ,  date s ,  and locat ions - as  a source of  influence upon her  during 

the course of the year . For obv ious reasons , such detail  has been 

deleted . 

With this account of the guiding ethical princ iples provided ,  and 

the recognition that these exerted influence upon conduct in the field 

( see , Cassell  and Wax , 1 98 0 ) , cons iderat ion 1s  now given to the 

processes leading to the adoption of the ro le  of ' researcher ' 1n the 

present study . 
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THE RE S EARCHER ROLE 

In determining the role to be adopted , a number of alternatives 

were briefly cons idered . As Wo lcott ( 1 97 5 )  exp lains , the potential 

researcher i s  somewhat cons trained by the roles which are availab le in 

the schoo l .  Along with that of ' researcher ' ,  the only roles 

apparent ly open for the present re search were those  of  ' teache r '  or  

' adult student ' .  

The role of ' teacher ' was rej ected as it offered no guarantees 

that any adult  s tudents would neces sarily either take the author ' s  

specialist  subj ects of Sc ience and Biology or be a s s igned 1n any 

numbers to his clas ses . While , in other situations ( see , Burge s s , 

1 984a ; Hargreave s ,  1 96 7 ; Lacey, 1 9 7 0 ) , researchers have taken a role 

as teacher in order to , at least  in part , provide some ' return ' to the 

school for access  to the s ite , it was con s idered that the re strict ions 

this would p lace upon the present research far outweighed any bene fit 

likely to accrue , either to the re searcher or  the schoo l .  In light of  

the researche r ' s  own prtor expertences ( see Chapter  One ) as  a 

secondary schoo l teache r ,  with adult  s tudents ,  there appeared little 

po int in undertaking any official ro le as a teacher ,  more so  with the 

particular focus of the research be ing upon the adult  student 

experience . 

researcher 

As Woods ( 1 9 7 9 )  report s from a simi lar s i tuation, the 

was already fami l iar with school life and teacher 

perceptions , and thi s  was seen as  allowing for the advantage of 

adopting the role of researcher unencumbered by the ob l igations , 

commitments and conflicts  inherent in trying to meet  the requirement s 

of a teaching role . 

The second ' role ' ,  that of adult s tudent , was summarily dismis sed 

as it imp l ied the adoption of a ' di sgui se ' involving the rej ection of 

the basic ethical princ ip les of the re search . 

Some cons ideration was also gtven to attending clas ses , along 

with the adult student s ,  in the role of ' researcher ' . The logistical 

problems prec luded thi s opt ion as adult student s were to be found in a 

variety of clas ses , and form leve l s ,  at any one time . As we l l ,  there 

was no ' group ' who could be fol lowed through a selection of subj ect s . 
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There was also the ethical issue that the presence of  the researche r  

i n  the c lass room, under the b a s i c  tene ts  o f  the research, would 

require negotiation of  access and info·rmed consent with all  those  in 

the clas s .  Such a procedure would have entailed acce s s  negot iation 

with the Department of Education,  Educat ion Board , parents , pup i l s , 

teacher ,  and adult s tudent s .  In addition , the author was aware that 

mos t  teachers would probab ly be somewhat reluctant about having 

another adult present 1n the room ,  part icularly if they saw the 

vis itor 1n some form of j udgemental ro le (Burges s , 1 98 5b )  or as a 

' spy ' ( Battersby, 1 98 0 ) . As s taff members were aware of the 

researche r ' s  former status as a teacher ,  these  pos s ibilities  appeared 

to effect ively prec lude any classroom ob servations 1n the pre sent 

research s ituation . 

On the bas is of these  cons iderat ions , the role of ' researcher ' 

was adopted and maintained throughout the re search , further detail s  of 

which wil l  be cons idered when discus s ion addres se s  the top ic of field 

re lat ionships later in this chapter . In the present context , thi s  

ro le may b e  stated as  as sum1ng the characteri stics  of a somewhat 

' marg inal position ' (Woods , 1 97 9 ) . The re searche r was ' involved ' in 

the relationships developed within the research proces s ,  and from 

these  came to be ' ident ified ' as ' part ' of the framework of the 

s i tuation , yet did not undertake a role typ ically identified with the 

inst i tution . This role of ' researcher ' was also variou s ly 

' interpreted ' by tho se  1n the schoo l and there were s ituat ions where 

it appeared that it was he ld to mean , among others , ' counsellor ' ,  

' confidant ' ,  ' j udge ' ,  ' ex-teacher ' ,  ' expert ' ,  and ' arb iter ' in matters 

of dispute . It  was 1n v1ew of these , that all participants were 

' informed ' of the re searcher role , and attempts  were made to adopt a 

non-j udgemental posit ion and to at least m1n1m1ze  researcher effect s .  

To this po int , discus s ion has presented an out l ine of the general 

approach adopted to meet  the research obj ectives , the ethical 

princ iples which underp inned the conduct of the investigation, and the 

role adopted within the field . In the fo llowing sections , firs t ,  the 

site , then the sample ,  and finally the details of methodo logical 

strategies emp loyed are examined . 
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THE RE SEARCH SETT ING 

Fo l lowing from the selection of adult s tudents in secondary 

s choo l  as the focus of the research , the derivation of obj ective s 

from the re search prob lem,  and while cons iderations as  to methodo logy 

and ethical princ ip les continued , attent ion was directed towards 

e s tab li shing pos s ible s ites  for the conduct of  the study . It was 

during this  proces s  that the researcher made an examinat ion of  

nat ional enro lment stat i s t ic s  ( see Tab le 1 )  in  order to ascertain 

numbers of such students ove rall and at part icular s chools . From both 

the re search literature ( fo r  instance , Leggatt ,  1 97 5 ; Hogan and Hay, 

1 97 7 )  and media reports it was evident that a number of the adult 

s tudents enrolled at the beg inning of a year would be like ly to leave 

schoo l ,  many within a few weeks of commenc ing their  studies . In 

following the procedure s of ' ca s ing the j o int ' ( Schatzman and Strauss , 

1 97 3 ) , it  appeared appropriate to use numbers of adult students 

enrol led at a school  as  one of the initial criter ia of select ion of 

the s ite . While no ' minimum ' number was envisaged , the concept of 

' suitab ility ' of the site  propo sed by Schatzman and Strauss ( 1 97 3 )  was 

taken to suggest  that numbers  should at least be ' sufficient ' to 

ensure that some remained at s choo l  fo r the course of the year of 

fieldwork . The other criterion , forming the second ' structural 

condition ' ( Glaser and Straus s ,  1 96 7 ) , concerned the need for any s i te 

incorporating methodo log ical strateg ies of intens ive observat ion to be 

within a reasonab le trave ll ing dis tance for the re searcher ,  conforming 

to the strictures of the resources of time and finance available . 

The se processes  of initial  select ion indicated that of the s 1x 

schools  within the requirement of distance ( approximately 20-30 

ki lometers ) ,  only two sat isfied the criteria of numbers . 3  

Accordingly, at tent ion was directed towards thes e  two schoo ls  

3 Of the other schools , three had no adult students enrolled in either 1982 or 1983 , 

the year before and year of initial selection. The remaining school,  at the upper limit of  

the distance criterion, had eight adult students enrolled in 1 982 and 1 6  in 1983, numbers 

which were cor�idered as ' insufficient ' to justify selection. 
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with the following numbers of  adult students enrolled : 4 

Part-tin1e Full-t ime 

Site A :  1 98 2 : 1 7 1  4 
1 98 3 : 1 2 2 6 

S ite B :  1 98 2 :  2 1  30 
1 98 3 :  3 4  2 8  

B y  early June of 1 98 3 ,  the pre-fieldwork yea r ,  two potent ial 

sites satis fying the structural condit ions of  dis tance and numbers had 

been identified . S  The final 

joint ' ,  whe re the researcher 

phase  of the proce s s  of ' cas ing the 

gathers  information regard ing the s ite 

and peopl e ,  and prepares to negotiate acce s s , was then undertaken . To 

a certain extent , much of this informat ion had already been gathered 

from the proces s e s  of initial  se lec tion and the researcher ' s  own 

background of experiences  as a secondary school teacher . This final 

phase was therefore more concerned with comp leting the proces s  of s ite 

selection and negot iat ing acce s s . The fo llowing discu s s ion examine s 

this  negotiation of  access  and s i te select ion which then resulted 1n 

' S ite B '  becoming the schoo l  where the inve s t igation was conducted . 

4 TI:!ese figures were derived frcm Department of Education March Returns (Form 

EZ/ 1 77 ) . It is appropriate at this point to note that s011e drubt exists as to the figures 

for Site A, at least, as representing the actual situation. First , from examination of the 
Department Returns , there were situations where it was not possible to distinguish accurately 

between numbers of 'part-time ' adult students and ' part-t ime '  p..1pils . Furthermore , these 

figures scmetimes appeared to refer also to those enrolled in Pre-employment courses , as sane 

schools considered these as ' adult students ' .  Finally , the Dean at the school expressed 

' surprise ' that there were ' that many ' , considering that it was ' less than that ' . Tile general 

impression gained, was that both sctxx>ls had similar numbers , with Site B having more at the 

mid-year stage when the schools were visited. While this , to scme extent , calls into question 

the overall accuracy of the figures presented in Chapter One for adult student enrolments , it 

is still held that such cases as Site A do not necessarily detract frcm the point that 

' significant numbers ' of adult students attend New Zealand secondary schools . 

5 A further sctxx>l was to also be involved during the fieldwork year . Located scme 

1 00 kilcmeters distant , this school was visited on a few occasions azxi the adult student 

questioxmaire azxi scme interviews were corxiucted with a sample of adult students . This site 

had been selected on the basis that it had a creche and was situated in a small rural 

camunity. However , data has not been incorporated in the thesis from this school as it was 

considered that the methodological difficulties - both those resulting frcm the factors of 

distance and infrequent visits as well as the point that there was little consistency of 

involvement among the sample over the year - were such as to render this inappropriate . In 

addition, a consideration of the data available from this site indicated that little that was 

different was to be gained. Accordingly, as did Hammersley ( 1 984) , a decision was taken to 

focus upon the one site for inclusion in the present thesis . 
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ENTRY TO THE F I ELD : NEGOT IAT I NG ACCE S S  

The is sue of access  to the research s ite , and subs equent ly to the 

sample , has received scant attent ion in much of the literature . While 

such methodo logical texts  as  those by Schatzman and Straus s  ( 1 97 3 ) ) 

and Spradley ( 1 980 ) indicate the vital role negot iating acce s s  p lays 

in the research, they provide only broad guideline s wi thout presenting 

the researcher with much depth of informat ion regarding this 

particularly important , and often difficu l t ,  aspect of the research 

proce s s . In much of the literature pertaining to educat ion settings , 

acces s ,  where it is discussed  at  all , is  often pre sented in terms of  

the unproblematic task of  ' seeking permiss ion ' ( for ins tance , 

Hargreaves ,  1 967 ; Lacey, 1 976 ) to conduct the research 1n a 

particular school . The autob iographical accounts of  field re search 1n 

other setting s ( for ins tance , Bell  and Encel ,  1 97 8 ; Bulme r ,  1 98 2b ; 

Habens tein, 1 9 70 ; Harnmond , 1 9 64 ; Whyte ,  1 955 ) , on the other hand , 

remind the re searcher that is sue s of access 1mp1nge upon many aspects 

concerning the conduct of  an investigat ion . 

In order to supplement tho se few accounts  of acce s s  1n 

educat ional settings ( see , Battersby, 1 98 1 ; Burges s ,  1 98 1 c )  which 

were availab le to thi s  re searche r ,  and to comp lement those which 

appeared during the conduct of the present study ( for instance , 

Burges s ,  1 985b ; Delamont , 1 98 4a ;  Ful ler , 1 984 ; Hammers ley , 1 984 ; 

King , 1 98 4 ) , and to indicate inf luences  upon the pre sent re search , an 

account of the negot iation of acce s s  to the site i s  presented . At a 

later po int in this chapte r ,  the 1ssue s of acce s s  to the samp le of 

partic ipants will be cons ide red . 

Acce s s  To The Scho o l  

To addres s  this is sue , it 1s neces sary to return to the period 

of May-June 1 98 3  and indicate the events which transpired 1n re spect 

of the schoo ls earlier referred to as ' S ite A '  and ' S ite B ' . 
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As the proce sses  of acce s s  were integrally re lated to those  of 

s ite selection at thi s  stage , the mos t  expedient course appeared to be 

for the researcher to approach the schools in the firs t instance , 

seeking any further nego tiation of access after selection was 

completed . I t  was whi le the author was cons idering with whom this 

initial contact should be e s tablished that a resolut ion to this 

' difficulty ' occurred . At the time , an article appeared 1n a local 

give-away newspaper ( Guardian, 1 0 . 5 . 8 3 )  reporting comments concern1ng 

adult students at ' Site A '  and ' S ite B ' . Dominating this repo rt were 

remarks from the Dean of Adult  Student s at each schoo l  concerning such 

aspects of the experiences as the reasons for the return to s choo l ,  

difficulties faced , and achievements made by the ir  students .  In  

short , this report reflected many of  the same concerns which the 

author had arrived at from his own de liberat ions . Thi s ,  it  seeme d ,  

pre sented an ideal so lution by providing points of contac t ,  and mutual 

concerns , through which initial  access  might be achieved . 

With the art icle appear1ng during the May school  vacation , contact 

was delayed , firs t , until  the start of the winter Term and , second , 

while the author comp leted the processes  of  ' casing the j o int ' as  far 

as avai lab le information al lowed . By June of  1 983  it was evident that 

further information,  and any process  of selection, could only be 

achieved through e s tablishing contact with the s choo l  and the people 

concerned . It  was at thi s point that the author formulated a letter 

to each Dean ( see Appendix A)  which introduced the researche r ,  noted 

the source of the ir name , and out lined the ' general intent ions ' of  the 

research . The letter conc luded with the sugge s t ion that they may 

wish to contac t the re searcher to discu s s  ' mutual concerns ' .  

I t  was during the ensu1ng meeting with each Dean 1n July,  1 98 3 ,  

that the proces s e s  of ini t ial access  and final se lection were 

comp leted . The re searcher viewed the se mee tings as having a two-fold 

purpose : firs t ,  to e laborate and exp lain the research ; and , second , 

to obtain informat ion regarding the schoo l and its populat ion which 

might aid in de termining the suitabil ity of the s ite  for the conduct 

of  the research . As  part of thi s latter purpose ,  primary importance 

was attached to the Dean as  a ' sponso r '  of the re search and that 

dec is ions relat ing to the selection of the s i te could be based on the 

discuss ion wh ich we he ld . In thi s respect ,  it  was seen as 
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fac ilitating the progre s s  of the study if the Dean should exhibit an 

intere s t  and unders tanding of  the research and a willingne s s  and 

ab ility to provide information . 

While the contact with the Dean at ' Site A '  was open and 

friendly, these  select ion criteria were not sat i s fied . In addition, 

this Dean reported that there were ' probably only three ' ful l-time 

adult  students at the schoo l  and seemed unsure o f  exact numbers , or  

of subj ects be ing taken , of those attending part-time . From the 

conversation, it did appear that there were cons iderab ly fewer 

attending by this mid-year s tage than indicated by the March 

enrolment statistics  presented earlier 1n this section . Finally,  

when the researcher outl ined the ob servational s t rategies to be 

emp loyed , noting that the se would be best served by acce s s  to groups 

of adult student s out of the c lassroom, the Dean fe lt  this cou ld not 

be achieved as the school  did not provide any p lace for the adult 

students to gather togethe r .  These factors , then,  lee to the 

rej ection of this schoo l  as a si te for the conduc t  of  the research . 

However,  one factor which did emerge from this d i s cu s s ion concerned 

the ways 1n which a re searche r ' s  b iography may exert some influence 

upon the conduct of an inves t igat ion . At the early stages of our 

meet ing , it was es tablished that the Dean and the re searcher had both 

attended the same secondary s chool as pupils  and had a number of 

mutual acquaintances .  The autho r ' s  percept ion was that this went some 

way towards establishing an initial rapport which was then a s s i s ted 

when the researcher ment ioned his own exper iences and background as a 

secondary teacher . Although not to imply that acces s  and rapport were 

condit ional upon this  b iography , it did appear to contribute somewhat 

to the estab lishment of the relat ionship ( see , Woods ,  1 97 9 ) . Indeed , 

such was this perception that it was dec ided to make this b iography a 

point to be raised in the meet ing with the Dean at ' S ite B '  the 

fol lowing day . 

At ' S ite B ' , the Dean ( D . 1 )  expre s sed cons iderable interes t  1n 

the pro j ect , suggest ing it was ' long overdue ' ,  and exhibited an 

understanding and apprec iation of  the proposed methodology offering to 

prov ide ' every assistance ' during the conduct of  the research . 

Indeed , without any sugge s t ion on the author ' s  behalf  and prior to the 

methodo logy be ing discussed,  D . 1  prov ided the researcher with a few 
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examples of the adult s tudent files  he ld by the s choo l  containing some 

b iographical information and reports on progre s s . In thi s case , 

access extended to confidential files and can take place wi thout the 

awarenes s  of those  being discus sed ( see , Burges s ,  1 984a) , and 

illustrates the ' power ' of those granting access within a 

hierarchical organisat ion . However,  perhap s contributing to D . 1 ' s  

' opennes s ' ,  the se files were provided after she had been made aware of  

the researcher ' s  former status as  a teacher and occurred only after 

some time had been spent in discuss ion . Whether or not this was the 

case in this particular instance , the researcher ' s  ex-teacher status 

did appear to exert some inf luence and as sume some importance in the 

research context as wi l l  be evident at later points within this 

thesis . 

As the Dean at ' S ite B ' , then,  met the final selection criteria 

and the s i te presented all  the condit ions of numbers of s tudents and 

context for observat ional methodo logies , this was adopted as the 

location for the present inve s t igation . By July 1 98 3 ,  processes  of 

selection and initial access  had determined the s ite for the conduct 

of the fie ldwork in the fol lowing year . Furthermore , it  had been 

arranged for the researche r to hold some meeting s later in the year 

with tho se  adult students present in 1 98 3 ,  as a means of gaining some 

general impressions of them and some indications of the ease with 

which relat ionships could be es tabli shed . 

However ,  one further proces s  of access  required to be negotiated . 

I t  was still  neces sary for the researcher to meet with the s choo l 

Principal 1n order that personal contact and approval could be 

es tablished ,  for it 1 s  this indiv idual who exerc ises  the role of 

pr1mary ' gatekeeper '  ( see , Wolcott ,  1 9 7 1 ) within the schoo l . At the 

meet ing he ld in October 1 98 3 ,  coinc iding with that with the group of 

adult students , it was evident that D . 1 had already informed the 

Principal of the intended research . She had provided him with the 

letter written to he r ,  reported our conversat ion regarding the 

re search intent ions , and informed the Princ ipal ( P . 1 )  of the 

researcher ' s  former status as a teacher , a b iographical feature which 

dominated the meeting and to which P . 1 appeared to attach cons iderable 

s ignificance . It  was during thi s  di scuss ion that the Princ ipal noted 

that thi s former status and the proposed ' full year ' of fieldwork 
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would ensure more attention to the ' real i t ies ' of s choo l ing than , as 

he termed it, the ' usual garbage ' from those ' unfamil iar ' with the 

situat ion and bas ing finding s on ' one visit ' which was the ' no rmal ' 

type of  invest igation ( see , Woods ,  1 9 7 9 ) . In  relat ion to the 

research, and in his view fulfill ing the final s tage s of ' seeking 

approval ' to involve this particu lar s choo l ,  P . 1 ' s  main concern was 

that the Board of Governors be informed of the propo sed study . While  

he undertook to do this at the ir next meeting , the researcher 

sugges ted that this be supported by a letter out lining the proposed 

research . The Principal readi ly accepted this offe r ,  suggesting that 

the letter ( see Appendix A) be  sent to him just  prior to the start of 

the fie ldwork and that he would then place it  on file  for the Board of 

Governors . 

As an outcome of this mee t ing with P . 1 ,  full co-operation of  the 

' who le schoo l ' , acce s s  to staff , students ,  and informat ion, and a 

' welcome ' to the school were receive d .  The Princ ipal also  undertook 

to inform the staff that the author would be present in the school for 

the durat ion of the fo llowing year . At this po int , the author 

requested an opportunity to meet personally with the teachers such 

that introductions could be made and an out l ine of the re search could 

be prov ided . Thi s ,  P . 1 suggested , would be best accomp l ished at a 

Staff Meet ing early in the fie ldwork year ,  final arrangements for 

which we would discuss  at our next meet ing in January , 1 98 4 .  

One final aspect of acce s s  to site , and proce s se s  o f  accep tance 

by partic ipants ,  is to be introduced here as it arose 1n connect ion 

with this first meeting with P . 1 .  Thi s  concerns the mode of dre s s  

where the researcher attempts  t o  ' b lend in ' with the partic ipant s 

( see , Cas sell , 1 98 2b ;  Gallihe r ,  1 980 ) . Prior to the mee t ing with the 

Princ ipa l ,  D . 1  had remarked to the author that the wearing of a tie 

would be a ' good idea ' as the ' Bo s s  1s  a great believer 1n them ' . 

Although g 1ven 1n a j ocular manner ,  this ' advice ' was fo llowed up on 

to the point where observat ions showed that both s taff and adult  

student s adopted a range of  dre s s  standards .  The re searcher decided 

that a mid-po int should be adopted and throughout the research the 

author wore casual trousers , open-necked shirt , and shoes , which 

probably p laced him in a pos it ion where general appearance was s imilar 

to some teachers and some adult  students , indeed be ing ' mis taken ' on 
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occas 1ons as  a member of either group . Dre s s ,  it is  sugges ted , then 

aids in the proces ses of acce s s  and acceptance and goes some way 

toward making the ' outs ider ' at least appear like an ' ins ider ' .  The 

adoption of a part icular mode of dre s s ,  however,  may be interpreted a s  

a form of  ' deceit ' in that the re searcher adopts a ' di sguise ' i n  order 

to ' b lend in ' . Gal liher ( 1 98 0 ) , for instance , reports  that he fe l t  

somewhat hypocrit ical and l e s s  than honest  when h e  cut his hai r ,  

shaved his beard , and wore a white shirt and tie when s tudying Mormons 

in Utah . In the author ' s  s i tuation the change s were not as  marked a 

departure from ' normal ' as 1n Gal liher ' s  case . Moreover ,  the 

adoption of a particular standard o f  dre s s  was seen more 1n terms of a 

variety of  tact and pol itene s s  

' deceit ' would appear t o  b e  more 

( see ,  Cas sell , 

app licable when 

1 98 2b ) . Finally ,  

the researcher is  

us ing dre s s  to provide a ' disguise ' ,  in  other words , where those being 

inves tigated are unaware of the ident ity and purpose of the 

investigator . 

This ,  then, comp letes a descript ion of the proce s se s  of  ga1n1ng 

acce ss  to the scho o l ,  a process  which saw the methodo logy accepted by 

the ' sponsors ' and ' gatekeepers ' and ful l  co-operation and a s s i s tance 

of all those  within the ins titut ion being offered . At the conc lus ion 

of thi s ,  the author provided both the Princ ipal and Dean with his home 

phone number should they have any further que stions regarding the 

research during the period up to the start of fieldwork in January , 

1 98 4 .  The final act ion of gaining access , then , was the prov 1 s 1on of 

the formal letter of introduct ion to the Princ ipal which was sent 1n 

January . This provided an app l ication from the researcher for acce s s  

t o  the schoo l ,  outlined the research - along simi lar lines t o  that 

earlier sent to the Deans - and introduced the re searcher ,  his status , 

background , and univers ity supervisors  ( see Appendix A) . 

At this point , discuss ion turns to a cons iderat ion of  the 

research s i te and thi s  is fo llowed by an examination of aspec t s  of the 

participants and access  to them . 
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THE RESEARCH SITE 

Although in different contexts and from different perspectives, 

research by those such as Stebbins (1976) and Todd (1981) indicates 

the importance of the se t ting on social interaction and, certainly, 

physical attributes of the research location were to directly impinge 

upon many aspects of the present investigation. As well as providing 

a point of reference for later discussion, it appears appropriate  t o  

provide a t  this point an account of features o f  the physical 

environment as existed at the time of the fieldwork in 1984. 

HALL 

F I G U R E  2 
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The s choo l ( Figure 2 )  is a multi-purpose , co-educational school ,  

centrally located 1n 

approximately 6 2 , 00 0 . 

a provinc ial city with a population of 

With a staff of  6 1 , the s choo l  p rovides a wide 

variety of courses and sub j ects , many to the Seventh Form leve l ,  for 

its approximately 1 000  pupils . Al though not the only one 1n the c i ty 

to enro l adult students , the school has something of  a local 

' reputation ' and ' tradition ' in providing opportunities  for adult 

education . At least  to  some extent , this  may be seen to stem from its  

former s tatus as a Technical High S chool  (up to the late 1 960 s )  and 

its present provis ion for between 3 �0 0 0  and 4 , 000 students enrolled in 

a variety of Cont inuing Educat ion courses  - primarily held in the 

evening ( see Chapter One ) . Certainly, the schoo l  doe s attract a 

maj ority of  adult students attending day-time c las ses  in this c i ty 

( see footnote 4 ) , re lying primarily on ' word of mouth ' adverti s ing 

supplemented by a small insert 1n the local newspaper advis ing that 

adult students will be accepted . This  newspaper advert isement appears 

twice a year ,  once January and again in December . 

While taken into account by the Department of Education for the 

determinat ion of staffing leve ls , 

allocat ions of bui lding space , nor 

provided to the schoo l  for its  adult 

Department establishes a commonroom 

there 1s  no financial grant , 

of equipment and furnishings ,  

students .  For ins tance , the 

for sen1or pup i l s , but the 

part icular schoo l must  provide fund ing and space from its  own 

resources in order to allow an Adult Student Commonroom . The schoo l  

did have such a fac ility and it was this room wh�ch became the maj or 

s ite of the invest igat ion as it was here that the researcher mos t  

frequently met and interacted with the adult students .  

As Figure 3 shows , thi s  self-contained area provided a work­

place , a social gathering context , toi let fac ilities , and allowed for 

the making of tea and coffee . However ,  this present s the superficial 

details and it is with the condition of thi s room during the year of 

the re search that discuss ion is concerned . As indicated with Figure 

3 ,  this former girl s ' cloakroom was also used for the storage of 

books , furniture and , at one stage , a rather sme lly roll of  carpe t .  

In fact ,  the areas des ignated ' C '  and ' D '  in the figure we re primarily 

given to this storage with only suffic ient space 1n which the adult  

students could store a bicycle or two and have acce s s  to  the study 
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F I G U R E  3 

Sk etch Plan of Adu l t  Student Commonroom 
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carre ls - which were infrequent ly used . Generally,  then, only areas 

' A '  and ' B '  were availab le for use by the adult students . Throughout 

the year , the adult students directed critical comment s to the 

researcher ,  Dean, and the ir peers regarding the materials  stored as  

we l l  as the general conditions and appearance of the room.  The 

researche r ' s impressions of the Adult Student Commonroom wil l  serve to 

summarize the general condit ions : 

cei l ing [ and large area which, 
impossib le for the two smal l  
warmth, be ing compounded b y  a 

to the toilets and the fact that 
Areas A and C received direct 

The room has a very high 
during winter,  made it 
heaters to provide any 
broken window in the door 
only those windows 1n 
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sunl ight ] .  Th e colour of th e room is  an 'off-grey ' on 
both c ei l ings and wal l s  both of whi ch are p laster ed and, 
in many places, chipp ed and cracked .  Th e only r el i ef to 
thi s  colour scheme i s  provided by th e lockers and some 
paintings, on bo th th em and th e wal l s .  Firs t, th e lockers 
are in ti ers of thr ee, wooden, many have doors broken or 
missing, and some are pain ted wi th names of 'pop groups ' 
[ al l  ' in vogue ' some years  ago ] and slogans such as 'hot 
rod ' .  Second, th e paintings on th e walls  incl ude such 
i tems as a ' bear ' ,  some ' chipmunks ' ,  a green ' snak e ' ,  a 
cari ca ture of a form er teacher, a pair of ' smi l ing 
mou ths ' ,  a 'ho t-dog ' ,  a 'jack-in-the-box ' ,  and an 
assortment of 'shap es ' .  Th e colours us ed are mainly dark 
reds, purpl es, and browns, wi th some lighter greens . This  
'art-work ' app ears to have b een th e responsi bi l i ty of th e 

girl s whose former c loakroom thi s  was .  Th e floor is 
boards exc ept for a ra th er thread-bare carp et square 
l oca ted in Area A .  Th e sofa is in a bad s ta te of repair 
wi th large tears in th e uphol s tery whi l e  th e chairs 
avai labl e are mainly of th e typ e used in th e classroom and 
many are broken, al though s ti l l  usabl e. Th ere 1s on e 
'armchair ' which is a l so broken and can only b e  us ed wh en 

supported against a wal l .  Th ere is  only on e power poin t 
avai labl e from whi ch any h ea ting, th e fridge, and th e ho t­
wa ter hea ter mus t be  run . Th e fridge is o l d, i ts door 
do es no t shut  and i t  do esn ' t  work very wel l .  Th e hot­
wa ter hea ter do es work sa tisfactori ly al though i t  do es 
l eak badly. In addi ti on, such is  th e proximi ty of th e 
toi l ets, wi th th e door window broken, and th e sound­
carrying effec ts of th e whol e area,  any a ttempt to us e 
th es e is compl etely audi bl e to all  pres ent. 

(Fieldnote s ,  1 6 . 2 . 84 )  

These conditions remained unt il  November a t  whi ch stage a start 

was made on c learing the stored materials in preparation for the 

comp lete refurbishing of the Commonroom . Perhaps this warrants some 

explanation at this po int for ,  on a number of occas ions during the 

course of the fieldwork , both the Princ ipal and Dean had informed the 

adult s tudents and researcher of the ' imminence '  of the se alterations 

and improvements to this fac i l ity . Thi s in itself became a top ic  of 

discus s ion by the adult students as they often inqu ired as to ' when ' 

the se alterations would be started and were critical o f  the fact that 

it appeared unlikely they would ' benefit ' during the i r  year at school .  

A start on the Commonroom was no t made unt il  after the adult students 

had left schoo l for their  external examinat ions in November , 1 984 , 

be ing completed the following January . 

The preceding discuss ion has described the phys i cal features of 
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the research s ite as they pertain to the conduct o f  the present study . 

Considerat ion is now g iven to the partic ipants involved . 

THE RE SEARCH SAMPLE 

The selection of the s amp le proceeded from the principle of  

vo luntary participation by  the adult  students 1n the research proce s s . 

Each s tudent was approached and , while informing them of the nature of  

the s tudy , it was emphas i sed to each that participation was voluntary 

and that the research was separated from the schoo l  and its  

requirement s ( see Appendix B ) . This latter aspect was deemed 

neces sary so as to : 

s tudents see the 

' confident ial ity ' 

remove 

res earch 

to the ir 

any notion of ' compu l s ion ' should the 

as part of the s choo l ; and , to lend 

part ic ipation by establ ishing the 

researcher 1n a ' neutral ' posit ion in relation to the school . I n  

addition , this also provided s ome bas i s  for the author t o  estab l ish a 

' role ' of ' researcher ' for himself and sugges t ,  as a consequence , that 

he could not provide ' advice ' as he was not part of  the schoo l  and 

could not ' interfere ' .  

During the course of the inve s t igation , members of the teaching 

s taff were also interviewed , and cons titute part of the samp le at thi s 

locat ion . In order to addre s s  aspects of the proce s se s  of selection 

and access to this samp le ,  the following discu s s ion wi l l  focus , firs t ,  

on the adult students ,  then on the staff . 

THE ADULT STUDENT SAMPLE 

The first opportunity to meet with a few of the adult students in 

the fie ldwork year of 1 98 4  occurred when they enrol led in late 

January . Here , the re searcher was seated in the Ha ll  alongs ide the 

Dean who , once enro lment procedures were comp leted , introduced the 

author in terms of him be ing ' the researcher from the univers ity who 

would l ike to speak to you ' . A second , and larger , group were met on 

the first day of schoo l  ( 1  . 2 . 84 )  where the researcher was again 
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introduced by the Dean 1n s imilar terms . Finally,  there were o thers 

who were contacted by the researcher at a later date - as they were 

not avai lable on the two earlier occas 1ons - and those  who enro l led 

during the course of the year . Thi s provided the ini tial  negot iation 

of acce s s  to the adult student s amp le . In all  instance s ,  e i ther 

individual ly or as a group , they were informed of the basic  

intentions of the research, had s t res sed to them the vo luntary nature 

of their  participation, and the separat ion of the research and 

researche r from the school was emphas ised ( see Appendix B ) . At the 

same time , the author c learly defined his role as ' a  researcher ' .  

These  features o f  acce s s  negotiation,  in turn, ref lected the ethical 

cons iderations upon which the present study was based . Following 

these  same broad ' principle s ' ,  access was ' renegot iated ' with each 

adult s tudent as  the ir partic ipat ion at different phases of the 

methodo logy was sought during the course of the fie ldwork . 

From this proces s ,  a total of  36  adult s tudent s agreed to 

participate in the research . A profile of  these 3 6  participants 1 s  

shown i n  Table 5 ,  and more comprehens ive informat ion about each 

student is  given 1n Appendix D .  

With two exceptions , this represented the total population of  

adult s tudents attending day-t ime clas ses  at the s choo l .  The first  

of the se  was a woman taking Seventh Form Art who never came to the 

Commonroom throughout the year and whom the researche r never managed 

to meet . As no contact phone number was available , the Dean and the 

Art Teacher informed this  student of the re search and conveyed to her 

a reque s t  to contact the author by phone but thi s did  not eventuate . 

The second except ion was a 1 7 -year-o ld woman taking four subjects  at 

Fifth Form leve l .  Al though approached at the beginning of  the year by 

the re searcher,  she dec lined to participate in the s tudy and did not 

indicate any reasons for her decis ion . On the bas i s  of observations 

during her infrequent appearances in the Commonroom , it  was noted that 

she was very shy and did not inte ract to any great extent with other 

adult s tudents .  A number of  attempts  was made to estab l i sh a 

discus s ion with this student 1n order to cons ider her participat ion , 

but it was not unt il October that a short conversation ensued 

regarding recent examinat ions , during which she informed the 

researcher of her withdrawal from schoo l that day . 
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Adul t 
Student 

Code 
. 

M . 4  
M . 5  

M . 6  

M . 7  

M . 8  

M . 9  
M . 10 

M . l l 

M . l 3 

M . l 5 

M . l 6 
M . 1 7 

F . 9  

F . 10 

F . l l 

F . l 2  
F . l 3 

F . l 4 
F . 1 5 

F . 1 6 

F . 1 7 

F . l 8 

F . 1 9 

F . 20 

F . 2 2  

F . 2 3 
F .  24 

F . 26 
F . 2 7 
F . 28 

F . 29 

F . 30 
F . 31 
F . 3 2  

F . 3 3  

F . 3 4 

• 

• •  

• • •  

• • • •  

* * * * *  

T A B L E  5 
· A Summary Profi l e  of the Sampl e  of Adu l t  Stud ents 

Mari tal Number Prior Level Number Leng t h  
Age Sta tus o f  Record of of of 

Ch i l dren Entry Subjects Enrolment 
• •  . . .  . . . .  • • • • •  

1 9  . Single - 1 6 / S . C  6 5 6 . 5wks 
2 3  De Facto - 1 7 / 3  6 5 Year 

S . F . C  subs 

1 9  S ingle - 1 9 / 1  U . E  6 5 2 terms 
sub 

1 8  Single - 1 6 / 2  s . c  6 4 2wks 
subs 

1 9  S i ngle - 1 6/ - 7 3 Year 
1 8  S i ngle - 1 7 /U . E  7 1 Owks 
1 7  S i ng l e  - 1 6 / 1  s . c  6 2 2 . 5wks 

sub 
20 S i ng l e  - 1 7 / 2  s . c  6 1 1 term 

subs// NZCD 
21 Single - 1 5 / 2  s . c  6 6 6 . 5wks 

subs 
20 Single - 1 6 / S . C  6 4 Year 

1 6  Single - 1 5 / - 5 4 Year 
18 Single - 1 7 /U . E  7 4 Year 

1 7  Single - 1 7 / 1  U . E  6 3 9 . 5wks 
sub 

31 Married 3 1 5 / -// 2 s . c  6 4 Year 
subs 

2 2  Marr ied/ 3 1 4 / - 5 5 2 te rms 
Separated ( 1  own ) 

2 4  Divorced 1 1 5/ - 5 2 Owks 
1 8  S i n g l e  - 1 6 / 2  s . c  6 5 2 terms 

subs 
39 Di vorced 3 1 5/ - 5 2 Year 
1 9  D e  Facto - 1 6 / 3  s . c  6 4 1 . 2  terms 

subs 
2 2  Single - 1 8/S . C  6 5 Year 

19 Single - 1 7 / - 6 4 Year 

37 Separated 3 1 5 / 2  s . c  5 1 1 .  6 terms 

subs 

38 Single 1 16/-// 1 s . c  6 2 Year 
sub 

48 De Facto - 1 6 / - 6 1 6wks 
24 Separated - 1 7 / 3  s . c  6 2 5 . 5wks 

subs 
17 Single - 1 6 / - 6 4 2 terms 
4 2  Ma r r i ed 2 1 6/-// 2 s . c  6 3 Year 

subs 
1 7  S i ngle - 1 5 / - 5 5 4 . 5wks 
1 7  Single 1 1 5 /- 6 5 1 . 1  terms 

3 1  Married 3 16/ -// 1 s . c  5 2 Yea r 
sub 

2 4  Single - 1 7 / U . E// R . N ,  6 5 6wks 
B . llrts 

32 Single 3 1 6 /- 6 2 Year 
1 7  Single - 1 5 /- 5 5 1 . 5  terms 
30 Marr ied 2 17/U . E// 3 U . E  7 4 Year 

subs 
29 Divorced - 17 / U .  E// R .  N 6 3 6wks 
2 4  Married 2 1 4 / - 5 2 Terms 2 & 

Student Code provides gender and assigned nunber 

Children resident in family home during year of enrolment 

Job 
During 

Year 

P . T  
P . T  

-

-

-
-

-

F . T  

P . T  

P . T  
P . 'l'  
P . T  

P . T  

P . T  

-

-

P . T  

-

P . T  

-

P . T  
-

F . T  

P . T  
P . T  

P . T  
-

-
-
-

F . T  

P . T  
P . T  
P . T  

-

3 P . T  

Provided, i n  order, i s  School Leaving Age/flighest School Qualification [ S . C  : School Certificate; 
S.F . C  = Sixth Form Certificate; U.E = University Entrance ] ,  and // Post-school qualifications 
[NZCO = New Zealand Certificate of Oraughting - 1'11 . 1 1  having completed some subjects; R . N  = New 
Zealand Registered Nurse] 

Denotes class level enrolled in at beginning of year 

Period of time student observed to be attending school [ attendance and nature of the attendance 

record will be further elaborated at a subsequent point of the thesi s]  
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THE STAFF SAMPLE 

In addition to the Principal and Dean, the members of the 

teaching staff who taught the adult s tudents were interviewed on two 

occas ions during the fieldwork year , as we l l  a s  partic ipating in some 

informal conversations with the researche r .  Compris ing this s amp le ,  

then,  were the Principal ( P . 1 ) , Dean ( D . 1 ) ,  Deputy Principal ( D . P . 1 )  

and 1 9  other members of the teaching staff . This included all  but two 

of the teachers . invo lved with adult s tudents during the present 

research . Of the two exceptions , the Typ ing teacher had only one 

adult student who left by mid-year , and the Alternat ive Mathema t i c s  

teacher was unavailable t o  the researcher on the occas ions of  both  

interviews . Howeve r ,  this latter teacher did  speak informally to the 

author and indicated much the same general impre s s ions of the adu l t  

students a s  derived from other s taff members . 

Acce ss  to the Staff , ' guaranteed ' by P . 1 at our meeting the 

prev�ous year,  was negotiated on an individual bas is  at the t ime of  

the first interview in  June of  1 98 4  under the same princip les  as  

adopted with the adult student s .  Firs t ,  however,  the researcher was 

introduced by the Principal at a meet ing of the Staff on February 20 , 

some 2 . 5  weeks into the Firs t Term of 1 98 4 . While some teacher s  had 

met the author during the enrolment period , thi s was the first  

opportunity to mee t  with all  teachers at the school .  Fo llowing the 

introduction by P . 1 ,  the re searcher was g�ven ' a  minute or two ' to 

present an out line of his ' s tudy of adult  s tudents ' .  As such , this 

allowed only suffic ient time to present a summary account with 

emphas is  being g�ven to the po int that it was intended to invo lve 

teachers 1n the invest igation as we ll as  the adult  students .  The 

description of the re search conc luded with a request  that those  

interested,  or  seeking c larification, could meet with the researcher 

at the end of thi s meet ing or, should they wish, approach him at  any 

stage of the year . P . 1 then outlined the author ' s  previous teaching 

record establi shing hi s credent ial s ?  promised the ' full  co­

operat ion ' of the who le schoo l ,  · emphasised  that the research would 

invo lve the ' ent ire year ' a statement which drew some general 

' approval ' from the staff , extended an open invitation to the 

staffroom, and sugge sted that the re searcher should rem�in for the 
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remainder of the meet ing such that staff could approach him when i t  

concluded . The latter po int appeared to indicate a ' trus ted ' role for 

the researcher as he was then pr�vy to a number of  confident ial 

discuss ions pertaining to the schoo l and some of its  pup i l s . Although 

the ' sponsorship ' apparent �n the present research appeared to have 

little direct effect upon the course of the investigat ion in terms o f  

restrictions o f  access , sugges t ions as  t o  methodology , o r  

recommendations regarding the focus , there was some extent to  which 

thi s perception of a ' trus ted ' relationship exerted influence . I t  

certainly alerted the researcher t o  the importance of  making every 

effort to provide confidential i ty for the participants ,  within the 

real ization that comp lete guarantees cannot be g�ven ( see , Johnson,  

1 982 ; King , 1 984 ; Morgan, 1 98 2 ;  Wild,  1 9 78 ) . 

I t  was as a further outcome of this mee t ing , and the imp lied co­

operat ion of staff , that the re searche r determined to approach each 

s taff member on an indiv idual bas is  when seeking the ir participation 

�n the s tudy . At this t ime , the intent ions of the re search , its  

methodo logy , and the vo luntary nature of their part icipat ion were 

provided . Furthermore , in line with the bas ic ethical principles  of 

the research, the s taff were informed of the ir  right to review thei r  

comments after they had been recorded and transcribed by the 

researcher . Hopefully,  it  was these aspects  and the relat ionship s 

between the researche r and s taff members  that led to the ir ful l  co­

operat ion, rather than P . 1 ' s  ' promise ' during the s taff mee t ing . 

Perhaps an indication of the s taff view of the research is  contained 

�n P . 1 ' s  remarks at the end of the year when , asked about the affect 

of  the research in the s choo l ,  he rep lied : 

It 's  had no n ega ti ve effec t wha tso ever .  Nothing nega ti ve. 
Th ere has not b een a nega ti ve commen t  or anything like 
tha t. It 's b een darn good to have you around.  Peopl e 
have commen tedJ real lyJ tha t  you have b een doing your job 
1n a very professional mann er .  If you had b een 'poking 
your nose in ' - you know - kind of thing - p eopl e would 
have fel t mayb e a l i ttl e bi t 'yuk ' . abou t it - threa ten ed. 
ButJ noJ non e ha ve said tha t  to me. 

( P . 1 ,  Interview, 28 . 1 1  . 84 )  

In summary, then, 3 6  adult s tudent s ,  the Principal , Dean, Deputy 

Princ ipal , and 1 9  teachers , formed the total samp le of participants  at 

the schoo l .  This group was ' selected ' on the basis  of voluntary 
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participation whi ch ,  along with processes  of access negot iation during 

the course of the fie ldwork , saw them informed of the bas ic intentions 

of the re search , its me thodology, the ro le of the researcher and his 

separation from the schoo l ,  as  we l l  as of  the ir rights to view the 

informat ion regarding them which was be ing recorded - al though none 

were to do so . 

This section has provided an outline of the characteristics  of 

the sample  involved 1n the research, as  wel l  as cons idering the 

principles of select ion and acce s s  to the participants . The top ic of  

discuss ion now moves to an  elabo rat ion of  the particular 

methodo log ical strateg ie s adop ted in the present inve s t igat ion . 

F I ELD RE S EARCH TECHNI QUES 

In the conduct of field re search, as previous ly ind icated , the 

researcher generally adopts  a pragmatic approach to methodological 

technique s utilis ing an integrated var iety of s t rategies directed 

towards the prob lem under investigation ( see , Schatzman and Straus s ,  

1 973 ; Trow, 1 9 57 ) . The adoption of such ' me thodo logical 

triangulat ion ' ( Denz in, 1 97 0 a ) , or  ' multiple strategie s ' ( Burges s ,  

1 982g ,  1 984a ) , is part o f  the proce s s  whereby the researcher seeks to 

provide different perspectives on the social setting , thereby 

overcoming the potent ial for inherent bias res iding in a reliance upon 

a sing le investigator ,  us ing a s ingle me thod , produc ing a s ingle set  

of  data ( Burgess , 1 984a ; S . D . , Sieber ,  1 982 ; Wax , 1 97 1 ; Zelditch,  

1 982 ) . 

For the purposes of 

strategies utili sed inc luded : 

the present research , methodo logical 

part icipant observat ion ; interv iews ; 

telephone conversations ; diarie s ; que s t ionnaires ; and , documentary 

material s . Overal l ,  the ' focus ' of the strategies was primarily upon 

what Woods ( 1 9 7 9 )  terms ' natura l i s t ic or behav ioural talk ' , that whi ch 

was part of ongo 1ng events .  While these methods are des cribed 

separately 1n the discu s s ion which fo llows , and participant 

observat ion occupied the maj ority of the researche r ' s  time in the 
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field ,  this is not to imp ly any inherent ' superiority ' of  one s t rategy 

over the other ( see , Becker and Gee r ,  1 9 5 7 ,  1 958b ; Trow, 1 95 7 )  for 

the ir use overlapped during the conduct of the re search . 

PART I C I PANT OBSERVAT I ON 

Thi s ,  the ' princ ipal method ' of field research ( Burges s , 1 98 2 d ) , 

involved the re searcher gathering data whi le 

setting under inves t igation ( Becke r ,  1 9 58 ; 

and Ludtke , 1 97 5 ; McCall  and S immons , 1 96 9 ; 

interacting in the social  

Bogdan , 1 97 2 ; Friedrichs 

Spradley, 1 980 ) . Within 

a method which ut ilises  the re searcher as  the main instrument of  the 

investigation, much attention has focus sed upon the role of the 

researcher as a participant 1n the soc ial setting . Schwartz and 

Schwartz ( 1 955 ) argue that the partic ipant ob server may be in a formal 

or informal ro le , concealed or revealed in relat ionships with the 

participants ,  and located on a cont inuum from ' active ' to ' pa s s ive ' 

interact ion . Similarly,  Spradley ( 1 98 0 )  dist inguishes varying degree s 

of involvement in the face- to-face interact ions characteristic  of  this 

method as  ranging from ' no invo lvement ' to ' high invo lvement ' ,  and , 

consequently, a range from ' non partic ipation ' to ' complete  

participation ' .  In a typo logy of ' master  ro les ' ,  Gold ( 1 9 5 8 ) 

dist ingui she s four field roles : the ' comp lete part ic ipant ' ;  the 

' participant-as-observer ' ;  the ' ob server-as-part ic ipant ' ;  and , the 

' complete observer ' . For the present research context , the 

predominant role fits  mo st closely to that of the ' part icipant-as­

observer ' where the researcher and informant are aware that they are 

invo lved in a field 

ful ly provide for the 

re lat ionship . However ,  such ' typo logie s '  do not 

change and deve lopment which, as Janes ( 1 96 1 ) 

and Olesen and Whittaker ( 1 96 7 )  indicate , are likely to occur 1n the 

role of the researcher at d ifferent phases of the inve s t igat ion . The 

descript ion of research as be ing ' participant ob servat ion ' ,  or even 

specified as involving ' part icipat ion-as-observer ' ,  merely serves to 

indicate the general nature of the research relat ionships and does not 

account for the variety of the proces s ,  nor ,  as Gans ( 1 98 2 )  

illustrates , the many personal aspects  of thi s methodo logy . 

It  1s  being sugges ted here that it 1 s  necessary for the 

researcher to indicate the nature of the partic ipant observation 
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adopted within the particular research context , rather than p lac ing 

reliance upon such generalized ' descriptors ' as exemp l i fied in the 

var1ous typolog ies . The elaboration of the form of parti cipant 

observation app l ied in the 

of : ' Role Relationships ' ;  

present re search occurs by a des cript ion 

' The Nature of the Observat ions ' ;  The 

Researcher in the Field ' ;  and , ' Key Informants ' . 

Ro l e  Re lations hips 

At the schoo l ,  the proce s ses  of observation commenced with the 

initial cons iderations of this as a potential s ite for the 

inve s t igation . There were gene ral ob servat ions of the school  and 

staff made 1n which the researcher was 1n a role of ' comp lete 

observer ' (Gold , 1 9 58 ) ,  whi le 

preparation for the research 

reconnai s s ance of  

was conducted . 

the s ite 1n 

Thi s  form of 

relat ionship may also  be  he ld to have existed during the research 

where ' observations ' were made of peop le who remained ' unaware ' of 

their  involvement in a field relationship with the researcher . 

During the fie ldwork phase  of the inves t igation ( see Tab le 6 ) , 

while the part icipant-as-observer role was predominant , it was found 

that this role varied with both time and individual partic ipant s .  

Similarly , the phases  of  the re search ro le , such as thos e  des cribed by 

Jane s ( 1 96 1 ) ,  also differed between individual s . For ins tance , whi le 

the re lat ionship s with some of the adult students moved rapidly 

through the phases from ' newcomer ' ,  to ' personal acceptance ' ,  and a 

form of ' imminent migrant ' where partic ipants expres sed interes t  1n 

the findings of the re search ( see , Jane s ,  1 96 1 ) ' others remained at 

the initial phases .  Although the author was cons idered a ' member ' of 

the group sufficient to be asked to take part in a ' fun relay race ' at 

the school  athletic sports ( 2 1 . 2 . 84 ) , it  was noticeable that F .  1 9 ,  1n 

particular , often did not rep ly to the researcher ' s  gree tings even by 

the end of the research . As Burgess  ( 1 984a )  recounts in a s imilar 

s ituat ion , it was almo s t  as if the researcher did not exi s t  for this 

particular part icipant , although perhaps it is pert inent to note that 

F . 1 9  generally did not re spond to greetings from other adult students 
' 

on the rare occas ions she was present in the Commonroom during the 

fieldwork year .  
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Date 

T E RM O N E  

2 4  Jan 
26-27 Jan 

1 Feb 
2 Feb 

13 Feb 
15 Feb 
20 Feb 
21 Feb 
1 6  l'lar 
20-25 Apr 
30 Apr 

4 l'lay 

5-20 l'lay 

T E R M  TWO 

21 l'lay 
28 l'lay 

4 Jun 
6-14 Jun 

29 Jun 
6-9 Jul 

27 Jul 
8 Aug 
9 Aug 

1 7  Aug 

1 8  Aug- 9 5ep 

T E RM T H R E E  

1 0  Sep 
1 8  Sep 

28 Sep-5 Oct 
24 act 

2 Nov 
6 Nov 
8 Nov 

1 4  Nov 

1 9  Nov 
21 Nov 
30 Nov 

3 Oec 
7 Oec 

1 7  Oec 

24 Oec 

7 Jan 
1 5  Jan 
1 9  Jan 
29 Jan 
20 Feb 

T A B L E  6 

Diary o f  Selected Events in F i e l dwork Year 

Day 
Code 

Even ts 

. .  

( 6 2 School Days ) 

1 
2-3 
4 
5 
1 0  
1 2  
1 5  
1 6  

54 
58 

Contact 0 . 1  to arrange for meeting with adult students. 
Enrolment period. Part 1 of Questionnaire issued. Initial observations and contacts. 
First day of school year. Part 1 Questionnaire issued to remainder of adult students. 
Checking enrolments. Collection of Part 1 Questionnaire. Initial observations continue. 
Diary issued to adult students.  
Issuing of Diary continued. Dbervations becoming more interactive and informative. 
l'leeting with Staf f ,  and introduction by Principal. 
Researcher asked to participate with adult student relay team in school athletic sports. 
l'lid-term holiday break . 
Easter. Analytical strategies focussed upon as outcome of research processes. 
End-of-term interviews commenced. 
End-of-term interviews continued. Last day of School Term. 

l'lay Vacation - no contact with adult students. Analysis and reflection predominate. 

( 61 School Days ) 

59 
"64 

70-76 
87 

1 1 0 
1 1 1  
1 1 7  

Some end-of-term interviews remain to be completed. 
Interview Principal and Oean of Adult Students .  
Queen' s  Birthday weekend . 
l'lid-year school examinations. Teacher interviews conducted. 
l'lid-year School Reports issued. 
l'lid-term holiday break. 
Teacher-only day. 
Inspectors view some adult student work. 
End-of-term interviews commenced. 
End-of-term interviews continued. Last day of School Term. 

August Vacation. 
(Days 1 1 8-1 21 ) .  

Phone contacts with some adult students during final week o f  holiday 
Analysis and reflection predominate. 

( 4 7 School Days ) 

1 22 
1 28 

1 36-141 
1 53 
1 60 
1 62 
1 64 
1 68 

1 71 
1 73 
1 80 

1 82 
1 86 
1 92 

1 98 

1 99 
204 
208 
216 
232 

Start of Term. Some end-of-term interviews remain to be completed . 
Adult students requested to compile a record of day ' s  events - ' A  Day in the Life of an 

Adult Student 1 •  

End-of-year school examinations. 
Part 2 Questionnaire distribution commenced . 
End-of -year School Reports issued. 
Adult students provide morning tea for staff in Adult Commonroom. 
School Prize-giving Ceremony. 
University Entrance Accrediting announced. School Certificate external examinations 

start. Final day adult students attendance recorded. 
University Entrance and University Bursaries examinations commenced. 
Second interview with Staff held over next two weeks. 
Adult students required at school to return any outstanding books, collect certificates 

(Sixth Form Certificate , and Alternative Mathematics Certificates) , and attend final 
School Assembly. Adult Students present a book to School Library. 

End-of-year interviews commenced. 
End of school year for teachers and school-aged pupil s .  
AttefllltS initiated t o  contact a l l  adult students who left during the year t o  seek their 

cooperation in completing Questionnaire phase of �he research methodology. 
Final contact with adult students before · Christmas period. 

Process of contacting adult students following Christmas break commenced. 
Part 3 of Questionnaire distribution started. 
First external examination results available from students. 
Part 3 of Questionnaire collection and interview commenced. 
Last formal meeting and interview with an adult student. Fieldwork completed. 

Each day where contact occurred with a person participeting in the research - adult student or staff lllE!!ltJer -

was designated with a sequentially nmtlered 'day code ' .  
* *  'ttlese only intended to provide an 'overview' of the fieldwork year events, with sane indication of the time 

and contact distribution. Details of events will be elaborated during the thesis presentation. 
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Certainly influenc ing the relationship s ,  and F . 1 9  1 s  a case 1n 

point , was the degree of contact estab li shed with various partic ipants 

during the course of the inve s t igation. As such , this i s sue formed a 

primary concern during the early s tage s of 1 98 4  where it became 

apparent that some adult s tudents infrequently appeared 1n the 

Commonroom . In particula r ,  those enro lled part-time ( see Tab le 5 )  

were · l e s s  l ike ly to be present and some never vis ited the Commonroom 

during the ir stay at schoo l .  Contact with these  students was 

primarily through interview and te lephone conversat ions . From thi s ,  

then , it  i s  pos s ible to indicate a generalized pattern of  the degree 

of contact with each of the adult students on the bas is  of the ir  

presence in  the Commonroom , as  i s  done in  Tab le 7 .  

Influencing this pattern of contact was a number of factors , 

including the students ' personal timetables  ( see Appendix D ) , thei r  

participat ion 1 n  the research ( see Tab le 8 ) , the length of the ir 

enro lment and pattern of attendance at s choo l ( see Tab le 9 ) ,  and the 

researcher ' s  ' t ime sampling ' which led to hi s pre sence 1n the 

Commonroom at specific times . This latter cons iderat ion was based on 

initial observations during Term One that ,  at leas t partly due to 

the ir timetab les ,  the optimum t imes for attendance 1n the Commonroom 

occurred 1n the morn1ng , before schoo l and at Interval . On this 

basis , the researcher adopted a pattern which saw him present in the 

Commonroom , typically, from 9a . m  to about lunch- time , with longer 

periods oc curring on such occas 1ons as time s of interv iews . In  

addition , this al lowed for  such other research tasks  as telephone 

contacts , interviews , and the mammoth enterprise  of fieldnote 

transcription to be undertaken during the remainder of  the day and 

evening . 

These  various  factors influenced both the nature of the 

part icipation and re lationships e stablished with the informant s ,  and 

indicate c learly the difficulty of typ ifying the se under some gener1c  

termino logy of  ' part icipant observation ' . 

On the bas is of the informat ion provided in Tables  7, 8 ,  and 9 ,  

it is po s s ible  to summarize the generalised role re lationships within 

the present re search . With those  who remained enro l led after Term 

One , participating beyond Part 1 of the Que st ionnaire , and who were 
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T A B L E  7 

General i z e d  Patterns of At tendan c e  
i n  Ad u l t  S t u d e n t  Common room 

St uden t 
Code No . 

M . 4  

M . S 

M . 6  

M . ?  

M . B  

M . 9  

M . l O 

M . l l  

M . 1 3  

M . 1 5  

M . 1 6 

M . 1 7  

F . 9  

F . 1 0 

F . l l  

F . 1 2  

F . l 3  

F . 1 4  

F . 1 5  

F . 1 6 

F . 1 7  

F . 1 8 

F . 1 9  

F . 20 

F . 2 2 

F . 2 3  

F . 2 4  

F . 26 

F . 2 7  

F .  2 8  

F . 29 

F . 30 

F . 3 1 

F . 3 2  

F . 3 3  

F . 34 

� ''''"'"'Y of ' ' ''"''� 
/ :/./ ,< 

�ee <�.,'�><, �e� 
F�r 

I 6 . 5wks 

I Year 

I I 2 terms 

I 2 weeks 

I Year 

I N i l  

I 2 . 5wks 

I 1 term 

I 6 . 5wks 

I Year 

I Year 

I Year 

I 9 . Swks 

I Year 

I 2 terms 

I N i l  

I 2 terms 

I Year 

I 1 . 2  terms 

I Year 

I Year 

I 1 . 6  terms 

I Year 

I 6wks 

I S . Swks 

I I 2 terms 

I Year 

I 4 . 5wks 

I 1 . 1  terms 

I Year 

I 6wks 

I Year 

I I 1 . 5  terms 

I Year 

I 6w)<s 

I Year 1 

WHERE : ' Often' = Most days of the week , or at least most occasions when 

at school . 
' Week ' = At least once a week. 
' Rare' = Infrequently, not for considerable periods of time. 

NOTE : In the cases of 1'1. 6, F. 23, F .  31 , initial attendance was 1 week 1 , but 

became increasingly infrequent. 

. Length of Enrolment • 

1 F. 34 did not enrol until mid-yea r ,  but remained enrolled at the end of 
the year so is accorded this ' length 1 • 
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frequently encountered 1n the Commonroom the proces ses  of  the 

parti cipant-as-observer ro le and phases of  deve lopment from ' newcomer ' 

to ' imminent migrant ' ( Jane s ,  1 96 1 ) were clearly evident . Even with 

cont inued enro lment and re search participation , relat ionship s with 

those  occas ionally ( termed ' week ' in Tab le 7 ) ,  and rare ly , in the 

Commonroom general ly remained at the more formal phases , although mo s t  

did partic ipate willing ly in aspects  of  the inves t igation . A s  a 

re sult  of the se differences  in  contact ,  the methodo logy adopted with 

those  ' infrequently ' 1n the Commonroom was primarily ' interviews ' 

rather than ' part icipant observation ' .  There were , howeve r ,  some 

except ions to this general pattern .  Re lat ionships with M . 6 ,  F . 28 ,  

F . 33 ,  and F . 34 all  ' oc cas ionally ' 1n the Commonroom also 

progre s sed through the phases  of development . 

Of  the staff,  only the Dean was met with frequently, all others 

be ing predominantly involved in the interv iew s ituation,  or  on the few 

occas ions of contact around the schoo l .  As has been indicated 

previously,  however ,  all s taff willingly co-operated in the research 

findings . On thi s bas i s , and expressed cons iderab le interest in the 

it can be suggested that relat ionship s between staff and re searcher 

also underwent simi lar proce s s e s  of deve lopment during the course of 

the present investigation . 

With the Dean , role relationships clearly moved through the 

phases  reported by Janes ( 1 9 6 1 ) .  At the beg inning of the year the 

Dean introduced the re searcher to staff and adult s tudent s as "Mr . 

Cocklin doing research on Adult  Student s " . Wi thin a few days , 

however ,  the title was dropped and a first name bas i s ,  accompanied by 

treatment and reporting to the author as ' friend and confidant ' ,  then 

characterised the relat ionship . This continued throughout the year , 

culminat ing 1n the very enj oyab le lunch - for which the Dean ins isted 

on paying - at a local restaurant in December .  During the year ,  then, 

a proc e s s  of deve lopment of  relationships was evident between the Dean 

and author . However ,  perhap s indicative of a degree of ' role 

confus ion ' ,  as we ll as a pos s ib le effect on D . 1 of  the researcher ' s  

presence , she was to note that the research had some inf luence upon 

her :  

I guess tha t) to some exten t) I ' ve rel ied upon you .  I 
haven ' t  gone in to the Commonroom as often knowing tha t 
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Code 
No . 

M . 4  

M . S  

M . 6  

M . 7  

M . S  

M . 9  

M . l O 

M . l l  

M . 1 3  

M . l S  

M . l 6  

M . l 7  

F . 9  

F . l O 

F . l l  

F . l 2  

F . l 3  

F . l 4 

F . l S  

F . l 6 

F . 1 7  

F . l 8 

F . 1 9  

F . 2 0 

F . 2 2 

F . 2 3 

F . 2 4 

F . 26 

F . 2 7 

F . 28 

F . 2 9 

F . 3 0 

F .  3 1  

F . 3 2 

F . 3 3 

F . 3 4 

NOI'E : 

T A B L E  8 

Summa r y  of Adu l t  Student Research Par t i c i pa t i on 

' 
Ques t i onnaire Diary End-of-Term In t ervi ews 
1 2 3 1 2 3 

I I I I X X X 

I I I X I I I 
I I I I I I X 

I X X X X X X 

I X X X X X X 

I X X I X X X 

I X X X X X X 

I I I X I X X 

I I I X X X X 

I I I I I I I 
I I I I X I I 
I I I X I I I 
I X X X X X X 

I I I I I I I 
I X X I I I X 

I X X X X X X 

I I I X I I X 

I I I X I I I 
I I X I I X X 

I I I I I I I 
I I I I I I I 
I I I I I X X 

I I I X I I I 
I X X X X X X 

I X X X X X X 

I I I X I I X 

I I I I I I I 
I X X X X X X 

I X X X X X X 

I I I X I I I 
I I I I X X X 

I I I I I I I 
I I I I I X X 

I I I I I I I 
I I I I I X X 

I I I X X I I 

Part 3 of Questionnaire when collected also involved an interview, with all 

except M.4, M.ll, F . 3 1 ,  who were unavailable as then resident in other areas , 

and F . l 9  who 'did not have time ' to 1neet with the researcher .  Other than M . 8 ,  

who did not participate i n  the research beyond the initial stages, those only 

completing Part 1 of the Questionnaire left school early and ei·ther could not 

be traced or declined to complete the questionnaire phase of the research . 
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Code 
No . 

M . 4  

M . 5  

M . 6  

M . 7  

M . 8  

M . 9  

M . l O 

M . 1 1 

M . l 3 

M . l 5 

M . l 6 

M . l 7 

F . 9  

F . 1 0 

F . 1 1 

F . 1 2 

F . 1 3  

F . l 4 

F . 1 5  

F . 1 6 

F . 1 7 

F . 1 8 

F . 1 9 

F . 2 0 

F . 2 2 

F . 2 3 

F .  2 4  

F . 2 6 

F . 2 7 

F . 2 8 

F . 29 

F . 30 

F . 3 1 

F . 3 2 

F . 3 3 

F . 3 4 

* 

* *  

* * *  

T A B L E  9 

A d u l t  Student A t tendance Record 

Da te 
Enro l l ed 

* 

1 / 2  

1 / 2  

1 / 2  

1 / 2  

1 / 2  

1 / 2  

1 / 2  

1 / 2  

2 9 / 2  

2 6 / 3  

2 7 / 2  

2 6 / 4  

1 / 2  

1 / 2  

1 / 2  

1 / 2  

1 / 2  

1 / 2  

1 / 2  

1 / 2  

1 / 2 

1 / 2  

1 / 2  

1 / 2  

1 / 2  

1 / 2  

1 / 2  

1 / 2  

1 / 2  

1 / 2  

1 3 / 2  

1 3 / 2  

2 1 / 2  

2 9 / 2  

3 / 4  

2 7 /6 

Term 1 

1 0 /64 

3 

1 7  

1 4 /20 

4 

5 /24 

1 8  

1 4 /66 

1 /52 

9 /90 

0 /14 

3 2 /94 

0 

4 

3 2  

1 0  

3 9  

1 4  

1 5  

7 

2 

4 /62 

5 

2 1  

5 

8 /46 

5 6  

4 

0 /60 

3 /llO 

2 0 /98 

1 /86 

0 /40 

Hal f-Days Absen t ** 

Term 2 Term 3 

1 2  

2 0  

1 3  

1 4  

9 

0 

0 

5 7  

5 2  

1 3  

2 4 /36 

3 0  

1 7  

1 6 /76 

2 4  

6 7  

2 

1 8 /18 

1 7  

6 

2 5 /66 

1 4  

0/10 

8 /70 

1 3  

1 0  

9 

2 5  

1 

1 

1 1  

2 9  

4 1  

2 3  

1 

4 

1 8  

6 

1 0  

Providing the day and rronth . 1 / 2  = first day of the school year. 

Da t e  
Left 

* * *  

1 9 / 3  

3 0 / 1 1  

1 7 / 8  

1 4 / 2  

3 0 / 1 1  

1 / 2  

1 7 / 2  

4 / 5  

1 6 / 4  

3 0 / 1 1  

3 0 / 1 1  

3 0 / 1 1  

9 / 4  

3 0 / 1 1  

1 7 / 8 

1 / 2  

1 7 /8 

3 0 / 1 1  

1 4 / 6  

3 0 / 1 1  

3 0 / 1 1  

1 6 / 7  

3 0 / 1 1  

1 5 / 3  

1 2 / 3  

1 7 / 8  

3 0 / 1 1  

5 / 3  

3 1 / 5  

3 0/ 1 1  

2 6 / 3  

3 0 / 1 1  

5 / 7  

3 0 / 1 1  

2 5 / 5  

3 0 / 1 1  

Source = School Register, but to be cautiously interpreted . For instance , M.l3 
and F . 1 8  were both being marked ' present ' and ' absent ' for a considerable period 

after having left school . Further, a number of ' absences ' were reported by the 

adult students ,  but did not appear in the School Register. 

Total Half-Days : Term 1 = 124; Term 2 = 122;  Term 3 = 94. Second figure in any 

column ( e . g  0/40) provides total half-days of enrolment available for student. 

Providing the day and month. 30/11 = final day of the school year. Source = 

researcher ' s  records. Many students remained on School Register for some time 

after having left school - e .g . ,  F . 18 sti l l  recorded as ' enrolled ' until Term 3 .  
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you were th ere and tha t  th ey could talk to you .  Perhaps, 
also, though, tha t 's been caus ed by my lack of interes t  in 
th e job thi s  year. No, I don ' t  rea l ly think i t 's had any 
great  effec·t upon me direc tly. It 's  been grea t to have 
you h ere. 

( D . 1 ,  Interview, 4 . 1 2 . 84 )  

Some aspects o f  these  role re lationships were o f  concern t o  the 

researcher ,  and it appears pert inent to illustrate the se at thi s  

point . As 1n any soc ial setting , there were ins tances  where the 

researcher did develop negative percept ions of certain participants at 

part icular time s ,  a proces s which undoubtedly also  works 1n reverse . 

While conscious ly de termined not to show such fee l ings , or  let them 

direct data collect ion, one s ituation did occur where the autho r ' s  

impress ions directly influenced the course of the inve s t igation . M . 1 6  

was a 1 6-year old who had enro l led as a re turning Fifth Form pup i l  at  

the beginning of the year ,  who was ' g iven ' adult student s tatus and 

' arrived ' 1n the Commonroom at the end of February . Perhaps because  

of this change 1n status , hi s youth,  or some of his early act ivities  

1n the Commonroom - such a s  riding his motorbike ins ide , US lng the 

sofa as an ashtray , turning the radio to ful l  vo lume , interj ecting in 

conversat ions - the researcher formed a rather negat ive view of him 

and was then reluctant to involve M . 1 6  in the research ( see Appendix 

D ) . It  was not unti l  near  the end of Term Two that he was inducted 

and informed of the. purposes  of the study and the reasons for the 

re searcher ' s  presence - al though he did indicate that he was aware of 

this and had been so  for some time . As M . 1 6  was a frequent 

participant 1n the interac tions within the Commonroom, and often 

referred to by other adult  s tudent s ,  it  became es sential that he was 

inducted into the inve s t igation if the principles of open re search and 

informed consent were to be upheld . Notwiths tanding the retrospective 

seeking of his participation , in M . 1 6 ' s  case there was a period of  

covert observat ion directly inf luenced by  the researcher ' s  personal 

preference s .  This  s i tuat ion may also  have affected other 

relationships 1n the re search context . For ins tance , it  was evident 

that many others shared the author ' s  views of M . 1 6 - teachers and 

adult  students report ing the ir general ' di s satis faction ' wi th his 

change of status and personal characteristics . During discuss ions 

with other participant s ,  the autho r did provide some informat ion 
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regarding M . 1 6  - such as his age - which may have carried with it the 

implication of the researcher ' s  ' di s approval ' of  the s i tuation . 

Whether or not this  was the cas e ,  the inc ident did alert the 

researcher to the need to avoid indicating his personal fee ling s 

regarding either events or individual s . Thi s  was held to be  

particularly important where other participants made disparaging 

remarks concerning either a teacher or adult student . Once inducted , 

however ,  M . 1 6  was a very wi l l ing part ic ipant and a good re lationship 

eventuated with the re searche r ,  perhaps mos t  succinct ly indicated b y  

the cons iderab le effort M . 1 6  expended o n  preparing afternoon tea o n  

the occas ions the author met him at h i s  home and the ' openne s s ' of the 

ensuing discuss ions . Whether this was a reflect ion of the changes  

apparent in  M . 1 6  as the year progre s sed,  or changes on  the part  of  the 

autho r ,  remains a matter of conj ecture . 

Aspects  of  the researcher ' s  background also  exerted some 

influence upon relationships 1n the field ( see , Burges s ,  1 984a ; 

Woods , 1 9 79 ) . The author ' s  experiences as a teacher directed both 

observations and re lat ionships ,  at lea s t  on some occas 1ons . F . 1 0 , in 

part icular , frequent ly sought the researcher ' s  op1n1on of her 

performance and consequent ' chances ' fo r be ing Accredited Unive rsity 

Entrance , and there were times when the author used his knowledge as a 

teache r and made replies which may have p rovided some encouragement or  

counselling . A s imilar situat ion occurred with M . 1 3  shortly after he 

left school  with the intention of cont inuing to s tudy at home towards 

the end of year external examinat ions . During a te lephone 

conversation where he indicated this intent ion, the author re sponded 

as fo llows : 

I The only thing you might  ge t caugh t by are the 
practical requiremen ts of some of the sci ences .  

( Fieldnote s ,  1 3 . 4 . 84 )  

I n  this case , the author was drawing upon his knowledge o f  the course 

requirements which specified that a certain proportion of  sc ience 

subjects were to invo lve practical exper1ences , and was prov iding 

advice in the form of ' counsel ling ' .  The extent of ' influence ' 1n 

this s ituation appeared ' minor ' ,  howeve r ,  as M . 1 3  indicated that he 

was aware of the se requirements . Furthermore , M . 1 3  did not continue 

with his intent ions to ' s tudy ' at home towards the external 
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examinations , a decis ion brought about through events occurr�ng �n his  

l ife after  he left schoo l .  On  the other hand , such inc idents as these  

do indicate that ' spur of the moment '  comments may exert an 

' unintended ' influence upon partic ipants ( see , Battersby,  1 980 ) ,  whi ch 

the field researcher needs to take into cons iderat ion . They a l s o  

alerted the researcher t o  the � s sues of ' over invo lvement ' i n  the 

interactions which may lead to ' going native ' ( Gold ,  1 958 ) and 

establ i shing something of an ' over rapport ' (Mille r ,  1 96 9 )  with some 

partic ipants . While this did not eventuate ,  it was from occurrence s  

such as  these  that the re searcher deve loped a greater awarenes s  than 

may be derived from the l iterature alone , and which substantiate the 

view that field me thodo logies require an ongo ing ' reflective ' approach 

( Woods , 1 97 9 ) . At the s ame time , as Dingwal l  ( 1 98 0 )  points out ,  there 

often arise s ituations where partic ipants presume that the fieldworker 

�s  ' competent ' and no t �n need of cons tant out s ide direction . 

Indeed , when the researcher �s  placed in a pos ition where some form of  

' advice ' is demanded by  the ongo ing interaction the ir  credib ility may 

rest on it being provided . As the adult  students in the present 

re search were aware that the author had been a secondary s choo l  

teache r ,  i t  appeared approp riate that some specific ques t ions were 

re sponded to on the bas i s  of thi s background . Perhap s ,  then , whi le 

always remaining alert to the pos s ible ramificat ions and accounting 

for the situation, some degree of influence �s an inev itable by­

product of good relat ionships with the partic ipant s �n the field . 

The influence of gender �n the re search relat ionships is  a 

further factor which receives cons ideration in the literature ( see , 

Robert s ,  1 98 1 ; Warren and Rasmussen , 1 97 7 ; Wax , 1 97 9 ) . Pe rhap s 

indicat ive of the influence of thi s in the present context are some 

comments made by F . 30 towards the end of the year : 

F. 30 I ' ve been wondering about U. E.  I think I ' l l  be just 
about right - no, I don ' t  think I wi l l  [laugh] . Hones tly, 
I 'm jus t no t the ful l  quid at  tha t time . You migh t  have 
noti ced I 'm a li ttle  erra tic  a t  times - on a 28-day basis 
[laugh] .  

I That  was one reason I didn ' t  consider . [smi l e] 

F. 30 You shoul d  have 
women - tha t has a l o t  
behavi our . Tensi ons 1n 
thing . 

- wi th the absences amongs t the 
to do wi th i t  and their 
the Commonroom - tha t  sort of 

( F ie ldnotes , 2 9 . 1 0 . 84 )  
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Howeve r ,  this  is  not to suggest  

the researcher ' s  ' expertise ' 

raised this as a ' po s s ib ility ' ,  

that such cons iderations were beyond 

as observat ions of F . 1 3  and F . 30 had 

while F . 1 4  had openly stated that 

menstrual tens ion was the ' caus e ' of certain behav iours and absences .  

What is  apparent i s  the fact that a female  re searcher may be aware o f  

different aspects  of the re search and attribute behaviours t o  these  

influences more readily than a male . In  general , it  appeared that 

the participants - male and female - related readily to the re searcher 

and openly discus sed all aspects  of thei r  exper�ences .  Perhaps this 

was mos t  clearly indicated when F . 1 6  noted as  a very ' shy ' 

individual - discussed with the researcher ,  before taking action, her 

feel ings and ' fears ' of  ' coming out ' and acknowledg ing her lesb ianism 

both at school and with her fami ly . 

The Nature Of The Obs e rvat i on s  

Related to  the aspects  of  participation and role , and also  

develop ing through time and with indiv iduals , were the ob servat ions 

made in the 

researchers 

conduct  

recount 

of the inquiry .  

( for ins tance , 

At firs t ,  as  other field 

Ball , 1 984 ; Gans , 1 98 2 ) , there 

was cons iderable concern as to whether the ' correct  data ' was being 

gathered , an �s sue which became le s s  frequent but still  aros e  at 

other times during the progres s  of the re search . Thi s reflects  part 

of the stresses of fieldwork which may occur at any stage of  the 

project  as the re searcher faces anx iety ove r relat ionships ,  fears of  

rej ection by  the participant s ,  adequacy o f  data , ab i l ity to comp lete 

the research, lone line s s ,  boredom , and many other aspects relat ing to 

the course of the research and its presentation ( see , C larke , 1 9 7 5 ;  

Wax , 1 957 ; Wintrob , 1 9 6 9 ;  Zigarmi and Z igarmi , 1 97 8 ) . I n  some 

instances , the most  expedient ' solut ion ' was for the researcher to 

take a ' day off ' from the field . 

During the initial stages of the research, the pr�mary purpose  

was the establishment of  relat ionships ,  and observat ions were of 

rather limited value in te rms of the ' data ' gathered . Thi s  being the 

first  time the author had emp loyed some of the me thodo logical 

strategies , the ob servations were further limited by inexperience for 

which , as Ball ( 1 9 8 4 )  reports ,  no amount of reading of the literature 
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wil l  provide an adequate preparat ion . The first observations focu s sed 

on e stab lishing names , ident itie s ,  and group relat ionships while  

' eavesdropp ing ' ( se e ,  Bogdan , 1 97 2 )  on conversations as  a means of 

determining what aspects  of the ir experiences were be ing discus sed . 

At the same time , the researcher was faced with the difficult ies  of  

what to record in  the fieldnotes , prob lems concerning attendance 1n 

the Commonroom ( see Tab le 7 ) ,  and the difficulty of covering all  

those groups pre sent without be ing biased towards one in  particular .  

As Ball ( 1 98 4 )  reports from his  research , the early fie ldnotes in the 

present s tudy were marked by the ir  b revity and lack of c larity . There 

exists  in these early notes an almost  comp lete lack of information 

from many partic ipants and a b ias  towards those categorised as forming 

the ' younger group ' who were more vocal , more often in the Commonroom , 

and with whom relationships appeared to be more readily e s tabl ished . 

Accordingly,  initial fie ldnotes  reflect a dominance by : M . 4 ,  M . 7 ,  

M . 1 3 , F . 9 ,  F . 1 1 ,  F . 1 3 , F . 1 5 ,  F . 1 7 , and F . 30 .  I t  was not unt il  the 

first end-of-term interviews ( see Tab le 6 )  with all  adult  student s 

that both re lationships and ob servations moved beyond a rathe r 

superficial leve l with other than tho se just  listed . Some concern was 

felt over this aspect of the 1nqu1ry as this First  Term inc luded a 

number of s ignificant experience s ,  not the least of which was the 

initial contact between the adult  students ,  the s choo l ,  and its  

population . While effort s we re made to  e l icit  informat ion relating to  

this  first  contact , this was mainly of a retrospective nature , 

substantiated to some extent by the researcher ' s  own observations made 

at the t ime . 

Overa l l ,  then , the observat ions made during Term One were part of  

the ini tial processes  of e s tab l i shing relat ionships ,  determining 

identitie s ,  and deve lop ing strategies for data collection, and 

therefore reflect the rather ' tentative ' nature of this phase of the 

investigation . I t  was dur ing these early stages  that the researcher 

' introduced ' a tape recorder as an aid to data collect ion and as a 

means of reso lving some of the diff iculties 1n recal l ing conversat ions 

for later transcription . At firs t ,  the author rel ied solely on notes  

written during , or shortly afte r ,  a conversation . In this s i tuat ion , 

there appeared many opportunities  for ' mis take s ' of both content and 

interpretation based as the notes  we re on the researcher ' s  ab ility to 

later accurate ly recall conversat ions with other interactions 
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' contaminat ing ' the proce s s . Furthermore , e fforts at ' transcript ion ' 

during a conversation appeared to detract from the ' natural ' contex t ,  

and certainly d i d  not provide the researcher with the ' freedom ' to 

interact . As the field relationships deve loped, it was found that the 

adult students more frequently approached the researcher with 

information and increas ingly invo lved him �n general conve rsat ions , 

which p laced further ' s train ' upon the note taking me thodo logy a s  the 

amount of data be ing gathered markedly increased . Accordingly ,  

fol lowing the is sue of  the ' Letter of Consent ' ( 1 3 . 2 . 84 ) , the recorder 

was brought in to supplement the proces s  of note taking . While notes  

were made throughout the pre sent investigation,  they c ame to form more 

of a ' back-up ' strategy to the use of the tape recorder . Init ially ,  

the recorder was p laced 1n front of the re searcher and openly swi tched 

on when the adult  students approached with information . On such 

occas ions , the researcher sought perm1 s s 1on to record the comment s ,  

not ing that this would  save him from trying to take notes during the 

conversation or attempt to recall  what had been said at a later t ime . 

Increas ingly, the recorder was used 1n more general s ituations of  

interaction , s t i l l  p laced with  the researcher and openly switched on . 

This  use of the tape recorder certainly increased the accuracy o f  the 

data collected , although it also provided cons iderab ly more 

information which requ ired transcription . While thi s  transcript ion 

occupied large amounts of t ime , it had the benefit  of making the 

author au fai t  with the data . 

The use of the recorder was not undertaken without some anxiety 

as to the pos s ible  effects it might have upon the relat ionships within 

the research context . These  were al layed when,  within a few days of  

its  introduction, it was noted that some adult students would  arrive 

in the Commonroom and pick up the recorder to convey informat ion if  

the researcher was involved 1n  another conversat ion at  the t ime . 

Only one student , M . S ,  remained somewhat ' uneasy ' about the use of  the 

recorde r :  

M. S I don ' t  l ike the in tervi ews [laugh ] .  

I Why? 

M. S [laugh] Ha te being intervi ewed - the tape si tting 
there . 

I Yet tha t doesn ' t  concern you in the Commonroom ? 

M. S Don ' t  real ly no ti ce i t  there - i t 's  no t the same -
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i t 's not a dire c t  thing i t 's  not direc ted a t  you 
personally, sort of thing. 

( Interv iew, 3 . 1 2 . 84 )  

Fo llowing the May Vacation - a period given t o  reflect ion upon 

the research and data transcrip tion - observation and participation 

became cons iderably more effective as the research deve loped greater 

focus and relationships became more es tab l i shed as  the researcher 

became more ' invo lved ' ( Woods , 1 9 7 9 )  in the setting and action . 

The Re s e a rcher I n  The F i e l d  

A further aspect  of  the relationships exi s t ing within field 

investigat ions concerns the ' p lace ' the researcher occup 1es in the 

soc ial setting . From the nature of the inve stigation , it is evident 

that the author was not a ' part ic ipant ' in the sense of be ing invo lved 

in the proces ses  of becoming an ' adult s tudent ' .  The observations 

made , and the interaction between student s and researche r ,  were 

confined to the ' out-of-clas s ' context , predominant ly in the Adult  

Commonroom and its  immediate env irons . The re searcher made efforts to 

be consp1cuous , to invo lve himself 1n conversat ions , app roach 

participants , and actively seek information . From the start of  Term 

Two , the researcher cons idered that interact ion and involvement with 

the entire group had increased markedly from the s i tuat ion in Term 

One . This  appeared to be due partly to the fact that the group was 

now smaller , that many of  those  who left had been the ' dominant ' ones 

from the first Te rm who were perhaps ' over-represented ' in the early 

data , and from the more es tablished re lat ionships which followed the 

end-of-term-one interv iews . Throughout the re search , the author was 

seen as ' part ' of the Commonroom, included 1n conversat ions , 

approached with information, and ' missed ' by partic ipants when not 

present . In short , the group appeared to accept , and on oc cas 1ons s o  

reported , the researcher as ' one o f  them ' . 

Any such form of re search involving interactions results in some 

modificat ion of the s ituat ion . As the pre sent research sought to 

determine the ' adult student experience ' ,  it appeared important that 
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the researcher should seek to m1n1m1se any effect s upon the 

participants .  Related to thi s ,  the author sought to avo id taking a 

dominant role 1n conversat ions , dec l ined to g 1ve op1n1ons on 

content ious issue s ,  and tried no t to be identified a s  a member o f  a 

particular group . However ,  the mere presence of the re searcher wi l l  

exert some influence ( see , Schwartz and Schwartz ,  1 95 5 ) . During the 

present research , it was evident that the researcher provided a person 

for the partic ipant s to talk with , both in a general sense and as  

someone who would l i s ten to  the ir comments ( see , Finch , 1 98 4 ) . For  

ins tanc e ,  F . 1 1  and F . 1 8  both discus sed thei r  marital prob lems with the 

author ;  F . 32 sought ' advice ' conce rn1ng her planned univer s ity 

course ; F . 1 0  frequent ly discus sed her ' progres s '  at s choo l ;  and , 

F . 28 reported some of her home difficulties  which impinged upon her 

return to schoo l .  In all case s ,  whi le 

avo ided in order to preserve neutrality 

that the part icipant s had someone to 

the prov i s ion of advice was 

( see , Gans , 1 98 2 ) , the fact 

talk with may have influenced 

them in a variety of ways . Indeed , when asked about the effects  of 

the research upon them, mos t  adult students remarked that they had 

' apprec iated ' hav ing someone to talk with, someone who was 

' interested ' 1n them and the ir exper1ence s .  Thi s ,  and the other 

effect of increas ing student awarenes s  of the i r  situat ion, is apparent 

1n F . 30 ' s  comment s regarding the influence of  the research upon her :  

I Wha t has your invol vemen t in my research mean t for you ? 

F. 30 Um - I don ' t  know, real ly - a pain in the but t  from 
time to time - because I can ' t  see the end resul t .  It 's 
been interes ting .  It 's  made me think about wha t  I 'm 
doing, and about things around me a t  school . I 'm probab ly 
more aware of things tha t are happening, because I ' ve had 
to be - and when do I ge t my copy of the thesis ?  [laugh ] .  
But, seri ously, i t  has made me more aware . 

I Has i t  had any infl uence upon you ? 

F. 30 No - not real ly. No t in the sense tha t i t ' s changed 
anything - jus t made me more aware . It ' s  been good having 
you to talk wi th - even though you never gave any answers 
- you could be a pol i ti cian when you ' ve finished [laugh] -
never gi ving a straigh t answer t o  anything [laugh } .  Bu t,  

no, i t 's  been in teres ting . 

( Interview , 6 . 1 2 . 84 )  

The other adult students who were asked the se  quest ions a t  the end of 

the research re sponded in a s imilar fashion . 
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The not ions of  influence are not conf ined to those  emanating from 

the researcher as equally the partic ipants are active contributors  to 

the relationships ( see , Gans , 1 98 2 ; Schwartz and Schwartz , 1 9 55 ) . 

There were occas ions during the study when the researcher experienced 

considerable empathy with the part ic ipants , sharing in both the i r  j oys 

and disappointments ,  and when certain affective j udgments were a 

result of  emotional re sponses  to particular individuals . However ,  as  

Schwartz and Schwartz ( 1 95 5 )  indicate ,  awareness  of  these aspec t s  of  

the inquiry can be turned to the researche r ' s advantage . The form of  

' sympathetic identification ' results  1n  data which 1s  both  more 

meaningful and valid , as well  as repre senting more effec t ive 

participation , while awarene s s  of potent ial de leterious effe c t s  of 

emotive value j udgments  a lerts  the researcher to make consc ious 

effort s towards ensuring that the se do not distort perceptions . 

One further ins tance of effects upon the researcher concerns the 

is sue of language .  While the part ic ipant observer 1s  ' advi sed ' to 

' learn the language ' of the group ( for  instance , Seeke r ,  1 9 58 ; Seeker 

and Geer ,  1 95 7 ) , the present re search contained a s i tuat ion where it 

became neces sary to ' unlearn ' the language . During the first Term,  it 

was very evident that a group of the adult s tudents liberally 

interspersed the ir  conversations with a selection of four- lettered 

words . On many oc cas ions , the language of F . 9 ,  F . 1 3 , and F . 1 5 , in 

particular , was almo s t  exclus ive ly constructed of such words . Thi s 

raised concerns both for the report ing of the fieldnotes  and 

personally for the researcher . First , a decis ion seemed warranted as 

to the extent the researcher should incorporate this language 1n 

fie ldnotes and , later ,  any report s .  

when analys is of the conversations 

' forms ' of usage . While some · peop le 

' urns '  and ' aahs ' ,  thi s  group used 

In part , this i s sue was resolved 

indi cated that there were two 

intersperse conversation with 

four- letter words for the same 

purpose of ' fil ling in gaps ' 1n a conve rsation or as they paused 

between phrases or topics . As all of the ' urns ' and ' aahs ' were not 

individually transcribed - as  a matter of typographical expediency­

it was decided that this  usage would s imi larly be rep laced by the use 

of a ' dash ' to indicate a ' pause ' or ' break ' in the conversat ion . On 

the other hand , there were s i tuations where the four-lettered words 

formed an integral part of the conversat ion, and p rovided the more 

accurate representation of the data which was be ing collected . As 
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Willis  ( 1 97 7 )  doe s , these  were duly recorded and the dec i s ion was made 

that they should be incorporated in any report of such conversations . 

The second i s sue raised by this  language was its  effect upon the 

researcher . Perhaps reflect ing the dominance of this  group dur ing 

Term One , the author found occas ions whe re he was ' p icking ' up thi s  

language t o  some extent . In the ongo �ng interact ions within the 

Commonroom - and in light of the fact  that other adu l t  s tudents had 

condemned the ' overuse ' of such language - the author made conscious 

efforts to avo id such terms . Howeve r ,  the researche r ' s  fami ly 

commented that he was more ' prone ' to adopt such language at home and 

there were instances where a very de liberate effort was required not 

to use it  �n contexts out s ide the research situat ion . This  would 

appear to be  one of  those situations where , as Gans ( 1 98 2 )  recounts ,  

those outs ide the field situation as sume cons iderab le importance �n 

resolving difficulties  and making the researcher more aware of  

influences  from the field relat ions . 

While the use of such language dec l ined following the departure 

of F . 9 and F . 1 5  from schoo l ,  and the increas ing ab sences of F . 1 3  

prior to her also leaving ( see Table 9 ) , the author remained 

consc �ous of this influence throughout the fie ldwork . This ,  however ,  

i s  not t o  sugge st that othe r adult students did not also  re sort to 

similar language , but rather that in their  cases it  did not form the 

predominant mode of expre s s �on . At this point , i t  also appears 

pertinent to note that this form of language was only adopted in 

general conversation, and no adult student used it during the face-to­

face interv iews with the researcher ,  which �n turn �s  perhaps 

indicat ive of  a ' di fference ' in student percept ion of the two contexts  

- the ' natural ' conversation ,  and the ' fo rmal ' interv iew . On  the 

other hand , there was some sugges t ion from one of F . 1 S ' s  teachers­

and supported by comments from other students that there were 

occas ions where simi lar language was used �n the class room context . 

The re searcher was not the only one to not ice this influence . F . 30 

also reported that she had found herself ' p icking it up ' at least  to 

the extent that she used such language ' more frequent ly than before ' .  

Indeed, F . 30 informed the re searcher that she had often sugges ted to 

both F . 1 3  and F . 1 5  that they ' c lean up their  language ' somewhat .  
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the ways 1n which the These examples provide some indicat ion of 

researcher becomes influenced by tho se with whom he is  interacting . 

ways 1.n which the social  Not  surpris ingly, there are numerous other 

interactions of field  research exert influence . As Gans ( 1 98 2 )  

sugge s t s ,  these personal aspects  

need to be acknowledged and 

interfere with the re search or 

the present author found the 

invaluable in deal ing with the 

facet of  the research proce s s  

. . . 
1mp 1ng1ng 

reflected 

upon 

upon 

the researcher ' s  

the research proces s 

if they are not to  

morale . Like Gans , 

support of family and colleague s 

personal aspects of the 1nqu1ry ,  one 

which receives scant attention in the 

literature . While it is  perhaps difficult to generalize  from one ' s  

personal experience s ,  this re searcher considers  that such ' ou t s ide 

support ' l. S  a vital component of  the methodology, not only as  a means 

of reflecting upon the data but also  in cop ing with the stresses  and 

strains of involvement in the field . 

Key I n f o rmants 

In Whyte ' s  ( 1 9 5 5 )  c las sic  s tudy of Street Corner Soc i e ty, ' Doe ' 

occupies a central role and may be seen as a prime determinant in the 

progress  of the inquiry . For the present research , key informant s 

were les s  central yet proved an invaluab le source of informat ion and 

ins ight both into general aspects of the inve st igat ion and those  areas 

where the researcher did not have direct access ( see , Woods , 1 97 9 ) . 

In a simi lar manner as  reported by Ball ( 1 984 ) , the se informants 

' emerged ' from the develop ing relationships with the adult  students in 

the field rather than the careful selection advocated 1n some of the 

literature . They appeared to possess  mos t  of the characteristics  

Tremblay ( 1 982 ) sugges t s  for  the ' ideal informant ' .  They had acce s s  

t o  the information be ing s ought , were willing and ab le t o  communicate 

thi s information , the researcher was generally aware of any personal 

characteristics which may have influenced the ir  presentation and 

interpretat ion of informat ion and events , and , as Woods ( 1 97 9 )  

recommends ,  they repre sented a reasonable ' cro ss- section ' , certainly 

of the adult  student populat ion . 

From the initial stage s  of negotiat ing access , through to the 

final stages of the research, D . 1 was a central figure due to her 
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pos i t ion,  

research . 

openne s s  of her persona l i ty and her interest  1n the 

I t  can be s tated here that D . 1 made a s igni f icant 

contribut ion to the study by providing informat ion , ins ights , 

introduct ions to staff and adult s tudents ,  and support to the 

researche r .  

While D . 1 was a key informant from the out set of  the research ,  

those  from the adult student group deve loped along with  relationship s 

between them and the researcher . Although not diminishing the 

contribut ion made by the opennes s  and willingne s s  of mos t  of the 

partic ipants ,  certain individuals  stand out as providing more 

informat ion and ins ight . As Lacey ( 1 97 6 )  sugges t s ,  these  key 

informant s  came to be something akin to ' research a s s i s tants ' by their 

contribution of  information regarding themse lve s ,  the ir  peers , and the 

situation, as wel l  as providing ins ight s into the experiences  of 

becoming an adult  student . The firs t indication of  such a potential 

relat ionship between the researcher and an informant occurred early in 

the year ( 1 8 . 3 . 84 )  during an interview with M . 4 in which i t  was 

read i ly apparent that he had both informat ion and ins ights which added 

to the data and percept ions availab le to the author .  Unfortunately,  

this  interview marked M . 4 ' s  departure from the school ,  but it  

certainly added impetus to  the researcher ' s  wish to develop further 

key informants if at all pos s ible . As the research p rogres sed  and 

re lat ionships deve loped , others  did come to occupy this pos i t ion . In 

particular , F . 1 0 , F . 1 6 ,  and F . 30 developed as key informants during 

the course  of the research, with pe rhaps F . 30  be ing the ma1n 

' contributor ' in this  role . Certainly , it  was to thes e  individual s  

that the researcher would often turn when seeking e laborations and 

exp lanat ions of events 1n 

we ll  as the ir providing 

experiences . 

both the Commonroom and the classroom , as 

information and ins ights  from their  own 

Thi s ,  then , comp letes the discuss ion of the participant 

observat ion as conducted at the school . As thi s  f inal section has 

indicated , interv iews were also  conducted with the part icipants , and 

these are now subj ect to examinat ion . 
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I NTERV I EWS 

During 

number of 

the proces s  of part ic ipant observation, the re were a 

s i tuat ions 1n which a one-to-one discu s s ion between 

partic ipant and re searcher occurred . These covered , in particular , 

events such as  examinat ions and the is suing of Progre s s  Reports  by the 

school ,  as we l l  as individual conversations of a more general nature 

covering var1ous aspects of the experiences of both adult  s tudents and 

members of the teaching staff . As such, these  ranged along a 

continuum from tape d ,  s ingle top i c ,  s e s s 1ons to informal ' chats ' 

between partic ipant and researcher ( see , Bal l ,  1 98 4 ) . These , howeve r ,  

are cons idered a s  an integral part of  the interact ive proces se s  o f  

participant observat ion and are here distingui shed from the ' semi­

structured ' form termed ' interviews ' .  These  were conducted with the 

adult student s at the end of each term and with the collect ion of Part 

3 of the Ques t ionnaire , and on two occas1ons with members of the 

school  staff ( see Tab le 6 ) . 

End-o f - T e rm I n t e rv i ews 

Although eve ry effort was made to complete the se pr1or to the end 

of the part icular term ,  dictates of time and availabi lity saw some 1n 

Terms 1 and 2 carry over to the period fo llowing the vacat ion . In 

these , the intent ion was to obtain a summary of the experiences during 

the Term utilis ing some ' key que s t ions ' ( see Appendix G) sugges ted by 

an examinat ion of the data . Howeve r ,  the se interviews remained ' semi­

structured ' in that the rep lies by respondents led to the generat ion 

of further que s t ions as the researcher sought exp lanat ions and 

elaboration of the event s ( see , Burge s s ,  1 98 2 f ,  1 984a) . 

One of the prob lems to be reso lved in connection with these  

interviews concerned the site whe re they might be conducted . It  was 

fe lt  that the part icipant should be al lowed to determine the mos t  

suitab le time 

during school 

and locat ion which resu lted 1n most  selecting a time 

hours for the first two of these  interviews . While  the 

author had indicated a will ingne s s  to ho ld these at ' any time ' and 
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' any place ' ,  only those with M . 1 1  

p lace of work occurred outs ide the 

- at his home , and F . 1 9 - at her 

s choo l  context . Accordingly,  it 

was then neces sary to remove ourselves from the presence of  

interrupt ions , not the leas t 1n  orde r to  achieve a degree of  

' privacy ' . Thi s  resulted 1n a maj ority of  these  interv iews taking 

place while sitting in the autho r ' s car in the adult  car-park ( see 

Figure 2 ) . It was not unti l  the final end-of-term interv iews , in 

December ( see Tab le 6 )  and subsequent mee t ings , that the researcher 

met with the adult  s tudents in their own home s ,  with the except ion of 

F . 1 9  with whom a l l  meet ings were at her p lace of work . 

At the start of  each interview, the researcher reiterated the 

contents of the ' Letter of Consent ' ,  noted the use of the tape 

recorder as a tool to aid recall  of the conversation , and that a l l  

comment s would be  transcribed under the ir  code number . This , then ,  

represented part of  the proce sses  of  renegot iation of acce s s  and 

consent and was then followed by an indicat ion of the general purpos e  

and ' agenda ' o f  the interview, 1n much the same manner as reported b y  

Burge s s  ( 1 984a ) . The interview commenced with a s tatement along the 

lines of ' Now, that ' s  out of the way , let ' s  get started ' ( see , Ive s , 

1 97 4 ) . The resul t ing interv iews ranged in time between 30  minutes  and 

1 . 5 hours ,  with mos t  occupying the hour . The format varied from very 

free-flowing open discuss ions such as  those with F . 30 - to the 

' he s i tant ' ,  que s t ion/ answer ,  s e s s 1ons with M . S ,  the only adult s tudent 

to repeatedly report his ' unease ' in the inte rview situat ion ( see  

p . 8 5 ) . This ' unease ' related to the formal use of the tape recorde r 

( see , Whyte , 1 98 2 ) ,  yet M . S reported that he did not ' not ice ' i t s  use  

in the Commonroom . Whether it was this  ' unease ' ,  or ,  as other 

evidence appeared to sugges t ,  a characteris t ic of M . S ,  the interv iews 

with this student tended to produce brief answers confined to the 

top ic of the que s t ions and allowing for little expans ion and 

exp loration . Overal l ,  however ,  the se interviews usually were ' open ' , 

' wide ranging ' ,  and led to the gathering of cons iderab le informat ion . 

Que s t i onna i re I n t e rv i ew 

A further form of  ' semi-structured ' interview occurred when Part 

3 of the Que stionnaire involved the discu s s ion and elaboration of 
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student response s  to the i tems . 

provided by the que stionnaire . 

In  this  case , the ' s tructure ' was 

Staf f I n t e rv i ews 

These  were also ' semi-s t ructured ' by us 1ng 

questions ( see Appendix G )  to provide some 

a ser1es  of general 

direct ion to the 

discuss ion and to elicit  particular informat ion . Thes e  que s t ions , 

however, provided only a bas is for the interview, and s taff members 

were informed that an ' informal chat ' covering the ir experiences with, 

and of,  adult student s was the preferred ' mode ' of  the discuss ion 

rather than a ' forma l ,  que s t ion-based ' format ( see , Simmons , 1 98 1 ) .  

Their cooperation in the use of the recorder was sought and they were 

informed of the vo luntary nature of partic ipat ion and of the 

transcription of all the ir comment s ,  both in this s i tuat ion and on 

other occas ions , under a code number .  Each staff member was 

approached individually by the researcher and a convenient t ime was 

arranged for the interview . Again,  the se  occurred exc lus ively at the 

school ,  1n a spare clas s room,  teacher workrooms attached to the 

Staffroom, or the office of the s taff member concerned . Two such 

interviews were he ld, the first  at the beg inning of Term 2 ,  the second 

at the end of the year ,  and co inc ided with the t ime when adult 

students were taking examinations . In genera l ,  these  occup ied a 

period of an hour each , although rang ing 1n length from 30  minutes to 

1 . 5 hours . In addit ion , there were occas 1ons when less  formal 

conversations were he ld with staff members - 1n part icu lar D . 1  and 

P . 1 - when the researcher and teacher encountered each othe r around 

the school environs , such as corridors or staffroom . 

TELEPHONE CONVERSAT I ONS 

All partic ipants - staff and adult s tudents - were provided with 

the researcher ' s  home te lephone number and informed of his 

availability should they wish to contact him 1n the even1ng . In 

addition, the telephone number of each adult student participating 1n 

the research beyond Part 1 of the que s t ionnaire was obtained to enab le 
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the researcher to contact them . Reflecting the deve lopment of 

relationships , there were few telephone contacts during Term 1 from 

the participants . Indeed,  the first call from an adult student did 

not eventuate unt il  the 1 7 th of  February , and few others  were rec e ived 

during this Term . The maj or ity of calls  in Term 1 were init iated by 

the researcher and involved proce sses  of fo l lowing up on enrolment s , 

locating those who had left s chool during the Term ,  and sett ing up 

times for meetings and interviews . This latter funct ion was to remain 

one of the primary purposes  of te lephone contacts ,  although telephone 

conversat ions served functions of maintaining contact and seeking 

further information when initiated by the researche r .  The adult  

students telephoned the researcher more frequently as  the year 

progres sed both to provide informat ion and to confirm times for 

various meetings . The conversations held over  the telephone ranged in 

duration from a few minutes to nearly an hour on some occas ions - the 

longer calls involving F . 30 almo s t  exc lus ively . 

One particular ' difficulty ' did ar1se 1n a few instances  with 

this  form of contact ,  especially during the early stages o f  the 

research . This  aro se 1n tho se s i tuat ions where , eithe r ,  the s tudent 

phoned the researcher seeking ' advice ' ,  o r ,  the immediacy of response 

inherent in a telephone conversation led to the re searcher supplying 

information or ' advice ' which a more cons idered mode of contact might 

not produce . As the research progressed ,  the author became mo re 

' adept ' at handl ing such s i tuations whi l e ,  perhaps ,  the student s 

became more aware of his reluctance to provide advice , part icularly 

that which might exert some influence upon them . 

In general , the use of  telephone conversations proved very 

suc cessful as a means of maintaining contact with the adult s tudents ,  

in particular with tho se no t encountered frequently in the Commonroom . 

Thi s  form of contact also proved invaluab le in following up on various 

events or eliciting info rmat ion (Horton and Duncan , 1 978 ) in tho se  

situat ions where circums tances had prec luded the opportunity during 

the day . In such case s ,  the s ituation could be discussed 1n more 

dep th and more privately over  the telephone later in the day . On the 

other hand , the lack of face- to-face interactions - and the ' added 

informat ion ' from ob servat ion - would appear to preclude thi s as  a 
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methodo logical strategy upon which to base much more than the se  

' addi t ional ' funct ions . 

D IARI E S  

This methodo log ical strategy attempted to fo llow the succes s ful  

use of  diaries as  an  addit ional  source of data ( for instance , 

Battersby, 1 98 1 ; Burges s ,  1 98 1 a , 1 98 3 ; Zimmerman and Wiede r ,  1 97 7 )  

and was seen as something akin to the ' l ife history ' approach o f  Shaw 

( 1 930 ) . Each adult s tudent partic ipating beyond the init ial s tage s  

was provided ( see Tab le 6 )  with a small  notebook and ins tructed to 

use thi s  to record ' s ignificant events '  which occurred during each 

day . The se ' events ' were deemed to be anything from thoughts about 

their experiences , comment s or behaviours of themse lve s ,  teachers , 

pupils , adult students ,  and events both within and out s ide the schoo l . 

In short , they were encouraged to use this  diary to produce a record 

of the i r  experiences  which would be discussed with the re searcher at 

various point s during the course of  the year ( see Appendix B ) . Thi s , 

however ,  represents the researcher ' s  intent ions , the actual re sults 

from thi s  methodo logical  s trategy were extremely variable . 

Table 8 provides an indication of the participation 1n thi s  

aspect o f  the methodo logy . From this l i s t  the fol lowing were not 

is sued with a Diary : M . 8 ,  M . 9 ,  F . 1 2 , F . 27 ,  F . 28 .  Of these , M . 9 and 

F . 1 2  did not attend schoo l  ( see  Tab le 9 ) , F . 2 7 avo ided committing 

herself to further parti c ipation in the research - simp ly not replying 

to que s t ions as to whe ther she would continue or not - and only 

infrequently attended schoo l ,  and the s ituat ions of M . 8 and F . 28 are 

reported in the fol lowing account s .  

When is sued with his Diary , M . 8 remarked that he ' would not have 

anything to put in it ' and appeared very he s itant regarding thi s  

aspect of the research . At the next availab le opportunity ( 20 . 2 . 84 )  a 

discuss ion with M . 8  saw him report again that he ' had nothing to write  

down ' and , furthermore , what he had to  say would ' not be important ' as 

he ' doesn ' t  no tice what 1 s  go 1ng on around ' him . It  was becoming 

apparent that there was a cons iderab le reluctance on M . 8 ' s  part to use 

the Diary , yet he s ignified a wi llingnes s  to part ic ipate 1n the 
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research . The sugges tion was made that the Dairy could be ' put as ide ' 

and that , as his input was of  importance , the material could be 

covered quite adequately 1n discuss ions . At thi s  po int , M . 8  raised 

further object ions to the methodo logy , part icularly the use of  the 

tape recorder ,  where he stated that " I  don ' t  like the idea of a tape 

recorder at all" . Despite a l l  e fforts to ally hi s fears - not ing the 

use of the tape as ' recal l ' for the re searcher ,  to increas e  the 

' accuracy ' of the data,  and that the tape would be trans cribed , by the 

researche r ,  then wiped M . 8 remained adamant . Throughout , he 

reported that it ' didn ' t  matter '  if he was mis-quoted as his code 

number would ' protect ' him from ' be ing identified ' ,  but ,  no matter 

what , he j ust ' didn ' t want tapes  lying around ' with his comments on 

them . Even the reas surance that the tapes  would not be ' lying around ' 

was to no avail .  M . 8  - other than these  ' reasons ' provided no 

exp lanat ion for his concerns . The researcher then suggested that the 

recorder could be dispensed with and that , if he was s t i l l  wil ling to 

part icipate , notes could ' be taken during our conversations . While 

accept ing thi s ,  M . 8 then s t ipulated that he was not to be phoned under 

any circumstances , aga1n providing no explanation for this 

restriction .  As a result of  thi s , and as M . 8  rare ly appeared in the 

Commonroom, his part icipation 1n the research went no furthe r . 

Indeed,  M . 8 was only sighted by the re searcher on two occas 1ons 

fol lowing the Easter break 1n April , one of which was at the end of 

the year .  From comment s made by teachers  - who were under the same 

' re s trictions ' of  ' no contact '  - it was determined that the bas is  for 

M . 8 ' s  non-part icipat ion stemmed from his personal background and 

characteris tics , rather than represent ing either a ' rejection ' or 

' critique ' of the research ( see Appendix D ) . 

The second case where the use  of the D iary was exc luded involved 

F . 28 .  On 1 7 . 2 . 84 ,  F . 28 approached the researcher and reported that 

she was concerned that he r commitments at home and schoo l  would 

prevent her from maintaining a D iary and , therefore , that perhaps she 

should  wi thdraw from further part icipat ion . As she was on her way to 

clas s at the time , with little opportunity to discu s s  the issue , the 

author suggested that the D iary be used to place ' reminder ' notes 

rather than the detailed de script ions F . 28 appeared to have as sumed 

was neces sary , and that we could 

days . Thi s  was agreed to at 

re-exam1ne the prob lem after a few 

the time , but F . 2 8 telephoned the 
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researcher that evening to repeat her concerns . I t  was then sugge s ted 

that the Diary could be ' put  as ide ' and that her participation in the 

re search could revolve around meetings , o r  even te lephone cal l s ,  to 

discuss  her experience s .  In reply,  F . 2 8 reported that she had enough 

' problems ' at home w� thout having to concern herself  with thinking 

about her schoo l  experiences  as we l l ,  again noting her commitments at 

home , school ,  and in connect ion with her husband ' s  bus ine s s . At thi s 

po int , the researcher sugges ted that part ic ipation in the s tudy should 

not occupy ' too much time ' ,  and that , while withdrawal was ' quite 

acceptable ' ,  i t  was  hoped that some compromi se  acceptab l e  to  F . 28 

would see her cont inue to part icipate . F . 28 agreed to cons ider the 

mat ter during the weekend and the re searcher was to te lephone her the 

fo llowing Monday . After the cal l ,  however ,  the author reflected upon 

this and became concerned that undue pres sure may have been exerted on 

F . 28 and that ful l  recognition may not have been g �ven to her wishes 

to withdraw from the re search . As a result , the researcher called 

F . 28 back and emphasised her right to withdraw and sugges ted again 

that the D iary be dispensed with, but that there was ' no pres sure ' for 

her to cont inue part icipat ing . F . 28 appeared satisfied with thi s  and 

agreed without hes i tation to continue with the research . During the 

end-of-year interview ,  the author raised again the concerns he fe l t  

that ' undue pres sure ' may have been exerted over the D iary inc ident , 

to which F . 28 rep lied : 

No - no - I don ' t  feel you were pressuring me . I just 
fel t  I coul dn ' t  cope wi th i t .  I was scared - scared a t  
the beginning and probably di dn ' t  rea l ly understand 
what  i t  all  meant and didn ' t  think I could wri te 
everything down . I was scared about i t  - scared of 
something tha t has worked ou t to be no thing to worry 
abou t .  It 's  been enjoyable, ac tua l ly [laugh ] .  

( Interview , 3 . 1 2 . 8 4 )  

I n  addit ion to those who were not is sued wi th a D iary , the 

summary of participation �n Table 8 illus t rates that a further g roup 

of 1 4  made ' no entries ' as they too are listed as not having 

' comp leted ' this aspect of the methodo logical strateg ies . The 

maj ority merely reported ' nothing �n the diary ' wi thout furthe r 

elaborat ion , although a few others did state that entries had been 

made but that the D iary was ' lost/ left at home ' ( see Appendix D ) . 
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For those  lis ted in Tab le 8 as  maintaining a D iary , both the 

content and period of t ime this covered varied cons iderab ly . Indeed,  

only M . 6 ,  F . 1 6 ,  F . 1 7 , and F . 2 4 were to  make entries , even i f  not 

regularly , for the majority of  the time they were at  s chool . M . 1 6 , 

who was not issued with his D iary until  near the end o f  Term Two , also 

made entries  for the res t  of  the year . The remainder ,  generally,  

made infrequent entries and all had ceased to maintain the D iary be 

mid-year at the latest ( see Appendix D ) . 

To illustrate the variety of  content , the following verbat im 

extracts from two of the diaries are of  complete entries for a 

particular day : 6  

H. 6 
1 3 . 4 . 84 Tes t  in chemi s try was destrous 
1 6 . 4 . 84 The work load in Economi cs is not so bad .  

Because o f  some unknowen reason I keep forge tting to do 
the paer ari tcles . Thi s  i s  the final one we are going to 
be gi ven a new topic  wi l l  at least  of got a col l ection of 
cu t tings at home . 

F. 1 6  
Thursday 10  May.  Feel ing more and more disenchan ted wi th 

school ,  and 'fi tting in ' .  It seems like a l l  through 
l i fe we are rewarded for saying and doing the 
'right ' things . Firs t in the home, then a t  school ,  
then uni versi ty &/or career . Bu t you don ' t  
necessari ly achieve wha t  you se t out to . Maybe  I 'm 
l ooking too far ahead .  People  have been saying 
"Just ge t this year over firs t " . But I l ike to know 
where I 'm going. I 'm rea l ly in teres ted in Hol i stic  
Hea l th and have heard of a two-year course running 
in [ town ] . If I di dn ' t  get accep ted I migh t  

"
enrol 

a t  a uni versi ty where there are papers rel a ting to 
such a course .  I have two assignmen ts to do over 
the hol i days so I be t ter ge t started. 
On Friday, las t peri od, Engl ish,  my teacher told me 
off after class - for no t attending several classes, 
for wri ting whi l e  she was talking, and because she 
fel t  she was wasting her time wi th the 6th Form.  

As  these  extracts  indicate , the details  of event s and exper1ences  

provided by the Diary accounts varied cons iderab ly between 

individual s . Ove rall , then , the use of this methodological strategy 

met with mixed suc cess and was not the source of the cont inuous and 

6 Througoout this thesis , all reporting of material written by students - Diary and 

Questionnaire - presents a verbatim account . 

� ... : u . 
L . .., ,.., . �,'f. 
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indepth account of the ir experiences  envisaged by the researcher at 

the start of  the inves t igat ion . 

In response �o this s i tuation with the Diaries , the researcher 

inst igated a ' Diary for a Day ' with the 1 4  adult student s remaining at 

school  in Term 3 .  Here , a Tuesday - 1 8 . 9 . 84 - was chosen as  the day 

most  had at least some clas se s ,  and all  were asked to write an account 

of their day ' s  activit ies . All except M . S - who responded with a 

' don ' t  think I ' l l bother ' to the reques t - and F . 34 who ' forgot ' ,  

complied with this reque st . The se  also  produced a range of  deta i l ,  

such as F . 1 4 ' s  s tyle o f  ' got  up ' ,  ' housework ' ,  ' s chool ' ,  ' afternoon 1n 

town ' , ' tea ' , ' went out for evening ' ,  to the detai led breakdown of  

activities as provided by  F . 28 .  The maj ority, however ,  occup ied 

something of a mid-po int providing a fairly succinct chronological 

statement of the ir activities  during thi s particular day ( see Appendix 

D ) . 

QUESTI ONNA I R E S  

During the course of the fieldwork , three ques tionnaires were 

is sued to the adult students ( see Tab le 6 )  and these are included in 

Appendix F .  Each was des ignated as a particular ' Part ' of the ' Adul t  

Student ' s  Que s t ionnaire ' a s  follows . 

Part 1 

As Dean ,  Eichhorn and Dean ( 1 9 6 9b )  sugges t ,  the researcher is 

' advised ' to have some rout ine fact-gathering exerc1se as an initial  

step in the research proce s s . To provide this  and to gather some 

biographical data,  Part 1 of the que s t ionnaire was given to each adult 

student at the time of the ir first  contact with the researcher . 

Further ,  this part of the que st ionnaire served as an ' introduction ' 

for the research and the re searcher as  we ll as establi shing the point 

of initial contac t ,  while al lowing for the derivat ion of  information 

upon which to base processes  of samp le selection should populat ion 

s1ze  require . 
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Part 2 

The purpo se of  thi s ques t ionnaire was two-fo ld . First ,  to 

document any change s  1n biographical data which had occurred up to the 

time of i s sue (October, 1 98 4 ) , and second to estab l i sh some further 

biographical information not inc luded 1n Part 1 .  D i s tributed to a l l  

those s t i l l  attending s chool  a t  the time , effort s were a l s o  made to 

gather this information from those  who had left schoo l .  As shown 1n 

Table 8 ,  a total of  1 1  ' leavers '  ( indicated by not be ing interv iewed 

in Term 3 )  comp l ied with thi s  reques t .  Of the remainder of the 

initial samp le ( N= 3 6 ] ,  M . 7 ,  M . 9 ,  M . 1 0 ,  F . 1 2 , F . 2 2 ,  F . 2 6 ,  and F . 2 7  

could not b e  traced , F . 20 dec l ined t o  comp lete the que s tionnaire , 

whi le F . 9  and F . 1 1  did not respond to a number of letters sent to them 

or return the ir que stionnaires . Finally,  as  indicated previously in 

the discuss ion of the D iarie s ,  M . 8  could not be contac ted . to seek his  

complet ion of the que st ionnaires and had been cons idered a ' non­

partic ipant ' in the research from early in the year . 

Part 3 

Originally intended to be avai lable by the end of  November,  thi s  

more extens ive questionnaire 

vers 1ons de laying its 1 s sue 

was subj ect  to 

unti l  January 

a ser1es  of ' draf t ' 

1 985 . A number of 

intentions were represented in the contents of this ques tionnaire and 

reflected concerns that some of these is sues may not have been 

addressed by other data gathering strategies , or required further 

explorat ion . Firs t ,  little by way of informat ion had been forthcoming 

on the previous s chool ing experiences of the se adult s tudents .  Whi le 

often reported in the literature in terms of be ing ' fa i lures ' within 

the ir prior s choo ling experience s ,  there was only scant information 

available with which to examine this 1ssue . Second , there was a 

number of areas suggested within the data which it was cons idered 

warranted further inve stigat ion and detail gathered by a diffe rent 

strategy ( see , Wood s ,  1 9 7 9 ) . Such 1 s sues as the ir  reasons for 

returning , the ir future plans , fac i l ities available at the schoo l ,  

relationship s with others ins ide and outside schoo l ,  and their  
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reasons for their absences  were to 

were cons idered worthy of some 

be covered . Fina l ly ,  two areas 

indicat ion as to the relative 

importance of these factors in the experiences of the adult  student s .  

Firs t ,  the Dean was the one member of  staff all  adult  students had 

some contact with , she occup ied a central role in the relationships 

between the students and the s choo l ,  and was frequently mentioned by 

the participants both 1n general conversation and interviews . 

Accordingly, and having sought 0 . 1 ' s  approval of the ques tions , it  was 

determined that an effort be made to indicate the characteri s t ic s  of  

an Adult  Dean most  ' valued ' by the students . Second , throughout the 

year the adult  student s raised a number of concerns about facets  of 

the ir experiences . However ,  while these  often appeared to occupy a 

prominent po s ition in their accounts , there was l ittle  indication of  

the re lat ive importance of  these cons idered as  part of  the whole . 

Thi s  final part to the que s tionnaire sought to provide such an 

evaluation . 

For distribut ion , the adult  

ques tionnaire and some t ime was spent 

set of ins tructions ( see  Appendix F ) . 

s tudents were g 1ven their  

going through the document and 

While ment ioning the length , 

generally in a jocular fashion , all agreed to comp lete i t  with mos t  

reporting spending ' about an hour ' on it  although this was somet imes 

spread over more than one ses s1on . As s tudent s comp leted their  

que s t ionnaire , the researcher called on them and went through the ir 

responses  in a ' semi-structured interview ' seeking further elaboration 

and explanat ions where nece s sary . This process  was not pos s ib le with 

some of  those  listed 1n Tab le 8 as having comp leted thi s  

que s t ionnaire . Both M . 4 and M . 1 1  were res iding in other district s ,  

F . 1 9  reported that she was ' unavailable ' t o  di scuss  the ques tionnaire 

- indeed , she had not managed to comp lete i t ,  and F . 3 1 went on ho liday 

after posting the completed form back , but did not return to her 

former addres s .  Of the others  also  given a copy of this 

que s t ionnaire , F . 9  and F . 1 1  never rep lied ( see Part 2 above ) ,  and 

F . 1 5  always ' promised ' to ' get it done ' but after two months of 

checking it was dec ided that complet ion was unlikely in her case . 
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DOCUMENTARY MATERIAL S  

While items such as the D iary and Ques tionnaire constitute 

documentary materials ,  thi s  term �s  used here to refer to thos e  

originating from sources other than the researcher or  adult s tudents .  

Thi s  inc ludes the schoo l Prospectus , Attendance Register ,  Personal 

Time tables , Staff Manual , School  Reports , Schoo l Magaz ine , and the 

contents of the Personal File for each student held  by the s choo l ,  all  

of  which were made avai lab le to the researcher by s chool s taff . Of 

these  items , four conta ined information pertaining to members of  the 

present samp le of adult s tudents ,  although some comment was also  

contained in  a fifth - the School Magaz ine . However , the point at 

� s sue is that the students were unaware of researcher acces s  to the 

other documents , whereas the Magaz ine was a ' pub lic  document ' .  The 

School Register was the ' offic ial ' record of student attendance , and 

will be elaborated upon further in a subsequent chap te r .  The Schoo l  

Reports  were is sued t o  the s tudents following each of the school-based 

examinations . In thi s  cas e ,  the researcher was provided with acce s s  

to these  b y  the Dean and , as  this was pr�or t o  the s tudent viewing 

them , was asked not to convey the content to the s tudent . However,  

every adult student who part i c ipated in the research also prov ided the 

researcher with access to the i r  School Report as soon as it was is sued 

to them . Whi le perhaps  a rather ' moot po int ' ,  thi s  would appear to 

negate the ' covert ' aspect of re searcher access to this document , a 

s i tuation over which the re searcher he ld little control if intending 

to maintain access  to the s choo l as the s ite of  the inve s t igation . 

The Personal Timetables were a lso provided by the s tudents ,  al though 

the ir source too was from the schoo l  in the first ins tance . The final 

documents ,  where access  was ' covert ' were the Per sonal File s , and it  

is  upon these  that thi s  sect ion is focussed . 

Located in the School Office was a locked cabinet containing the 

personal files of all pup i l s  and adult s tudent s enro lled at the 

s chool . These  were treated as completely conf idential and it  was 

necessary for the researcher to obtain the Principal ' s  permis s ion to 

have access to these files  on each occasion, a lthough he had g�ven 

such access during the proc e s s  of negotiation of entry to the site . 

During the fie ldwork , P . 1 was approached and then accompanied the 
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author to the Office where the Staff were info rmed of the researche r ' s  

acces s  to these f i le s . The researcher was required to use a nearby 

office to v1ew these  fi les and P . 1  categorical ly stated that contents 

were not to be divulged under any circumstance s .  

As the adult  s tudents were unaware of this acces s  by the 

researcher ,  who made no efforts  to inform them eithe r ,  this remained a 

covert activity within the present research. In the researche r ' s  

terms , however ,  perhaps some justification for thi s stems from both 

the content of the f i les and the potential for ' harm ' which may have 

resulted from be ing ' open ' about this acce s s . Fir s t ,  the adult  

student files conta ined only brief biographical data - name , addre s s , 

age , and te lephone number - as  supp lied by the student upon enrolment 

- a copy of the ir  personal timetab le , and a duplicate of each School 

Report . These adult  student file s ,  then,  contained very little 

informat ion and were merely used to provide a further check on some 

of the data gathered by other me�hodolog ical technique s .  As each 

student conveyed all such content to the re searche r ,  and 1n greater 

deta i l ,  there seemed little po int - although it was not cons idered as 

an option - in informing them of this acce s s  to the ir files . Indeed , 

1n considering the second po int the ' highly confidential ' s tatus 

given the se files  by the schoo l - there appeared to be some potential 

for ' harm '  in acknowledging acce s s  1n thi s  s i tuat ion . Cons ide r ,  for 

instance , the pos s ib i l ity that an adult  student ' discovered ' such 

acce s s  to the files  and then asked the re searcher to divulge the 

contents . Leaving as ide the po s s ibility that this could result in the 

researcher be ing ' barred ' from the s ite by the schoo l  staff , there 

remains a further dilemma in this s ituation . All the re searcher could 

do , without any means of sub s tantiating the c laim, would be to as sure 

the student that the contents we re ' innocuous ' and nothing unknown to 

him or the student was included in the file . 

That one student , at leas t ,  as sumed that the researcher had acce s s  

to various items was shown b y  F . 1 0 ' s  remark that ' You ' ve probab ly 

already seen thi s ' when handing the author her Schoo l  Report . One 

other incident , however ,  did g 1ve some cause for concern over this 

acces s  to the file s . This  occurred when the researche r was approached 

by D . 1  1n the corridor outs ide the Commonroom and informed : 



D .  1 M. 1 6  was worri ed about whether you had access to his 
records . 

! Why? 

D .  1 I sai d  there was no thing 1n them o ther than his 
enrolment forms and Report . 

I Why was he asking} do you know? 

D .  1 Perhaps he though t we had some secret informa tion 
about him.  

( Fieldnote s , 9 . 8 . 84 )  
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At this po int we arrived in the Commonroom and conversation stoppe d ,  

with D . 1 apparently unconcerned about the incident . A t  the start of  

an interview the fol lowing day , M . 1 6  was asked whether he had any 

concerns about the research and what it might imp ly to which he 

responded that ' none ' existed . Perhaps , then , he had been sat i sfied 

with D . 1  ' s  truthful comment s regarding the contents of this personal 

file . The only indicat ion o f  a pos s ib le bas is for M . 1 6 ' s  concerns was 

that he might have as sumed that the schoo l  would have records from his 

prev�ous school where , he reported , he _ had a ' very bad reputat ion ' .  

However , M . 1 6  later provided the researcher with acce s s  to a personal 

notebook , containing teacher comments on hi s behav iour , from this 

other s chool and was comp letely open about thi s  part of his prior 

experiences . Accordingly ,  wi thout divulg ing the fact that the 

researcher had access to such files and breaking the ' confidence ' of 

school staff,  there were no means to determine the concerns 

underp inning M . 1 6 ' s  comment s to the Dean . There was no further 

mention of  this incident , either to the researcher or  the Dean . 

SUMMARY 

The present research was undertaken with two priorities  �n v�ew :  

to document the expe rience s  o f  a samp le of adu l t  s tudents in a 

secondary s chool ;  and , whi le so doing ,  elaborate upon the app lication 

of field re search techniques within an educat ional setting . From the 

firs t priority, two broad a�ms we re derived to form the research 

obj ective s o f :  es tablishing a profile of  the adult  student o n  the 

basis  of a selected sample ; and , de riving from an indepth and 
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systematic  v1ew of the everyday exper1ences  of  thi s  samp le an account 

of the processes involved in becoming an adul t  student . 

In  accordance with the second priority,  the present chapter has 

presented an account of the deve lopment and appl icat ion of  the 

research des ign and methodology adopted to meet  these  two broad aims . 

The des ign chosen was that of  a long itudinal inves t igation us 1ng 

an approach to data collect ion def ined as ' field re search ' .  The 

particular methodo log ical s t rategies  o f : partic ipant observation ; 

interviews ; te lephone conversat ions ; diarie s ;  que s t ionnaires ; and , 

documentary materials , were sub sequently de scribed . 

Also 1n this chapter , the ethical principles underpinning the 

conduct of the inquiry ,  the processes  of s ite and samp le selection -

incorporat ing an outline of aspects of access negotiation , and some 

details of both the site and sample ,  were discus sed . In thi s  context , 

mention was made of the appendices which form an important reference 

po int to the present study . This  1s part icularly the case with 

Appendix D which contains a comprehens ive profile of the people whi ch 

fo rm the base of the inve stigat ion . 

Further ,  the discus s ion has illus trated the fact that , from an 

original samp le of 36  adult  students , only 1 4  were to rema1n at  

school and participating in  the research at the end of the year , 

al though some of the ' school leavers ' were to comp lete at least  the 

questionnaire phase of the research . 

In the chapter which fo llows , also related to the second priori ty 

of the research, a descript ion 1s  provided of the deve lopment and 

app licat ion of analyti c  strategies through which the data was 

approached . 



CHAP T E R THREE 

A P P R OACH I N G THE DATA 

Using a fi el d research approach, the researcher ga thered 
da ta on a sample of adul t s tuden ts during their year a t  a 
secondary school . In accordance wi th the pri ori ty of 
documen ting the conduc t of the inquiry, thi s  chap ter · 
presen ts an a ccount of the developmen t and app l i ca ti on of 
analytic  stra tegi es app l i ed to the da ta to elabora te and 
clarify the processes of becoming an adul t studen t .  

1 0 7 

In the preceding chapte r ,  d i s cussion focussed on the research 

procedures for gathering data to meet  the obj ectives of  the present 

study . These  obj ective s were : 

1 .  To es tablish a profile o f  the adult student on the bas i s  

of  a selected sample ; and , 

2 .  To derive from an indepth and systematic v1ew o f  the 

everyday experiences of thi s samp le an account o f  the 

processes  involved in becoming an adult student . 

I t  was adjudged that the second obj ective required · the adoption 

of procedures directed towards estab l ishing exp loratory and 

preliminary theoretical concept s  which would elaborate and c larify the 

bas ic social proces ses  (Glaser ,  1 9 78 ) imp ing ing upon the exper1ences 

of  the se lected group of adult s tudents . As such, both the co llection 

and analysis  of data proceeded from a perspective broadly based within 

' symbolic interactionism ' as exp licated by Woods ( 1 97 9 ,  1 98 3 , 1 98 Sb )  

and Burge s s  ( 1 98 1 c ,  1 98 2 j ) ,  and drawing upon aspects  of the 

interact ioni st  strategy of grounding theory as deve loped by Glaser and 

Strauss ( 1 96 7 ) and Glaser ( 1 9 78 ) . 
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The decis ion to underg ird the study with a b road interpretation 

of the interactionist  approach was guided by the imp l icit  intentions 

of  the second research obj ective . In other 

approach of interact ioni sm which focusses  upon 

of soc ial reality appears most  commensurate 

words , an over-arching 

partic ipants ' accounts 

with an obj ec tive which 

seeks to  provide an examinat ion of people ' s  day-to-day experiences  as  

they relate to broad proce s ses  of  ' becoming ' an  adult student . I n  

particular , the ' interactionist ' approach was seen as providing a 

generalized framework within which the 

. � . focus is on how people  make sense of the world, their 
'frameworks ' or 'perspecti ves ' ,  and how they change in, or 

are influenced by, the various si tua tions or ' con texts ' in 
whi ch interactions take place ;  how they rel a te to each 
other, different in terests and ends, and the ways and 
means devised to achi eve them . . .  how groups come to form, 
and influence their members, develop beli efs, a tti tudes, 
ways of coping and behaving; and how indi vi dual s  see the 
course of their l i ves from day to day, si tua tion to 
si tua tion, and through the insti tu tion .  

( Woods , 1 98 3 ,  p . xi )  

A t  the same time , the present research departs from some 

interactionist  approaches 

the existence of links 

( for  ins tance , Blumer ,  1 96 9 )  by recogn1s 1ng 

between individual s  and broader social 

contexts . The present study is not alone 

( 1 98 1 c ,  1 98 3 ) ,  for instance , in his study of 

sought to ' comp lement ' the interact ionist  

1n thi s  regard . Burge s s  

comprehens ive schoo ling 

approach through other 

theoret ical perspective s in o rder to situate the school and c las sroom 

1n a broad social and h i s torical context . Likewise , Woods ( 1 97 9 )  

adopted a somewhat ' ec lect ic ' theoretical perspective s o  a s  to 

' extend ' the interactionis t  approach to incorporate the wider socia l  

and temporal context within which the s choo l ,  and part ic ipants ,  are 

located . 

In  seeking to categorise  the present re search , then, it 1s  seen 

to ove rlap the two ' stage s ' ident ified by Woods ( 1 98 3 ) : 

We might therefore regard the in teractionist  research 1n 
schools to da te as the firs t stage of a process of 
discovery about how schools  work the first rough 
mappings of the hi therto dark unknown of the ' black box ' 
interi or. Stage two work wi l l  need to take s tock of these 
earl i er studi es, looking for simi lari ti es, differences, 



inconsi stencies,  omissi ons, and plan accordingly. 
requ�re a t tention to three major concerns : ( 1 ) 
mapping of uncharted areas of school l ife ; (2) 
theory; and, (3) macro l inks . 

(Woods , 1 98 3 ,  p . 1 80 )  

I t  wi l l  
further 

formal 
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This categorization is  premi sed on several characteris t i c s  of the 

present s tudy . First , the re search attempts  a ' mapping ' of an 

uncharted area through its  focus upon adult students who , as  

illus trated previously,  form a s ignificant but under-researched 

component of the New Zealand secondary s choo l  population .  

Accordingly,  the pre sent study is  seen to provide the pre l iminary and 

exploratory descriptive base upon whi ch further inves t igations may 

proceed . Finally ,  through the adopt ion of the analyt ical  s t rategies  

of grounded theory , an  initial  move is  made towards generat ing theory 

to account for the basic  social proces ses  of ' becoming ' an adult  

student . 

Implicit  in meet ing the second obj ective of this research, and 

inherent within the broad perspec t ive of symbolic  interactionism 

adopted , 1s an important no t ion that data collection, data analys is , 

and theory deve lopment are intertwined . As was the case with the 

des ign and me thodology reported in the preceding chapter ,  documenting 

how these proce sses  of collection,  analys i s ,  and theory development 

evo lved 1s central to meeting the other priority stated as 

underp inning the pre sent the s i s . This  priority being : 

To elaborate upon the app lication of field research 

techniques within an educat ional setting . 

In accordance with this priority,  the discu s s ion moves to the 

prov1s1on of an autob iographical account of what transp ired 1n 

re lat ion to the development of analytic procedures 1n the present 

research . 
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The adoption of a particular set  of strategies  for handling the 

data in the present research was the result  of a pro longed exploration 

of  a number of  alternat ives which came to represent one of  the central 

dilemmas for the researche r .  In attempt ing to res o lve this s ituation, 

few sub stantive account s were found in the literature ( see , Burge s s , 

1 98 2 j ) as to the ways  others determined and rat ionali sed the ir 

particu lar way of  manag 1ng data and the derivat ion of  concepts  and 

' grounded theory ' from this data - the exceptions be ing Glaser and 

Straus s  ( 1 96 7 ) ,  Glase r  ( 1 97 8 ) , and Denz in ( 1 970 ) . Often the 

impress ion is given that concepts  and theory s imp ly ' emerge ' from data 

in ' fu l l  blown ' form and many of  the contributors to autob iographical 

account s  ( for  ins tance ,  Bell and Newby,  1 97 7 ; Be l l  and Encel , 1 978 ) 

provide little indicat ion o f  the processes  and ski ll s ,  let alone 

' difficulties ' ,  involved in analys i s . 

On the other hand , autob iographical account s provided by 

Battersby ( 1 98 1 ) ,  Bloor ( 1 9 7 8 ) , and others , illustrate that this 

' emergence ' is  typ ically far 

research proce s s . Rather ,  

from an accurate representation o f  the 

the deve lopment of ' theo ry ' from the data 

requires r1gorous processes  of  analys is  which, it is argued ,  need to 

be the subj ect of elaboration 1n the ir own right . In sho rt , as 

Burge s s  ( 1 984b ) states : 

. . .  consi dera tion needs to be gi ven to the ways in whi ch 
techni ques, theori es and processes are deve l oped by the 
researcher in rel a ti on to the exper� ence of col l ec ting, 
analyzing and reporting da ta . 

( Burge s s , 1 98 4b ,  p . 2 ) 

In general terms , such cons iderations in the l i terature , although 

sparse , have deve loped a long the lines of providing autobiographical 

accounts similar to that adop ted as a further priority of  the present 

the s i s . However , it 1s pertinent to report that the maj ority of such 

accounts have · appeared 1n post hoc form often separated in time from 

the orig inal research . Whi le Ball ( 1 98 4 ) , Delamont ( 1 98 4 ) , Hammers ley 

( 1 984 ) and others can be applauded for providing ins ights into the 

problems and difficulties they experienced with data analys i s  and 
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theory generat ion they can , nevertheles s ,  be critic ised for not 

inc luding these  account s in the original reports of the inve s t igation,  

as suming that this i s  the case . Perhaps the ' explanat ion ' lies  in the 

fact that these  autho rs , l ike the pre sent researche r ,  were concerned 

that the prov i s ion of such accounts may be taken as an ' admi s s ion ' of 

' incompetence ' had they inc luded them with the orig ina l ,  Doc toral , 

re search report . 

need to be taken 

methodology and 

The suggestion be ing made here is that such accounts 

as an integral component of any report if  the 

analytic strategies  are to deve lop , without the 

apparent requirement that each researcher must  ' di s cove r anew ' the 

' p itfalls ' and ' prob lems ' of the app l icat ion of field re search to , in 

this case , educat ional setting s . 

In the pre sent s tudy , the v1ew was taken that there can be  l i t t le 

justification for di sguis ing concerns whi ch inevitably arise during 

the efforts at develop ing and imp lementing data analys i s  procedures .  

Fo llowing the priority requ�ring that an account be provided o f  the 

app l ication of field research me thods 1n an educat ional s e t t ing , 

1s sues which arose conce rning analyti c  s trateg ies are documented 

below .  Figure 4 provide s a diagrammatic representation o f  the 

overall shape of the research , including the stages in the deve lopment 

of analytical s trateg ies . 

STAGE 1 :  PRECONCE IVED THEORY 

In the period just  pr1or to the start of the fieldwork in 1 98 4 ,  

attention was directed initially to the work of Wi l l i s  ( 1 97 7 )  a s  an 

example of guide l ine s for the analys is  of qualitative data . At the 

time , Willis ' work was wide ly publicised  and acclaimed 1n the 

Soc io logy of Education , even though his theory was not within the 

interact ionist  perspective adopted for the present research . 

However ,  as an exemp lar , Willis ' wo rk was viewed with a marked 

concern , particularly with his linkage of ' ethnography ' and ' theo ry ' . 

As Turner ( 1 97 9 )  and Woods ( 1 9 7 8 )  argue , thi s  ' linkage ' is  ' loose ' and 

somewhat ' weak ' providing little indication of the proce s s e s  of  

analys is  which al lowed Willis  to move from ' ethnographic  data ' to the 

' theory ' . While the work of Willis has certainly made a cons iderable 

contribution within the Soc io logy of Educat ion ( see , Gordon, 1 98 4 ) , 
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the lack of  detail concern�ng the analytical procedures d iminished i t s  

direct app l ication in the case of  the present research . Moreove r ,  the 

early f ie ld experiences of this author i l lu s trated the 

impracticab i l ity of ' impo s ing ' a highly structured theoret ical 

framework on the data which emerged , for it could not adequately 

elaborate the informat ion be ing gathered . In other word s , it  was 

apparent that the researcher required greater flexib ility of  

exp lanat ion than was accorded Wi l l i s  �n  deve lop ing exp lanat ions and 

relationships appropriate to the data . In recognis ing thi s , the claim 

by Hargreaves ( 1 97 8 )  appears to have subs tantial merit : 

Good quali ty ethnography is  always a 
correction to macro theori es, 
oversimplify, underestima te or ignore 
the de tai l ed opera ti on of rel evan t 
social  set tings . 

poten tial  source of 
which frequently 
the comp l exi ty of 
fac tors in ac tual 

( D .  Hargreave s ,  1 9 78 , p . 20 )  

At the s ame t ime , i t  was also apparent that the endeavour s  o f  Wi l li,s 

and others  were somewhat ' overamb i tious ' :  

One canno t infer the s truc ture and opera tion of the 
educa tion system of a soc i e ty from a case s tudy of a 
singl e school  or a few classrooms or pupi l s  in i t .  Yet 
thi s  i s  wha t Sharp and Green and Wi l l i s  tend to do . The 
a t temp t to extend the focus of the research in thi s  way 
may also,  if only for reasons of time, reduce the depth 
and qual i ty of the case-s tudy work. 

(Hammers ley , 1 980b , p . 20 2 )  

I t  was �n light o f  these cons iderations that attemp t s  t o  �mpose a 

highly s t ructured , predetermined framework upon the data were 

abandoned .  This decision , as shown by the trans ition �n F igure 4, was 

taken in the early stages of the f ie ldwork year of 1 98 4 . 

THE I NTERVEN ING PERI OD : TOWARDS THE ' EMERGENT ' APPROACH 

There followed ,  although not without some over lapp ing between 

stage s ,  a period during which concerns over ' analys i s ' ,  �n a 

structured sense , and ' theory ' deve lopment were overtaken by the task 

of data gathering . This  � s  not to suggest that collect ion and 
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analys is  of  data proceeded without direction , but rather that there 

was a different pattern deve loping which was in its init ial  stages .  

The data gathered in it self  provided both a focus and a d irection for 

further observation within the field,  and thi s  proces s  

a dominant influence o n  procedures for handl ing and 

dat a .  This  development provides the topic for 

discus s ion . 

began to exert 

analyz ing the 

the following 

With the difficult ies experienced �n locating a neat , ready 

packaged procedure for data analysis , highl ighted by the abandonment 

of the predetermined theoretical perspective from Stage 1 ,  the 

researcher gave some ser�ous contemplation to wi thdrawing from the 

inves tigation . To some extent these  cons iderat ions and concerns were 

as suaged by Glaser and Straus s  ( 1 96 7 ,  pp . 46-47 ) who affirm that 

"potential theoretical sens itivity �s  lost"  when researchers commit 

themselves to only one way of ' see ing ' the i r  data through the 

' spectac les ' of a preconce ived theory .  Moreove r ,  Glaser and Strau s s  

note that the ' irre levance ' of the preconceived theory t o  the data i s  

like ly to result in it being " . . .  dropped or  forgot ten" as  it is  found 

to be unab le to provide an exp lanation or elaboration of the emergent 

information gathered in the field . I t  was during the period of March 

and April  ( see Figure 4 ) , that the dependency of the project ' s  

continuance upon ' preconce ived theory ' came increas ingly into 

question . At this time , the view was taken that " . . .  the fie ldworker 

needs only a m�n�mum theoret ical orientat ion before he begins his  

observations . . .  " ( Rock,  1 969 , p . 2 1 4 ) ,  and that this had already been 

achieved through adopt ing the broad principles of  the interactioni s t  

perspect ive . By following the methodo logical strateg ies outlined b y  

Schatzman and Strauss  ( 1 97 3 ) , there appeared to b e  extens ive 

potent ial at this stage for develop ing analyt ic strateg i e s  

commensurate with the present research and i t s  obj ectives , if the 

problems aris ing from the attempts at impos ing a preconce ived 

theoretical framework could be ' put aside ' . This process  was made 

cons iderab ly more straightforward by the knowledge that others  had 

experienced similar concerns over the direct ion, progres s ,  and 

analys is  during the conduct of field research , and that these  aspec t s  

were part o f  the likely ' stresses ' inherent within the part icular 

me thodology ( see , Gans , 1 98 2 ; Zigarmi and Zigarmi , 1 97 8 ) . Late r , 

some personal satis fact ion was gained when it was discovered that 
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Hammers ley ( 1 98 4 ) , for ins tance , had also seriou s ly contemp lated the 

abandonment of his proj ect , and for much the same reasons as 

encountered by the present researcher : 

. . .  changes in my theore ti cal and methodol ogi cal vi ews 
crea ted further seri ous problems for my research . I now 
regarded the da ta I had avai lable  to me as seriously 
inadequa te . . . . I considered abandoning the whole  projec t 
and starting again . I decided though tha t such an impulse 
stemmed from a mi sguided pursui t of perfection .  On tha t 
basi s  no research would ever get done . My conclusion was 
tha t I mus t simply make the mos t  of the da ta I had and be 
honest about i ts defi c i enci es . 

( Hammersley , 1 98 4 ,  p . 60 )  

Recognit ion of the se  points , led to one of the principles which 

began to guide the research : use the data to determine direction for 

gathering further data . I t  was this proce s s ,  then,  which marked the 

' trans ition ' to Stage 2 of the analytic strategie s ( see Figure 4 ) . 

STAGE 2 :  ' EMERGENT THEME S ' 

This  stage , deve lop ing during the period of Apri l-May , saw the 

' focus ' shift to an ' ongo ing ' analys is of data generated by the 

researcher ' s  invo lvement , both 1n the field relationships and through 

note trans cription . At thi s po int , it appears pertinent to out line 

briefly the procedures of transcription which underpinned this 

approach to analys is . As indicated in the preceding chapter ,  the 

researcher typically spent the morn1ng 1n the field and ut i lised the 

afternoon and evening to transcribe the data gathered . This involved 

the researcher transcrib ing the tape recorded conversations and 

fie ldnotes . 

gathered were 

Cop ies were 

Any supp lementary no tes and after-thoughts that had been 

attached to each transc ript which was then typed . 

taken of thi s typed transcript , one of  which was bound 

into a chrono logical catalogue of the research data , a record which 

included all interview and fieldnotes gathered during the present 

research . Diary account s were also typed and copied , one of which was 

bound together to form a comp lete record of thi s  data . In addition ,  a 

bound copy was made of s tudent ' profiles ' which incorporated 
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biographical data and School Reports for each individual . A personal 

folio for each adu l t  student was also developed . Inc luded in thi s 

were copies of  thei r  D iary , b iographical data , School Report s ,  and 

those sections of fieldnote and interview transcript s relat ing to the 

individual student . A final copy of all the transcribed data was he ld  

over for the purposes  o f  the ongo ing analys is  to al low for a ' cut  and 

paste ' and ' grouping ' of data relating to part icular ' themes ' .  

During thi s  transc ript ion and organisation, and as  an activity 

undertaken at weekends ,  s tatutory ho lidays , and term vacations , there 

was a cont inuous proces s  o f  reflect ion and analys i s  throughout the 

re search . As an integral component of  this , the author placed 

' interpret ive comments '  us 1ng penc il alongs ide the transcribed data 

( see Figure 5 ) . The se comments were themselves subj ected to ongoing 

analys is  and 

In adopting 

' deve lopment ' as 

these strategie s ,  

the year progres sed and data emerged . 

the author was act ing upon the 

suggest ion by Glaser  and S trau s s  ( 1 96 7 )  that : 

If he [ the researche r ]  does no t take respi tes for 
refl ec tion and analysis, he canno t avoid col l ec ting a 
large mass of da ta of dub i ous theore tical rel evance .  

( Glaser and Strauss , 1 96 7 ,  p . 7 2 )  

This ,  1n turn , led to the s i tuation where the researcher became 

extreme ly au fai t  with the data ,  so much so , that there deve loped an 

acute ' theoretical sens i t ivity ' for the data which then directed 

subsequent data collection . It was 1n the app licat ion of the s e  

processes  that analys is  ref lected the notions o f  ' theoretical  

sampling ' and ' constant comparat ive analys i s ' ( Figure 4 )  advocated by  

Glaser and Strau s s  ( 1 96 7 ) . By ' theoret ical samp l ing ' ,  the author 

refers to the process  o f  data collect ion be ing guided by an analy s i s  

of that data which was collected previously .  The strategy o f  

' constant comparative analys is ' invo lved the ongo 1ng , systematic  

clas sification and organi sation of  the data into various ' themes ' ,  

and the constant comparison of  data wi thin and between themes ( see , 

Bat tersby,  1 98 1 a ) . 

It  was the proce s s  of reflection and analys is  during the 

April/May period , part icularly that during the Easter hol iday, which 

resulted in the transition from ' S tage 1 '  to  ' Stage 2 '  analys is - the 

abandonment of the preconce ived theory approach and its replacement by 
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the ' ongo ing ' form of  analys is . The s e  var�ous stages of  the 

deve lopment of analytic  strategies are diagrammat ically summarised  �n 

Figure 4 in their  re lationship to the overall research processes . 

The analys i s  of  the data during thi s  trans i t ion period , and 

refined over the Easter ho liday , invo lved a c lose examination o f  the 

information in the chronological catalogue of research data . At this  

point , i t  became evident that certain loose ' themes ' within the data 

were emerg ing , and these  are l i s ted in Table 1 0 .  

These  loose  themes were merely broad categories of data 

dete rmined and grouped together according to their ab i lity to subsume 

informat ion relat ing to a particular facet of the adult s tudents ' 

exper�ences .  For examp le , Reasons for Retu rn ,  the first  theme l is ted  

in  Tab le 1 0 , refe rred to  interview data , f ieldnote transcrip t s , d iary 

accounts ,  questionnaire response s ,  and documentary materials which 

made reference to the s tudent ' s  reasons and j ustificat �ons , as  we l l  as 

changes  and deve lopments within these , g iven for the ir return to 

schoo l .  Likewise , Getting Started sub sumed all  data which made 

reference to the proce s ses  of enro lment and those experiences  of the 

first few days at schoo l .  

As these theme s ' emerged ' during the ongo �ng analys i s  o f  the data 

they directed further data collection by providing ' direct ion ' and 

' focus ' for the elicitat ion of informat ion . A ti tle was determined 

for each emergent theme as  i t  was derived from analys i s  to reflect the 

general content of the sub sumed data . In those s i tuations where the 

data related to two or more themes , it was filed under each category . 

For ins tanc e ,  the information below was contained in F . 1 0 ' s  D iary : 

p . m .  I have spen t 30 minutes helping my daugh ter wi th her 
work and 1 . 5hrs on my geography homework wi th abou t 2 hrs 
more to do . 

(F . 1 0 ,  D iary , 1 5 . 2 . 8 4 )  

This data was subsequently filed under the themes of  Family Life , Life 

Outs ide School ,  and Commitments to Study/Homework . 

While each emergent theme directed and focus sed further data 

collection ,  the researcher maintained an ' openness ' to information 
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Reasons for Return 

Ge t t i ng Started 

Goa l s  for year/future 

Subject Choices 

Adul t Students 

Tile School 

Dean 

Teachers 

Commonroom 

The Pupi l s  

Dropping Subjects 

Dropping Out 

L i fe Outside School 

Fami l y  Li fe 

Commi tments t o  
School ing 

Commi tments t o  
S t udy/Homework 

Prior i t i es 

Compa risons wi t h  
Pri or School i ng 

Anxi e t i es 

Financial Probl ems 

Subject Con ten t  

Role o f  'adul t s t uden t ' 

Posi t i on in School 

Sel f- i mage 

Success/fa i l ure 

Cl a ssroom A c t i vi t i es 

Guidance/Counsel l i ng 

St udy Ski l l s  

Exams 

Achi evements 

T A B L E  1 0  

Emergent Th emes and Support i n g  Data 

S U P P O R T I N G  D A T A  P E R T A I N I N G  T O : 

The i r  reasons and just i f icat ions for returning to secondary school . 

The processes of enrolmen t ,  and experi ences of the f i rs t  days a t  
school , and subsequent re ferences to these aspects . 

Personal goal s ,  or expecta tions , the student held for the present 
year , and/or i n  terms of the i r  future . 

The selec tion of par t icular subject opt i on s ,  and the influences upon 
thi s process . 

B i ographical i n formation , rel a t i onsh i p s ,  atti tude s ,  and behaviours , 
of adu l t  students , and that addressing the adu l t  students f rom the 
perspec t ive of the school staf f .  

School s t ructure and pol icy i n  genera l , and that relating spec i f ic a l l y  
to adu l t  students . 

The Dean made by adu l t  students and teachers , and the Dean ' s  commen t s  
regarding t h e  school , sta f f , a n d  adul t  student s .  

Aspec t s  o f  personal i t y , teaching sty l e ,  behav iours , and relat ionsh ips 
between adul t students and school s ta f f . 

The s tructural cond it ions and prov ision of this fac i l i t y .  

The school -aged pup i l s , their behaviou r s ,  atti tudes , and relat ionships 
towards and w i th adu l t  s tudents . 

Any con s iderat ion or dec i s ion relating to a change or w i thdrawal for 
a part icular subjec t .  

Any considerat ion o r  dec i s i on t o  leave school , and processes involved . 

Those references to soc ial act i v i ties , work/job commi tment s ,  and 
private l i fe , as sources of i n f l uence upon the student and/or the i r  
return to school . 

The i n f l uences of parents/spouse/partner/chi ldren upon the student 
and/or their return to schoo l . 

At tendance , adult student ' reason s ' for absence s ,  and the relat ive 
importance ass igned to their return to schoo l .  

The r e l a t i v e  importance ass igned t o  s tudy/homework , a s  we l l  a s  the 
' sk i l l s '  and requirements involved . 

The ranking of goals and commitmen t s ,  w i thin both school and personal 
l i f e .  

Compar isons between experi ences a s  a n  adu l t  s tudent and those o f  p r i or 
experi ences as a school-aged pup i l .  

The probl ems and d i f f icu l t i es ari sing during the year . 

The e f fects of monetary concerns upon l i fe and return to schoo l . 

References to relevance , d i f f i cu l t y ,  or interest in a g i ven subjec t . 

The way in which a particular ' ro l e '  of ' adul t  studen t '  is perceived 
and acted upon by studen t s ,  staf f ,  and pupi l s .  

The way in which adu l t  students were perceived - b y  themselves , sta f f ,  
and pup i l s  - t o  occupy a par t icular ' ro l e '  o r  ' status ' a t  school . 

The perception of the i r  ' sel f ' , change s ,  and the ways in wh ich others 
perceived them . 

The manner in which students reported the return to schoo l , and the i r  
exper i ences , i n  terms o f  being ' successful ' o r  not . 

Act i v i t i e s ,  behaviour s ,  a t t i tudes , and relationships w i thin classroom . 

S i tua t i on s  where a ' need ' for these was perceived - by students or 
s ta f f ,  or where such assistance was prov ided . 

Student perception and development of study methods , and other ' s  v i ews 
of s tudent ab i l i t ies in this area and assistance provided . 

Anx i e t i e s , sk i l l s ,  experiences , and ' outcomes ' associated w i th the 
exam inations . 

A l l  report i n g  of ' achievemen t s '  made during the return to school -
whether as a resu l t  of school ing or external c i rcums tance s .  

1 1 8 
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such that ' c losure ' of  a theme was not viewed a s  of paramount 

importance nor were efforts made to stop data collection where data 

did not readily fall  within a theme which had already been ascertained 

and defined . This  was certainly the case with themes such as  Exams , 

Study Ski l l s , and Guidance/Counselling , for ins tance , which did not 

' emerge ' with any s ignificant amounts of data unti l  the second Term of 

the f ieldwork year . Moreover ,  thi s  ' openness ' wi thin and between 

theme s was necessary �n o rder to expedite the proces s e s  of 

' verification ' and ' depth ' , reflecting those of  ' maximi s ing ' and 

' minimis ing ' differences as advocated by Glaser and S t raus s  ( 1 9 6 7 ) and 

Battersby ( 1 98 1 ) .  Thus , if data on a theme stemmed primarily from a 

part icular adult  student , data from others  was examined in order to 

' verify ' the theme �n a process  of  ' minimis ing ' differences of 

sources . Then , to ' maximise ' d ifference s ,  and provide ' depth ' and 

' integrat ion ' ,  data was gathered through the variety o f  methodo logical  

strategies  and from sources such as the Dean , Principa l ,  and teachers , 

as we l l  as  the adult students .  

The strategy adopted during this s tage of analys i s  was to exam� ne 

the data and note �n the marg �ns of the chrono log ical record the 

theme/ s  which subsumed this information . This pattern was the 

dominant form of analys is  throughout Stage 2 ( see F igure 4 )  o f  the 

analyt ic  strategie s .  As the end of the fieldwork year approached , it 

was determined to embark upon a comp lete re-examinat ion of the data 

and theme s to provide a check while acce s s  to part ic ipants was s t i l l  

availab le . This po int represents the deve lopment of  the period of 

init ial  refinement des ignated as Stage 3 ( see Figure 4)  of analys is . 

S TAGE 3 :  I N I T IAL REFINEMENT S  

During Stage 3 ,  commenc�ng 

for analys is were firmed up 

gathered . This  re-examination 

�n September ( Figure 4 ) , procedures 

by re-exam�n�ng the data previou s ly 

invo lved , firs t ,  a re-reading of  the 

data col lected , then , second , sorting through the informat ion relating 

to each separate theme . This latter proces s  was accomp l i shed by 

gathering together a copy of all  the data pertaining to each theme �n 
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a separate file . As a result of  this , four po ints emerged whi ch are 

the sub j ect of the following discus s ion . 

Thi s  re-examination had a two-fold purpose , e s tab l ishing : whether 

other themes were evident within the data and ; the s trength o f  data 

within each theme . At this point , no further categories of  data were 

determined although it was found that some themes were somewhat ' thin ' 

in terms of depth o f  data . As a result , subsequent data collection 

and analys is was directed , though not exclus ive ly,  towards an 

indicat ion of the extent to which further data re lating to these  

' weak ' themes might be derived . For ins tance , the theme of  

Comparisons with Prior  Schooling was found to  lack informat ion 1n 

respect to such areas as their  perception of this former experience 

and the location and type of  prev1ous school attended ,  data whi ch 

seemed crucial in relation to their expe riences as  s choo l-age pup i l s . 

Accordingly, Part 3 o f  the que st ionnaire ( see  Appendix F )  and follow­

up interview sought further informat ion relevant to thi s  theme . 

Likewise ,  the theme o f  Anxieties  which subsumed data pertaining to 

' problems and difficulties ' encountered during the year was ' st rong ' 

in terms of frequency of  mention and amount of data ,  yet there was 

little indication given of  the relat ive importance of  these  compared 

to the overall expe rience of  being an adult s tudent . Again , Part 3 of 

the questionnaire and follow-up interv iew sought to gather perceptions 

on the ' importance '  of  the se  prob lems and difficult ies . In this way ,  

then,  the re-examination served t o  direct and focus the final s tages 

of data collection, while at the same time providing for an evaluation 

of the ' strength ' o f  the theme s . 

The third is sue ari s ing from this re-examinat ion of  the data 

during Stage 3 was that within many of these theme s ' deve lopmental 

processes ' ,  characteris ing the exper1ence s of these  adult s tudent s ,  

were evident . For ins tance , Figure 5 ,  on the following page , 

pre sents extract s  from F . 1 6 ' s  Diary which re late to the emergent theme 

of Exams . From thi s ,  it can be seen that F . 1 6  progres sed through 

various stages  of a developmental process  1n relation to her 

experiences subsumed within the theme of  Exams . On the bas is  of  such 

ins tances , accounting for the processes  of  becoming an adult  s tudent 

was perceived as requiring recogni tion that the s tudents themse lves 

are act ive , deve lop ing , chang ing , and idio syncratic  participants in 



D A T E  

7 . 3 . 84 

20 . 5 . 84 

31 . 5 . 84 

1 8 . 6 . 84 

31 . 7 . 84 

1 2 . 8 . 84 

1 1  . 9  . 84 

F I G U R E  5 
An Exampl e  of Anal y t ical Strateg i e s : 

E x tracts f rom F . 1 6 1 s  Diary 

D I A R Y  E N T R Y  

Feel terr i b l e  about Hi s t . tes t .  Don ' t  
t h i;k I did a t  a l l  wel l .  

I ' m going t o  try and bring my marks 
back up t h i s  term ( they fell over the 
l a s t  few tests) because I do wan t to 
g e t  my U . E: .  
Star t i ng to worry about exams - haven ' t  
s tarted swo t t i ng ye t .  

My marks have been borderl i n e  for the 
o t hers [exams] and if I want to be in 
t he running for accredi t i ng I ' l l  have 
to improve my term mark and get good 
marks in the third exam. 

I ' m a b i t  worried about my chances for 
accredi t i n g .  My marks have dropped 
over the l a s t  mon t h .  

I ' m  thi nking o f  l ea vi ng school • • • • •  

Lingering i n  the back of my mind i s  the 
thoug h t  t ha t  I may be wan t i ng to l eave 
because I ' m afraid of fai l i ng .  

Decided to s tay. . .  I ' m goi ng to t r y  
a n d  put a l l  m y  effort i n t o  i t  over the 
nex t three weeks so I do wel l i n  the 
exams . 

I N T E R P R E T I V E  C O M M E N T  

Initial concerns about test 
results i n i t iate motivation to 
' try harde r ' ,  yet the following 
sequence o f  events indicate a 
continuation of the d i f f i cu l t y .  
Thus , f i rst stages of the 
developmental sequence a r e :  

' perceived f a i lure ' - grea�er 

e f fort - not achieved - continued 

f a i lure . 

Seeking to resolve the problem, 

F . l 6 considers leaving school and 

examines her rationa l i sat ion for 

thi s .  

Deciding t o  stay , the ' dr i ve for 
success ' i s  i n i tia ted and the 
sequence is comp leted : ' fa i lure ' 
- greater e f fort not achi eved -
' d ropping out ' considered, then 

r e j ected - determination to 
succeed. 

The apparent sequence was then 
' completed ' by F . l 6 ' s  accred i t i ng 
and her ach i evement of thi s  goa l . 
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the proces s .  Such an ' interactive ' perspective , as  Olesen and 

to account for the ' ac tual ' Whittake r ( 1 96 8 )  indicate , 1 s  required 

experiences of ' becoming ' a s  dis tinct from a focus on the trans ition,  

in linear progre s s ion,  from ' raw recruit '  to ' f ini shed adult s tudent ' 

confined enti rely within the institution of the s chool .  I n  the 

pre sent context ,  it is shown by such accounts as that from F . 1 6 ' s  

Diary that ' becoming ' 1 s  a proce s s  spread over time , stages , and 

developmental sequenc e ,  all  of which requ1re inc lu s ion within the 

presentation . 

Finally ,  the re-examination of the data indicated that there were 

various interrelat ionships among a number of theme s .  For instance , 

the theme of D ropping Out included data that was also  incorporated 

within : Goals  for year/future ; 

Life Out s ide School ;  Family 

Subject  Cho ices ; Dean ; 

Life ; Commitments to  

Teachers ; 

S chooling ; 
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Commitments to Study/Homework ; Anxietie s ; Financial Problems ; 

Succes s /failure ; and , Achievement s . In cons idering these  overlaps 

and interrelationship s between and within themes ,  it  was apparent that 

the proces s  of ' becoming ' an adul t  student was multid imens ional and 

derived from influence s  stemming from the s chool , the s tudent , and 

from outs ide the schoo l .  Account ing for the process  of ' becoming ' an 

adul t  student would seem to require the illustration and integrat ion 

of  these multivariate and interre lated dimens ions . 

By the end o f  the period encompas sed within Stage 3 ,  the 

processes  of data co l lection and analys is had provided : 

transcripts o f  interv iews 
diary accounts 
fieldnotes 
documentary materials 
questionnaire data 
emergent themes 
indications. of  interrelationships among themes 
indications of  processes  of  change and development 

At this po int , then , it appears appropriate to provide a 

summation of the strategies o f  analys is  which characterised  the 

pre sent research up to the comp le t ion of Stage 3 .  Indeed , even prior 

to this stage , the strateg ies  of data analysis  al lied themse lves 

closely with Glaser and Strauss ' ( 1 967 ) guide l ines which came to 

provide the overal l  ' di rection ' to analys is in the present study . For 

instance , the c lose re lat ionship of  the researcher to data throughout 

the duration of the project  re sulted �n an acute ' theoretical 

sens itiv ity ' for the dat a ,  which in turn came to direct further data 

collect ion . As a result  of thi s ' sens itivity ' and re lationship to the 

data ,  the ' emergent themes ' were derived from the data by proces s e s  

akin to those of  ' constant comparative analys is ' . I n  the present 

study , this involved the ' systematic organization and class ification 

of data ' and comparisons of data between and within themes so as  to 

establish characterist ics of the basic social process  of  ' becoming ' an 

adult s tudent . I t  was the se facets of the analytical strateg ies a s  

already conducted which then prov ided the background for Stage 4 ,  to 

which discuss ion now turns . 
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STAGE 4 :  SECONDARY ANALYS I S  

In  deve lop ing Stage 4 of the analytical  

researcher adopted the grounded theory proces s  

' secondary analys is ' (Glase r ,  1 9 7 8 ) , where : 

procedures ,  the 

referred to as 

The grounded theori s t  simply theoretica l ly samples the 
da ta tha t has been ob tained, by "appreciating wha t  he has, 
not  wha t  the projec t did not col l e c t ". 

( Glaser ,  1 9 78 , p . S4 )  

For  the present study , the theoretical samp ling of  data referred 

to by Glaser ( 1 9 7 8 )  involved the re-app lication of the constant 

comparat ive method so as to refine and eventually de limi t the 

categories of data . An added ingredient which influenced this final 

analytical stage , was that the focus was directed much more acutely on 

the not ion of ' basic  social proce s se s ' as exp licated by Glaser ( 1 9 7 8 ) : 

A process is something whi ch occurs over time and 
involves change over time . These changes over time 
ordinari ly have di scernab l e  breaking points - discernable  
to the extent tha t stages can be percei ved . 

(Glaser ,  1 97 8 ,  p . 9 7 )  

The rat ionale for this  was that the second research obj ec t ive o f  the 

study was directed towards indicating processes  invo lved in ' becoming ' 

�n the preceding section , early 

of processes  of change and 

an adult  student . As 

the 

indicated 

existence analys i s  suggested 

deve lopment within many of the themes , therefore a more prec ise focus 

upon the se proce s ses  appeared both commensurate with the research 

obj ective and with the intent ions of this final s t age of analys is . 

Certainly, the adoption of the notion of ' ba s i c  social  process ' 

clearly provided a means of  integrating themes and data . As Glaser 

( 1 978 ) demons trate s ,  a process  such as ' becoming ' al lows for the 

explanation not only of why the adult  students embarked upon thi s 

return to schoo l  but such other features of the experience as the ir  

interactions �n the social context . In short , the exp lanation of 

' basic  soc ial proces s '  provided by Glaser ( 1 9 78 )  succ inctly provided 

the means of integrating the interre lat ionships be tween themes which 

had already emerged from the ongo ing analysis of the data . 
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The s e ,  then, were the s t rateg ies adopted during Stage 4 o f  the 

data analys is  proce s s . Cons ideration is now given to the app l i cat ion 

of these  s trategies  1n the present research context , through an 

examination of each of the three phases . 

PHASE 1 :  ' SOURCE S OF I NFLUENCE ' 

In seeking to app ly the s e  strateg ie s , the researcher was guided 

1n the first instance by certain characteristics  and perspe c t ives 

deve loped as  the result of data collect ion and analys i s .  From the s e , 

it was apparent that the individual ' becoming ' an adult  s tudent was 

influenced by interact ive and ongo ing processes emanat ing from a 

variety of source s .  Accordingly, the init ial examination o f  the 

emergent themes during thi s  final analys is  invo lved group ing them 

together as ' sources o f  influence ' upon the ' becoming ' adult  s tudent . 

In thi s  way , it  was reasone d ,  the proce s se s  of analys is  leading to 

de limitation and refinement wou ld be expedited as compari sons would be 

more apparent through the ' proximi ty ' of  the themes and thei r  

interrelationships .  A s  a result , theme s were grouped a s  t o  whethe r 

their  predominant ' source of  influence ' accrued from the s tudent , 

their  life outs ide s chool ,  o r  the school .  When these  group ing s were 

formulated , it became apparent that there were a number of theme s 

which did not readily fit  into these categories . For instance ,  a 

theme such as Dropping Sub j e c t s  inc luded data reflecting the influence 

of factors from each of the three sources - the student ,  life outs ide 

schoo l ,  and the s chool . In light of this situation, a further 

category of ' Other Inf luences ' was adopted at this s tage to subsume 

such themes . Then, under each perce ived ' source of influence ' ,  each 

emergent theme was grouped as  indicated in Tab le 1 1  over the page . 

At the same time , it was necessary to keep in mind that such a 

separat ion into ' sources of origin ' could not be allowed to mask the 

interrelat ionships which exi s ted between these themes ,  and indeed 

these  broader categories . The v1ew of the process  of ' becoming ' as 

interact ive and mul t idimens ional acted as a reminder that the p re sent 

separat ion was a ' convenience '  of analysis  rather than a 

representation of reality .  



T A B L E  1 1  

Eme rgent Themes G rouped According t o  
' Source ' o f  I n f l uence 

S O U R C E  O F  I N F L U E N C E  

Adu l t  Student 

Li f e  Outside School 

School 

Others 

E M E R G E N T  T H E M E  

Adu l t  Students 
Reasons for Re t urn 
Get t i ng Star ted 
Goals for year/fut ure 
Achi evemen ts 
Success/Fa i l ure 
Commi tments to School i ng 
A n xi e t i es 
Self- image 

L i fe Outside School 
Fami l y  Li fe 
Priori t i es 
Financial Probl ems 
Commi tmen ts t o  St udy/Homework 

The School 
Commonroom 
Dean 
Teachers 
The Pupi l s  
Subject Con te n t  
Cl assroom A c t i vi t i es 
Exams 
Guidance/Counsel l i ng 
Comparisons wi th Prior Schoo l i ng 

Dropping Subjects 
Dropping Out 
Subject Choices 
Posi t i on in School 
St udy Ski l l s  
Ro l e  o f  ' adul t st uden t ' 
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As a further outcome of the compar1sons during this initial phase 

of Stage 4 analysis, processes of delimitation and refinement pointed 

to the extensive overlap and duplication of data in relation to some 

themes. For instance, data 

difficulty in relationships with 

Anxieties and Family Life. 

dupli cation by a process which 

subsuming information wherever 

referring to a particular problem or 

family members was filed under both 

It appeared appropriate to avoid such 

sought parsimony of categories by 

possible under the title which most 

explic itly reflected its 'source of influence' upon the processes of 

becoming an adult student. This resulted in the data from the theme 

of Anxieties being subsumed under the var1ous other categories from 

whi ch the problem or difficulty emanated, and the theme was then 

deleted. Similarly, information referring to a relationship between 

Teachers and Adult Students was duplicated under each of these 
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separate theme s .  Indeed , it was determined that all  data within the 

theme of Adul t  Students was dup l icated,  and more appropriately 

subsumed , unde r other categories  so it too was deleted . The 

biographical data contained wi thin the category of Adul t  S tudents 

related more to thei r  ' background ' and ' personal influences ' upon the 

return to schoo l ,  whereas the data on relationships appeared to fit 

more appropriately with other information such a s  ' fami ly 

relationships '  or  ' s tudent/ teacher relationships ' ,  and was subsumed 

according ly .  A final examp le 1 s  

Choice . In this situation, data 

themselves was relatively infrequent , 

source was the Dean . According ly , 

provided 

derived 

and the 

it was 

by the theme Subj ect 

from the adu l t  s tudents 

predominant informat ion 

cons idered that the data 

from this  theme could be sub sumed under the Dean ' s role . This proces s  

also resulted 1n the de letion of  the following themes as  the data 

contained within them was subsumed within othe r ,  more appropriate , 

locations : 

Succ e s s / failure , Priorities , Commitment s  to 
Study/Homework , Life Outs ide Schoo l ,  Self-image , 
Guidance/ counselling , Ro le of ' adul t  student ' ,  Get t ing 
Started ,  Posit ion in Schoo l ,  Classroom Activities . 

At thi s  po int , then, the themes had been ' grouped ' according to 

their ' source of influence ' upon the processes  of ' becoming ' an adult 

student , and a start had been made upon de limiting categories by 

examining the ' appropriatene s s ' of dup licated information and 

sub suming data under fewer categories wherever po s s ible . The original 

30 themes had been reduced to 1 7 ,  while the data contained remained 

constant . 

PHASE 2 :  ' STRENGTH ' O F  DATA 

The second phase of this Stage 4 analys is then took each group 1ng 

as an entity and examined each of the subsumed theme s ,  and their  

supporting data,  with a v1ew towards further de l imitation and 

refinement .  This phase of the analysis  was embarked upon with a v1ew 

to indicating the relat ive ' importance ' of part icular themes in the 

processes  of ' becoming ' an adult  student . With the s trategies 

as sociated with the notion of ' saturat ion ' ( Glaser and S t rauss , 1 96 7 ) 
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as  a guideline, the data within each theme was evaluated on the basis 

of three, interrelated, criteria : 

(a) Frequency of mention - an indication of the extent 

to which a particular theme as sumed importance 

through 'dominating' the perceptions of the 

pa�ticipants; 

(b) Spread of mention - an indication of the number of 

participants from whom the data was derived; and, 

(c) Source of mention - whether the data was derived 

predominantly from participant s' account s, and 

through a variety of me thodological s trategie s, or 

as  a re sult primarily of researcher-initiated 

ques tioning . 

On this basis, it was argued, it was then pos sible to ascertain 

the relative 'strength' of the data within each theme and thereby 

derive a generalized indication of the extent to which it formed a 

component 1n the processes  of 'becoming' an adult s tudent . As a 

result of this analysis, shown ln Table 1 2 '  it was apparent that 

certain themes were 's tronger' on the basis of these three criteria 

than were others . As such, 's trong' themes were mentioned more 

'frequently' ln the data, were derived from the majority of adult 

s tudents, and were not predominantly dependent upon re searcher­

initiated que s tioning as the source of the information . 

T A B L E  1 2  

Emergent Themes G r ouped According to 
' Strength ' o f  Data 

S T R E N G T H  

' s trong ' 

' moderate • 

' weak ' 

E M E R G E N T  T H E M E S  

Reasons for Return r The School r Teachers r Dean r 
Commonroomr Commi tments to Schooling r Exams r 
Financi a l  Probl ems r Goal s  for year/future r 
Achi evements 

The Pup i l s r  Dropping Ou t r  Dropping Subjects 

Study Ski l l s r Comparisons w i t h  Prior School i ng r  
Subje c t  Con ten t 
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In determining this class ification,  the theme Subj ect  Content , 

for instance , was deemed ' weak ' in that there was little avai lab le 

data ,  it was from only a few s ource s , and could be adequately subsumed 

within other categories . As a result of this further proce s s  of 

delimitation , it was possib le to subsume the data from each of these  

' weak ' forms within othe r ,  more appropriate , theme s . 

On the other hand , there were those  themes it  was pos s ible  to 

label ' strong ' ( Table 1 2 ) on the basis  of the se  three criteria of  

frequency, spread , and source of mention . For ins tance , informat ion 

relat ing to Financial  Problems was related �n D iary accounts ,  

interviews , and fie ldnotes ,  rece �v�ng ment ion by adult s tudents ,  

teachers , and the Dean . Accordingly,  it was pos s ib le to adjudge 

certain themes as  be ing ' s trong ' and , as expanded upon �n the 

following chapter , these form the ' primary ' components of the 

processes  of becoming an adul t  student . 

I t  was also apparent that there existed a further group of  themes 

which could best  be categorised as  ' moderate ' in s t rength .  The data 

on the theme of Dropping Sub j ects  provides a case in point . As only 

1 0  of  the original samp le of 36  adult students dropped sub j ects  during 

the course of the year , thi s  theme �s seen to app ly to ' some ' , rather 

than ' most ' or ' all ' ,  and held to be of  ' moderate ' influence upon the 

processes  of becoming an adult  student . On the other hand , some 

explanation appears warranted as to the class ification of Dropping Out 

as be ing ' moderate ' .  While a ' majority ' of the original sample - 2 1  

of the 36 did leave s choo l ,  with one other ( M . 8 )  declining to 

partic ipate �n the research , only 1 1  of the se were to prov ide some 

information relat ing to thi s  dec is ion . Due to thi s s ituation , the 

theme of Dropping Out �s de s ignated as ' moderate ' in reflection of the 

difficulties encountered with the group who left school rather than of  

its  relation to the processes  of becoming an adult  student . The 

categorization of ' moderate ' ,  then , was used to differentiate those  

themes where the data was less  ' frequent ' and with which caut ion 

needed to be exercised in suggest ing ' general izability ' to the overall 

processes  of becoming an adult  student . 

By this s tage , then , the analyt ical strategies employed to 

expedite the proce s s e s  of de l imitation and refinement had resulted �n 
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1 6  of the original 30 themes being subsumed, with an indication of 

'grouping' according to 'source of influence' and relative 'strength' 

being determined. Four such ' sources' had been identified (see Table 

1 1 ) ,  each of which was examined, redefined, and allocated the themes 

which reflected that particular influence. The outcome of this saw 

the four 'sources' delimited to three and new titles being determined 

to more accurately reflect the nature of the influence upon the 

processes of 'becoming' an adult student - Table 1 3 .  

T A B L E  1 3  

Becoming An A d u l t  Student : Sources of I n f lu ence 

S O U R C E O F  I N F L U E N C E  D A T A  T H E M E S  

Personal Goa l s  and 
Achievements 

Personal-outside I n f luences 

S i tuat i onal I n f luences 

Reasons for Return r Commi tments t o  School ing r 
Goa l s  for year/fu t ure r Achi evemen ts ! Dropping 
Subjects r Dropping Ou t 

Fami l y  L i fe r Financial Probl ems 

The School r Dean r Teachers r Pupi ls r Commonroomr 
Exams 

PHASE 3 :  FOCUS ON PROCE S SES 

The third, and final, phase of Stage 4 analysis was then 

undertaken. This involved a re-examination of both data and these 

'sources of influence' with a specific focus upon the notion of 'basic 

social processes' as explicated by Glaser ( 1 9 7 8 )  and Olesen and 

Whittaker ( 1 9 6 8 ) . It will be recalled from prior d iscussion that such 

'processes' are characterised by occurrence and change over time as 

the result of interplay and interactions between and within what have 

here been categorised as 'sources of influence'. At the same time, 

careful consideration was given to the content subsumed within each of 

the themes, to examine its 'relevance' to the notion of 'processes of 

becoming an adult student', as well as the outcomes of prior analysis 

such as the 'strength' of the various themes. In order to accomplish 
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thi s final analysis , the data was ' presented ' according to the top i c s  

indicated i n  Tab le 1 3  and re-examined .  

There were two central outcome s of thi s ,  rather t ime- consuming , 

final phase  of  the analysis . F i rs t ,  it  was determined that there 

remained an extens ive ' overlap ' o f  data within this ' presentat ion ' 

result ing in the frequent repet i t ion o f  information, along with the 

point that some data - while adding to the ' descrip t ive deta i l ' - was  

unrelated to the proces s e s  of becoming an adult s tudent . For 

instance , data re lating to a particular conflict situat ion between 

F . 1 5  and various staff members was ' duplicated ' under the themes of  

Teachers , Dean, Dropping Subj e ct s ,  and Dropping Out . In  such 

situations , the da�a was re-examined 1n an effort to remove the 

dup lication and determine a more succinct presentation . With thi s 

examp le,  it  was determined that a new ' theme ' could more adequately 

subsume the data which resulted in the formation of Student/ teache r  

Confl ict a s  a subcategory reflect ing one aspect of  a category 

concerning student/ teacher relationships . The cases where data was 

unrelated to the proces se s  of becoming predominantly involved the 

situation whe re cons iderab le depth had been g iven to de scr ipt ion of a 

particular individual s tudent . The re-examination of the data under 

the notion of ' proces s ' re sulted in the delet ion of the detail whi ch 

was ' superfluous ' to the descript ion of  the proce sses  of becoming an 

adult student . 

The second outcome resulted from the 

' process ' .  From the re-examination of 

focus upon the not ion of 

the data , it was clearly 

evident that the students underwent two separate , but interre lated , 

' processes ' as they ' became ' adult student s .  Acro s s  the emergent 

theme s ,  it was confirmed that certain aspects of the experiences 

related to processes  which served to ' induct ' the student as  a 

' member ' of the overall  schoo l culture , whereas others empha s i sed the 

' differences ' between the adult s tudent and schoo l-aged pup i l . In  

short , at one and the same t ime , they were integrated into the s choo l  

culture and differentiated a s  members of an adult student subculture . 

Accordingly ,  analys i s  required that the presentat ion of  data 

recognised the se as ' overarching themes ' within the process  of 

becoming an adult student . As thi s  ' emerged ' from the re-examinat ion 

of the data,  it  was determined that the se would provide a bas is  for 
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the reorganization of the avai lable information ,  not the leas t  of  

which was the fact that the exi s t ing ' sources of influence ' did  not 

reflect the not ion of ' proce s s ' nor these overarching theme s in the 

mo st  pars imonious manner .  At thi s  po int , the term ' factor of  

influence ' was derived , not merely as  a ' substitute ' for  the former 

' source s ' but as more accurately conveying the not ion of  proce s se s . 

For instance , it was determined that the ' factor ' o f  ' returning to 

school '  could more adequately subsume data such as Reasons  for Return 

and reflect the proces s than could the former ' source ' of  ' Personal 

Goals ' .  This resulted in a total of six ' factors ' of  influence being 

adopted to convey, in bas ic terms , the notions of : who returns and 

why , and initial entry exper�ence s ;  school  context in general , 

including the ' key actors ' of  Dean and Principa l ; s choo l-based 

experiences ; clas s room-based experience s ;  

and ; goal achievements .  

dec is ion/ tens ion points , 

Then , when further cons iderat ion was g�ven to the relative 

' s trengths ' of some of the subsumed theme s ,  it  was evident that thes e  

were inappropriately grouped , and thi s provided further sub s tantiat ion 

to the focus upon ' factors ' of inf luence and not ions of processes . 

For ins tance , the theme of Achievements represented an ' outcome ' of  

the proce sses  of becoming an adult student , rather than i t s  original 

pos ition alongs ide such initial  influences as Reasons for Return . 

Similarly,  the processes  of Dropping Sub j ec t s  and D ropping Out were 

aspects  of the adult student subculture �n act ion and more 

' appropriate ' there than grouped with ' personal goals and 

achievements ' ( see Tab le 1 3 ) .  In addition,  the examinat ion of the 

relative ' s trength ' of certain themes led to the outcome that some 

were more appropriately ' factors of influence ' 1n the ir  own right , 

rather than being subsumed under another category of  influence . The 

data pertaining to theme Achievements again provides a case in po int . 

The re-examination of the data within this theme and its  re lat ive 

strength indicated that thi s  sense of ' outcome ' was a central 

component within the proces ses  of becoming an adult s tudent and that 

it exerted a marked influence .  Ac cordingly,  Goa l  Achievement was 

taken as  a ' factor of influence ' and the data sub sumed within the 

original theme was used to generate new categories and subcategories  

which represented thi s aspect  of the processes of becoming an adul t  

student . On the other hand , reflect ing upon the not ion of  strength 
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and relationships to the not ion of p roce s s  saw some themes 

' downgraded ' .  The theme o f  ' commonroom ' had been adjudged as be ing 

' st rong ' on the bas is  that it was frequently mentione d ,  derived from a 

variety o f  source s ,  and reported upon by the maj ority of  s tudents .  

However ,  the ' funct ion ' of  the commonroom when subjected to thi s  re-

examination was shown to be  primari ly one of providing a s ite for the 

differentiating aspects  o f  ' be ing ' an adult  s tudent . Indeed , the 

o riginal ' s trength ' of data sub sumed within the theme of ' commonroom ' 

was shown to be more a result of i t  be ing the s i te o f  

researcher/ student interact ion than as a ' very s ignificant ' component 

o f  the processes  of becoming an adult s tudent . S imilarly, the theme 

o f  ' exams ' was initially regarded as be ing ' strong ' yet thi s  re-

examination indicated that much of the content subsumed there was 

covered by other theme s representing the processes  of  becoming an 

adult  student . In short , the data within the ' exams ' theme was but 

one aspect of ' goal achievement ' and it was subsumed accordingly . 

The result of thi s  f inal phase of analys is , then,  was the 

emergence of the over arching themes of ' integrat ion ' and 

' differentiat ion ' and the reorganizat ion of the data according ly .  

Thi s  led to a more exp l ic i t  focus on  the not ion of ' proce s s ' ,  as wel l  

a s  providing for the greater ' pars imony ' of data . The final product 

of the overall proce s ses  of analys is was the derivation of s ix 

' factors o f  influence ' each of which subsumed a number of ' categorie s '  

and ' subcategories t of  data,  all  of which were generated from the 

original ' emergent theme s ' .  At this  time , the ' factors of influence ' 

and the categories and subc ategories  were , 1n many instances , renamed 

to reflect more accurately both the data they contained and the ir  

re lationship to  the proce s s e s  of becoming an adult student . These  are 

l i s ted  in Table 1 4 .  I t  1 s  these  six ' factors of influence ' which 

provide the organiz at ional headings under which the data is  to be  

presented 1n  the fo llowing chapte r ,  the categories and subcategories 

providing the headings within each part of the presentation .  

The overal l analyt ical proce s ses  can perhaps be mos t  adequately 

summarised as follows : 

The sociologist  acts  firs t as a roving mi crophone� then as 
a book-keeper and fi l ing cl erk .  By presenting a sample 
from his fi le  he can gi ve a tidy, descrip ti ve account  



organi zed round c er ta i n  fea t ures whi ch wi l l  have a va l ue 
in i ts own righ t .  These member typ i fi ca t i ons are then 
subjec ted to soc i a l  s c i en t i fi c  analys i s .  They a re two 
di s tinc t processes and i dea l ly shoul d  n o t  be confu s e d .  
The ' rhe tori c o f  i n t era c t i on ' shoul d  n o t  be c o l oured by 
ana lys i s  and sho u l d  b e  a va i l a b l e  for a l terna t i ve ana lys i s .  

( Woods, 1979, p. 267) 

T A B L E  1 4  

Factors of I n f l u en c e , Categor i e s  and Subcategor i es of Data 

Fac t ors of Infl uence Categories Subca tegories 

Returning to School Reasons for Return Credential -based Goa l s  
Personal Goa l s  
Selecting Secondary Level 

Personal C i rcums tances Home S ituation 
Financial Situation and Work Commitments 
Social Activities 

Entering School Subject Choice 
Class Level 

Teacher Selection 

School Pol i c y ,  Adult School Pol i cy Who Decided? 
Status and the Role 

Atta i ni ng Adult 
of the Dean 

Status 

The Rol e  o f  the Dean The Person , her Perspectives and Pos i tion 
Admi n i stra tive Functions 

Coun s e l l i ng/Interactive Functions 

I n  The School I n tegrating Influences School ' Environment ' 
Dress Codes 

Status Within the School 

Di f ferentia ting Status W i thin the School 

I n f l uences Relationsh i ps with Pupi l s  

Information Dis semination 
The Timetable Si tuation 

The Adul t  Student Common room 

In The Class room Integrating Effects Forms o f  Address 
Classroom Relationships 

Discipl ine 

School Reports 

D i f ferentiat ing Expectations 

F. f f ects Attendance 
Out-of-class Interaction 

Teacher/Student Con f l i c t  

Deci s ion Points To Drop A Subject? 

To Attend School? The Attendance Records 

Attendance : The Student Perspective 
1'he ' Absentee 1 : A Negative Referent 

To Become An Adu l t  Reasons for Withdrawal 
Student? The ' Dropout ' :  A Negative Referent 

Goal Achievement Personal Goa l s  An I n i t i a l  Goal 
Personal Goa l s  o f  School Leavers 

Personal Goa l s  of Adu l t  Students 

Credential-based Goa l s  The Exams 

Goa l s  and Outcomes 

School Awards 

1 3 3 
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In the presentat ion of data which 1s  to fol low ,  the criteria of  

se lect ion of ' content ' ,  as  was the case in  the derivation of the 

categories and subcategorie s ,  proceeded under the broad princ ip les of  

" . .  validity,  typ icali ty ,  re levance and clarity" ( Woods , 1 97 9 ,  p . 26 7 ) 

and seeks to al low the ' subj ects ' to do the ' talking ' .  

SUMMARY 

This  chapter , 1n accordance with the prio r i ty of  detailing the 

processes  of the research ,  has outl ined the deve lopment and 

imp lementat ion of the analyt ical strategies  adopted in the present 

study . As an outcome of thi s  analys i s ,  s ix factors of influence upon 

the ' becoming ' adult student s were identi fied , and utilised to subsume 

the data gathered during the fieldwork phase  of the inve s t igation . 

Furthermore , two ' overarching themes ' of  integration and 

differentiation were es tab l i shed from the data . The se outcomes of  the 

analysis  provide the organizational headings for the presentat ion of  

the data directed towards the research obj ectives . 



CHAP T E R  F O U R  

B E COM I N G AN AD U L T  S T U D E N T : 

P R E S E N TAT I O N AN D D I S CU S S I O N 

O F  T HE DATA 

In this  chapterJ a summary of the supporting da ta on each 
of the six major fac tors of influence upon the processes 
of becoming an adul t student is presen ted and di scussed . 
This  presentation provi des an indep th and sys tema tic vi ew 
of the day-to-day experi ences of the sample  of adul t 
students . It also documen ts the infl uences con tri bu ting 
to the dual processes of integra tion into the school 
cul ture and differen tia ti on of the adul t s tuden t 
subcul ture whi ch formed overarching themes wi thin the 
processes of becoming an adul t studen t .  
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The discuss ion of the research me thodo logies and analyt ical 

procedure s ,  presented 1n the two preceding chapters , indicated the 

developmeqt and app licat ion of the part icular s t rategies adopted to 

meet  the obj ectives of the pre sent study . The se two obj ec t ives were : 

1 .  To es tablish a profile of the adult student on the 

bas i s  of a selected sample ; and , 

2 .  To derive from an indepth and sys tematic v1ew of the 

everyday experience s of this sample an account of 

the processes  involved 1n becoming an adu l t  student . 

In short , the inve s t igation seeks to indicate no t only ' who ' 

become s an adult student but also ' how ' such a proce s s  occurs and 

' what ' it entails . Imp ing ing upon these interrelated re search 

obj ec t ives , the researche r took the v1ew that becoming an adul t  

student was an ongo ing proces s ,  comp lex and dynamic ,  occurring within 
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the everyday world of  s tudents , and invo lving the interplay o f  

b iographical , contextual ,  and interpersonal interaction factors . I t  

was further cons idered that the outcome o f  such a process  was the 

creation of the potential for personal , and s ituat ional change . 

With such a dynamic ,  

inherent difficulty lies  

fluid,  and mult i-dimens ional proce s s , the 

1n its pre sentat ion . The nece s s ity to 

present the data pertaining to this proce s s  under specific heading s ,  

where the real ity is o f  an integrated , interactive , ongo1ng proce s s , 

compris ing non-discrete uni t s , creates something o f  a dilemma for the 

researcher . One re solut ion of such a difficulty 1s to develop an 

eme rgent set of categories within which the data may be subsumed ( see 

Chapter Three ) .  Two overarching features emerged from the data and 

provided the central organis ing themes representing the processes  of  

becoming an adult student : at one and the s ame time , the adult  

s tudent was both integrated into the schoo l culture and was 

d ifferentiated as a member of  a separate subculture . The presentation 

of the data , then, 1S concerned with illustrating both the profile o f  

the adult  student and the variety of integrating and different iating 

influences on the process  of becoming an adult student . 

According ly , the d i s cu s s i onal approach recommended by Glaser and 

Strau s s  ( 1 96 7 ) is used to provide fairly extens ive samp les of the data 

concerning s tudent everyday exper1ences as they relate to these  

proce s s e s  of becoming an adult  student . Furthe r data 1s  located 

within the appendices which prov ide a neces sary reference for the 

present chapter . 7  

In summary , the format adopted for pre sent ing and discuss ing the 

data 1s as follows : there are s 1x sect ions to thi s  chapter , each 

relating to one of the maJ o r  factors of influence upon the processes  

of  becoming an adult s tudent ; within each section , the various 

categories and subcategories are examined ; and , to conc lude each 

section,  there 1s a discus s ion of the contribut ion part icular 

categories made to the overall processes  of becoming an adult  student . 

I t  1s  with the proce s s  of  becoming an adult student that the 

7 Data pertaining to student profiles is located in Appendix D, while Appendix E 
provides further case study and general data illustrating the processes of becaning an adult student . 
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discuss ion is  concerned ,  while also recogniz ing the idiosyncrat i c  and 

indiv idualistic  nature of both the influences  and the ir  outcome s .  

P a r t O n e  

R e t u r n i n g  T o  S c h o o l 

While becoming an adult  student is  characterised by interactions 

among many influence s ,  there appears to be a certain logic  in opening 

the account with an examination of the generalised que s tion as to 

' why ' these s tudent s returned to schoo l . The discuss ion will focus , 

first , upon the cons ideration of  the ' Reasons for Retu rn ' - both 

credential-based and personal goal s  and their  select ion of 

secondary schoo l  as the s ite for the ir  return . In addition, reference 

will  be  made to student profile s ,  located in Appendix D and previous ly 

summarised in Chapter Two , in order to indicate appropriate background 

information.  

The second part wi ll  indicate the background for the effect s  upon 

the proce s ses  of becoming an adult s tudent which derived from the ir 

' Personal Circums tances '  located outs ide the schoo l .  Information will 

be presented concerning Home Life, Work Commi tmen ts and general 

Social  Ac tivi ties. 

The final section wi ll  focus upon ' Entering the School ' ,  and 

provide a discu s s ion of Subjec t Choice, Class Level ,  and Teacher 

Sel ec tion. 
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The data indicated three facets of  the students ' exper1ences 1n 

relat ion to their ' reasons for returning ' to secondary schoo l .  First , 

there were credent ial-based goals  for deciding to return to s choo l .  

Second , were a variety of  personal goal s  through which the students  

expres sed personal or deep-seated outcome s or  purposes  underp inning 

the ir  decis ions and experiences  of returning to schoo l .  Finally,  the 

adult students were involved in a proces s  of selection which saw them 

opt for day-t ime secondary classes  as the site  of the ir  return . I t  i s  

the se three aspects which provide the focus o f  discuss ion i n  the 

present section . 

1 . 1 . 1  CREDENTIAL-BASED GOALS 

From the outset of the inve s t igation , it was apparent that the 

maj ority of adult students presented themse lves for enrolment with a 

' goal ' for the year expressed  in terms of  the attainment of some form 

of credential . These credentials were most frequent ly l inked to 

specific subject  areas and , in turn , al lied with var1ous long term 

obj ectives relat ing either to occupat ion or further study . Initial 

statements from adult students ref lected the se pre-determined ' goals ' ,  

subj ects  to be taken 1n the ir  pursui t ,  and long-term obj ectives 

towards which the return was direc ted . These general s tatements made 

during enrolment were expre s sed in such terms as : ' I  want to pas s 

Univers ity Entrance for . . .  ' ,  ' I  want to go on to . . .  ' ,  o r ,  ' I  want to 

do . . .  ' . The following extracts  from fie ldnotes pertaining to this 

enrolment period provide an il lus tration of this point : 

F. 22 was unsure of wha t [subjects] she required but wan ted 
something whi ch was ' interes ting ' and rel a ted to her 
desire to do horticul ture zn the future {even tua l ly 
'deciding ' �  wi th ass i s tanc e  from D .  1 �  to do ' interes t ' 

areas of Art and Cerami c Studies as school had 'no thing 
new ' in her fi eld of horti cul ture] .  F. 1 7  wan ted to take a 
ful l - time U. E course [direc ted towards] future 
kindergarten teacher training .  M. S wants to do a ful l  U. E 
course wi th Art as his main subjec t [towards a course in 
In terior Design] . F. 10  wan ts a ful l  U. E course and 
indi ca tes both subjects and preferred teachers [on the 



basis  of 
con tinuing 
F. 1 5  wan ts 
[for U. E, 
Work] . 

last year 's  S . C enrolmen t]  and sta tes her 
intention of enroll ing zn nursing training . 

to come back to 'have a proper go thi s  time ' 
and indi ca tes an interest in a degree in Social 

(Fie ldnote s ,  2 6 . 1  . 84 )  
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In turn, the se observat ions were suppo rted by data derived from 

the responses to Que stionnaire Part One ( see Appendix F )  which 

exp l i c i t ly reques ted that s tudents indicate the purpo se  of return in 

terms of  a particular examinat ion o r ,  alternat ively,  as ' not  for 

examination ' . Whi le this data 1s provided 1n more detail within the 

student profiles 1n Appendix D ,  i t  appears appropriate at thi s  point 

to provide some general ind i cat ions of these  s tudent goals , prior 

educat ional record , and the c la s s  level and subj ects  taken during the 

present return to schoo l .  

From Tab le 1 5 , i t  1 s  evident that the maj ority o f  s tudents s tated 

their  initial  goals for the 

credent ials . Of the 36 adult  

year 1n  terms of  obtaining part icular 

s tudents who enrolled at the s chool 

during the research year , only four did not 

based goal as a purpose for thei r  return . 

report an examinat ion­

These  four except ions 

appear to warrant some further comment . M . 9 reported that his return 

was solely in terms of further develop ing his  persona l  interests  in 

art , while  F . 1 8  stated that the typ ing course  was a means of asse s s 1ng 

the viab i l ity of this as a future ' occupationa l ' ski l l . In the cases 

o f  M .  1 7  and F . 34 ,  the year was seen primarily 1n terms of 

' preparation ' for the fo llowing year - as  a form of ' trial  run ' . For 

F . 34 ,  thi s  related to her intention of subsequent ly enrol ling in 

pursui t  of credentials 1n 

be ing to ' see what it  

Eng l ish and Mathematics , the present year 

is l ike ' . Already posse s s ing the requis i te 

entry qua l ifications for univers ity , M . 1 7  sought to use his year at 

schoo l  as  a means for deve lop ing ' study habits ' in a 

. . .  trial -run and just to 
year a t  uni versi ty. Jus t  
i t 's s o  hard tha t I wan t  
i t  next year. 

ge t a basi c idea of the first 
a b i t  of understanding because 
a l eg-in then I ' ll really go for 

( M . 1 7 ,  Interv iew, 1 3 . 8 . 8 4 )  



T A B L E  1 5  
Summary Prof i l e  of Educat ional Background , 

Present Enro lment and I n i t i al G oa l s  of Sampl e  

Code Age 
No . 

Prior 

Record 
Leve.l of 

En t ry 
Subjects 

Taken 
Goa l s  

for Year 

M . 4  

M . 5  

M . 6  

M . ?  

M . 8  

M . 9  

M . 1 0  

M . 1 1  

M . 1 3  

M . 1 5  

M . 1 6  

M . 1 7  

F . 9  

F . 1 0  

F . 1 1  

F . 1 2  

F . 1 3  

F . 1 4  

F . 1 5  

F . 1 6  

F . 1 7  

F . 1 8  

F . 1 9  

F .20 

F . 22 

F . 23 

F . 24 

F .26 

F .27 

F .28 

F .29 

F .30 

F .31 

F . 32 

F .33 

F . 34 

1 9  

23 

1 9  

1 8  

1 9  

1 8  

1 7  

20 

21 

20 

1 6  

1 8  

1 7  

31 

22 

24 

1 8  

39 

1 9  

22 

1 9  

37 

38 

48 

24 

1 7  

4 2  

1 7  

1 7  

31 

24 

32 

1 7  

30 

29 

24 

1 6/6/5C 4 subs// Trade Cert Sheep 

Farming 

1 7  /6/SC 2 subs, SFC 3 subs 

1 9/6/SC 4 subs, SFC 3 subs, 1 
U . E  sub 

1 6/6/SC 2 subs 

1 6/4 

1 7/7/SC 5 subs, U.E 6 subs 

1 6/5/SC 1 sub 

1 7  /6/SC 2 subs// Trade Cert 
Oraughting 

1 5/5/SC 2 subs// Trade Cert F i t ter 
& Turner 

1 6/6/SC 5 subs 

1 5/5 

1 7/7/SC 5 subs, U . E  5 subs 

1 7/6/SC 2 subs, SFC 4 subs, U . E  
1 sub 

1 5/4// se 2 subs as adult student 

1 4/4 

1 5/5 

1 6/6/SC 2 subs 

1 5/4 

1 6/6/5C 3 subs 

1 8/6/SC 4 subs// U . E  1 sub at 
night-school 

1 7  /6/Regional Maths Certificate 

1 5/5/SC 2 subs 

1 6/5// se 1 sub at night-schoo l '  
N Z C S  1 sub at Tech Institute 

1 6/5 

1 7  /6/SC 3 subs// 5 papers Dip Hart. 

1 6/5 

1 6/5// se 1 sub at night-schoo l '  
s e  1 sub a s  adult student 

1 5/4 

1 6/5 

1 6/5// SC 1 sub Correspondence Sch 
Playcentre Supervisor Course 

1 7  /6/SC 6 subs, U. E 5 subs// NZRN, 
B . Arts 

1 6/4 

1 5/5 

1 7 /6/SC 5 subs, U.E 5 subs// U.E 3 
subs at night-school 

1 7/7/SC 5 subs, U.E 5 subs// NZRN 

1 5/3 

. .  

6 

6 

6 

6 

7 

7 

6 

6 

6 

6 

5 

7 

6 

6 

5 

5 

6 

5 

6 

6 

6 

5 

6 

6 

6 

6 

6 

5 

6 

5 

6 

6 

5 

7 

6 

5 

Eng, Maths, Chem, Phys, Bio, 
Applied Maths 

Art , Art Hist, Eng, Geo, T .Draw 

Maths [ 5th ] ,  Chem, 8io, Eng, Econ 

Eng, Geo, Bio, Econ 

Eng[6th ) , Art,  Art Hist 

Art 

T .Draw[ 5th ] ,  Eng 

Maths 

Maths, Eng, Bio , Chem, Phys, 
Applied Maths[7th) 

Eng, Bio, Phys, Econ 

Bio, Sci, Eng, Econ 

Maths, Phys, Bio, Chem 

Geo, Econ, Bio 

Eng, Bio, Hist, Geo 

Eng, Sci , Maths, Bio, Art 

Maths, Woodwork 

Eng, Geo, Hist, Art Hist, Econ 

Eng, Bio 

Maths[ 5th ) ,  Eng, Geo, 8io, Econ 

Eng, Hist, Maths, Bio, Art Hist 

Maths[5th ] ,  Eng, 8io, Geo, Econ 

T yping 

Bio, Maths 

Accountancy 

Art,  Ceramic S tudies 

Eng, Maths, Bio, Hist, Art Hist 

Eng , Hist 

Geo, Maths, Eng, Typ, Home Ec 

Eng, Hist, Typ, Geo, Econ 

Bio, Alternate Maths 

Maths, Phys, Bio , Chem, Eng 

U . E  

U . E  

U . E  

U . E  

U . 8  

Interest 

s . c  
NZCO 

U . E  

U . E  

s . c  
Prepare for 
University 

U . E  

U . E  

s . c  
s . c  
U . E  

s . c  
U . E  

U . E  

U . E  

Not for 
examination 

NZCS 

u . E  

U . E/SFC 

U . E  

U . E  

s . c  
U . E  

s . c  

U . E  

Eng, Hist U . E  

Eng, Sci, Alternate Maths, Cloth, Typ s . c  

E n g ,  Maths , 8 i o ,  Cl1em U . B  

Maths[5th ) ,  Phys, Chem U . E  

T y p ,  Alternate Maths Not for 
examination 

Provide s :  School Leaving Age/Form Level at Leaving/School Qualifications [SC = School Certificate, 

SFC = Sixth Fonn Certificate; U.E = University Entrance ] ,  and // Post-school Qualifications [Trade 

Certificate, NZCS = New Zealarrl Certificate of Science, NZRN = New Zealand Registered Nurse. 

** Denotes class level in which enrolled. 

* * *  Subjects enrolle:} in at start of year: EN3lish, OIEMistry, BIOlogy, ART HIStory, HISl'ory, Technical 

DRI\Wing, PHYsics, TYPiny, I IO.U!: EX::onomics, CLOI11ing, SCience, GEX:)Jraphy, EX:.'ONomics. F.igure in brackets 

denotes situation where subject at dif ferent level than student ' level of entry ' . 

* * * *  'l11e goal expressed at enrolment - see * for codes, + U . B  = University Bursaries , New Zealand 

Certificate of _QE��bt=,i"n"g,_-__;N:.:;ZCD=c:·--------------------------------l 
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Accordingly,  among these  four s tudents  who stated the ir init ia l  

goals �n terms other than attaining credentials from the ir present 

enrolment , there were two - M . 1 7  and F . 3 4 - for whom examinations and 

further s tudy remained long-term goal s .  

As Tab le 1 5  indicates , the rema�n�ng 3 2  s tudents within the 

present samp le all reported in the ir  responses to Que s t ionnaire Part 

One credential-based goals as  the ir  initial  reason for returning to 

s chool . 

At the time of enro lment , then , the maj ority of the adult 

s tudents reported the attainment of  various credentials  as the ir  

reason for returning to schoo l .  Furthermore , as e laborated in the 

s tudent p rofi les ( Appendix D ) , of the 30 adult student s who indicated 

long-term goals beyond the return to schoo l ,  all but three saw thei r  

enrolment a s  leading t o  changes  i n  occupational statu s , with 2 2  of  

these env i saging further study , predominant ly at  tertiary leve l .  

On the other hand , i t  was also  evident that such c redent ial-based 

goals formed only one aspect of  the reasons g�ven for returning to 

schoo l .  Indeed,  with statement s o f  credent ial goals confined to t imes 

such as enrolment and in response to que s t ionnaire items , it  appeared 

that these  could be categorised as  the ' official goal s ' ,  whereas there 

were other ' outcome s ' or ' benef i t s ' rece�v�ng mention throughout the 

year dur ing various conversations . The se  further reasons have been 

broadly categorised as ' personal goal s ' in order to d i s t inguish them 

from those  directly related to the attainment of examinat ion 

qualificat ions . 

1 . 1 . 2  PERSONAL GOALS 

As wel l  as these overt credential and occupat ional goal s , a 

number of  other ' outcomes ' and ' benef its ' were seen by partic ipants to 

accrue from the ir experiences during the ir  year as an adult student . 

As such , the se formed a further just ification for returning to s choo l  

and , indeed , were seen by a maj ority to be o f  a t  least  equal 

importance to the attainment of the credential-bas ed goals .  The 
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present section, then, will provide an illustration of this category 

of the 'reasons for returning' to secondary school. 

From the responses [ N=2 4 ]  to Questionnaire Part Three (see 

Appendix F) , it is possible to provide a generalised indication of the 

distribution of reasons given for returning to school. As illustrated 

by the data in .Table 1 6 ,  it is evident that adult students indicated a 

variety of factors as providing the basis for their return. 

T A B L E  1 6  

Student Reasons for R e t u r n ing to Secondar y School 

Reasons for Return 

To go on to further study 

To train for a pa r t i cular occupation 

To re·t ra i n  for an occupation after a 

break 

To obta i n  qua l i f i ca t i ons for a 
pa rticular occupa t i on 

To add to qua l i f i ca t i ons for present 

occupa t i on 

To get better qua l i f i ed to go back to 
work ( no special occupation ) 

To study something f o r  interest or 
s a t i s f action 

To i n c rease self -con f i dence 

To get st imulation 

To get away f rom domestic routine 

In order to be better able to help own 

chi ldren with schoolwork 

Other reasons 

Najor 

1 3  

1 3  

1 4  

1 

8 

4 

9 

5 

3 

3 

3 

S t uden t Rankings * 

Ninor 

6 

6 

3 

Not 

5 

1 1  

2 3  

8 

2 2  

1 0  

1 3  

1 2  

1 2  

1 7  

1 8  

20 

• Derived fran responses to Questionnaire Part Three [N "" 24 ] ,  which required student to rate each 

of the stated Reasons for Return as being a :  Minor, Major, or Not A Reason, underpinning their 

return to school .  Whereas rrost respondents indicated both ' credential-based' ( Items 1-6) and 

' persona l '  goals (Items 7-12) as fanning their ' reasons for return ' ,  M.16, M.17, F . 16, F . l7 ,  

a nd  F .  32 listed solely credential factors a nd  reported a s  ' no t  a reason ' all o f  those Items 7-12. 

However, all of these individuals were to rei.)Jrt 'personal outccrnes • as of ' equal praninence' 

during the year. Accordingly, their questionnaire responses sarewhat ' inflate ' the figures 

providing an apparent, b.Jt unsupp::>rtOO, dcrninance to credential influences underpinning the 

return of adult students . In short, both credential and personal goals were of equal influence 

upon the adult students in the present research. 

While these results indicate credential and occupational reasons, 

it is apparent that 'personal factors' were also given prominence as 

In addition to credential-based reasons for returning to school. 
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factors ,  all  adult students were to cite various other ' outcome s ' o r  

' benef i t s ' as providing other ' reasons ' f o r  their  re turn . 

For instance , M . 1 6  gave the sole ' reason ' for his  re turn on thi s  

quest ionnaire a s  be ing t o  obtain School  Certificate 1 n  order t o  enter 

broadcas t ing . Ye t ,  emerg 1ng during the year was further information 

which indicated that the is sue was more comp lex than this and , indeed , 

that a number of factors influenced , and formed ' reasons ' ,  for his 

return : 

I l eft [ schoo l ]  June last  year . . .  because I had thi s  job 
offered me by fri ends on a farm .  I was doing tha t­
mi lking cows and tha t - for about 5 or  6 mon ths . I l eft 
in January. I jus t couldn ' t  face being on a farm for the 
rest of my life - jus t ge tting up at  3 or 4 o ' clock in the 
morning .  I mean, i t 's just a labouring-type job and I 
didn ' t  want tha t type of job . I wanted so much to be in 
radio - I wan t  to be known - I l ike to be in the l ime­
l igh t .  So, I left the farm to come back to ge t School  C 
'cause i t 's needed even in Pri va te Radi o .  

(M . 1 6 ,  Interview, 1 0 . 8 . 8 4 )  

Thus , underp inning the credent ial-based goal o f  obtaining his Schoo l  

Certificate , M . 1 6  a l s o  sought t o  ' open up ' h i s  occupat ional options in 

a direct ion which he found personal ly satisfying . Moreover ,  on other 

occasions , M . 1 6  also attributed the ' changes ' in his ' at t i tudes ' and 

' being more mature ' as an ' outcome ' or ' benefit ' accru ing from his 

return through the social interact ion with other adult  s tudents .  

Simi larly, F . 1 6 ,  who also re sponded in Questionnaire Part Three 

1n pure ly credent ial-based terms , reported further underlying reasons 

behind her return to secondary schoo l :  

[ the year has ]  been qui te good ' cause I needed to think 
abou t wha t  I was going to do [ in the long term ] . I 
don ' t  think U. E was the main issue - I 'm no t sure - I 
think the most importan t thing this  year was deci ding wha t  
I wan ted to do . 

( F . 1 6 , Interview, 6 . 1 2 . 84 )  

It  1 s  evident that a variety o f  personal reasons was behind the 

return to secondary schoo l by these  adult student s .  At least for 

F . 1 8 ,  these  personal reasons were c ited as the ' main purpose ' in 

returning to school as it  enab led her to 



. . .  get away from the [ home ] si tuation - all  the probl ems 
wi th the separa tion and di vorce and things associa ted wi th 
tha t .  So, i t  was more an escape from tha t, ra ther than 
the domestic routine as such . 

( F . 1 8 ,  Fie ldnote s , 6 . 2 . 85 )  
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Other reasons ment ioned by the s tudent s inc luded : changing/ improving 

se lf-image and self-confidence ; chang ing interpersonal relat ionships ;  

mental s t imulat ion ; increas ing/ changing personal ski l l s , such as 

study and reading skills ; increas ing knowledge ; personal interes t  

and satis faction ; and , in a few ins tances ,  be ing more able t o  help 

children with their s chool ing . 

Such was the prominence g iven to these personal goals by some 

s tudent s that they came to see the se  as the maJ or ' bene f i t ' of  thei r  

return, relegat ing credential-based goal s  t o  a secondary pos it ion : 

[ the return] got me away from the 'suburban neuroses ' 
thing. It 's been real ly, rea l ly good as far as the fami ly 
is concerned . . .  now, they ' ve got tha t bi t of independence 
and I don ' t  tend to fuss over them . . .  and, I think i t 's 
been good for them.  So, I think it was good in tha t 
respec t - put a bi t of dis tance be tween us . I 'm 
more self-assured. I 'm defini tely more aware of 
worl d affairs and things around me . Um - I feel I 
can go ou t and ge t a job - you know - I feel - I  know I 'm 
capable  of doing some thing if I want  to do i t .  So, i t ' s  
gi ven me confi dence.  Yeah - i t 's been good - even if I 
didn ' t  ge t U. E, i t 's  been real ly worthwhil e .  [ And ] i t 's  
had a fan tastic effec t on my Mo ther 's a t ti tude towards me . 
For years, I have been an 'inferior being ' . . .  now, 
suddenly, I 'm way up there on a pedes tal . . .  my Mo ther 
ac tually speaks highly of me and is very encouraging, 
in teres ted . . . so, yeah, tha t was grea t too . 

( F . 30 ,  Interv iew, 6 . 1 2 . 84 )  

Bes ide s the se reasons and goals which prov ide one aspect 

i l lustrating ' why ' these  adult s tudents returned to s choo l ,  the 

se lection of secondary schoo l  as the site for the ir attendance is  

worthy of comment . 
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1 . 1 . 3  SELECTING SECONDARY LEVE L  

With the processes  of selecting their goals and the ins titutional 

level to pur sue these  within occurr1ng pr1or to enrolment , data 

pertaining to these aspects 

obtained as  they reflected 

of s tudent exper1ences  could only be 

upon these  earlier events .  I t  appeared 

of years , that thes e  cons iderations 

particularly 1n the cases 

were spread over 

of those  with some 

a numbe r  

t ime between this and 

their prior s chool ing exper1ences : 

I though t about i t  for a number of yearsJ but seriously 
only thi s  year. ThenJ i t  was only about two weeks before 
I did [ enrol ] [laugh ] .  There was a fear o f  coming 
back - I don ' t  know qui te whyJ but  there was .  

( F . 3 4 ,  Interview , 2 1 . 9 . 8 4 )  

On the other hand , for many of  the younger students the return t o  

schoo l  was but a cont inuation of  prior s choo l ing with , i n  some cas e s , 

the two experiences be ing cont iguous . 

In general ,  it can be stated that the adult s tudent s se lected 

secondary s choo l  as the s ite of the ir return on the bas i s  of their  

goals  and background exper1ences . Other than F . 33 ,  none of the 

s tudents reported having given any cons ideration to enroll ing at 

tert iary leve l except 1n terms of it being a long-term goal . In  

F . 33 ' s  case , she had spent the first  few weeks of  the year enrolled at 

univers ity before 

for obtaining the 

F . 29 ,  on the other 

deciding that secondary s chool was more appropriate 

educational experiences  and knowledge she require d .  

hand , was somewhat different in that she had both a 

degree and nurs ing qualifications , but - s imilar to F . 33 - reported 

that her prior  educat ion had not provided her wi th the background ln 

s c1ence subj ects  to enab le her to succes sfully compete for entry to 

Medical Schoo l .  As such , F . 29 returned to secondary school  in order 

to acquire thi s knowledge as the initial step in he r planned ' change ' 

of  occupational status . 

For the group of students in the present study , the alternat ive s 

to day-time classes  were Evening Schoo l and Correspondence School . 

While only a few student s had prior experience of Evening School , and 
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only F . 23 had cons idered thi s an option for the research year , all  

adult students reported reasons for  ruling this out as  an  option . 

Firs t ,  it was held  to be ' inconvenient ' �n that it occurred at times 

students preferred to spend with family or  friends , as we l l  as being a 

time when various part-time j ob s  were ava ilab le .  Further ,  the lack o f  

available transport � n  order t o  attend c lasses  was cons idered to  b e  a 

disadvantage o f  Evening School compared with the day-t ime s i tuat ion . 

Other reasons which were cited inc lude : less time was spent on a 

subject  - one hour per week at night , compared to four in day-clas ses ; 

les s contact and interact ion with both teachers and other s tudents ;  

the difficulty o f  working all  day, then attending schoo l at night , 

and ; fewer subj ects  could be taken requ iring a longer t ime to obtain 

a part icular qualificat ion . Many of these reasons were also g iven 

for rej ecting the Correspondence Schoo l alternative , whi le the 

perceived ' di s cipl ine ' in having to attend day class  was c ited as 

preferab le to be ing ' left  to the ir own devices ' .  

SUMMARY AND D I S CUS S I ON 

The prev ious di scuss ion has focu s sed on Reasons for Return, as  the 

first  category of influences  upon the processes  of becoming an adul t  

s tudent . 

It  has been shown that the maj o rity o f  adult students returned to 

s chool  seeking var ious credent ial-based goals ; the se repres ented the 

s tatement of  ' official goals ' and , as such, formed but part of  the 

overall rat ionale and justificat ion for the students re turning to 

s chool . At lea s t  equal importance was attached to a variety o f  

personal and deep- seated reasons f o r  returning t o  schoo l . These  

reasons we re often ci ted as ' outcome s ' or ' benefit s '  whi ch could 

j ust ify the return to schoo l even if  credentials  were not attained and 

inc luded : exp loring and opening up options ; changing self-image and 

self-confidence ; deve lop ing interpersonal relationships ;  mental 

' s timulation ' ;  increas ing/ changing personal skills  and knowledge ; 

interest  and satis faction , and ; be ing ab le to a s s i s t  chi ldren with 

homework . 
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These Reasons for Return a l so suggest certain predispos itions 

towards the experiences of becoming an adult student . As the adult  

students had selected particular credent ial-based goals as  part  of  the 

rat ionale for the i r  return to s choo l ,  they would be required to 

undergo proce s se s  of asses sment and work requi rements nec e s sary to 

attain such goals . By selecting day-time clas ses , they would be 

subj ect to m1x1ng with school-aged pupils , s itting together in a 

c lassroom,  and thereby being part of  a particular group and form of  

relationship . This was generally expre ssed in terms o f  an 

' expectancy ' that it would be ' much the same ' as  prior s choo l ing 

experiences . At this po int , then,  it appears pos s ible  to sugg e s t  that 

the adult s tudents were predi spo sed towards the attainment of  

credent ial-based goals , and had certain expectations of  the nature and 

requirement s  of s chooling . 

These goals  and expectations were not the only influences  upon 

the processes  of becoming an adult  s tudent which derived from the 

individual .  I n  order to elaborate furthe r ,  discus s ion will  now focus 

on  how ' Personal C ircumstances ' impacted on these proces ses . 

1 . 2  PERSONAL C IRCUMSTANCE S 

Throughout the period covered by the pre sent inves t igation,  

various aspects  of  the personal circumstances of the adult  s tudents ,  

part icularly out s ide the s chool  environment , featured prominently . 

Marital status , personal  relat ionship s ,  p lace of re s idence , financ ial 

s i tuation , and other general social activities , were frequently c ited 

- by teachers and adult students alike - as  exert ing influence upon 

the adult student and consequently upon the becoming proces ses . Data 

re lating to these  factors is presented under the headings of : Home 

Si tua tion; 

Ac tivi ti es. 

Financial Si tua tion and Work Commi tmen ts; and , Social  
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1 . 2 . 1  HOME S I TUAT I ON 

At the beginning of the year , all adult s tudents provided an 

indication of the ir home c ircums tances  1n response to the items 1n 

Ques tionnaire Part One ( see Appendix F ) . Then,  as the year 

progressed further data collection sub s tant iated and expanded on this 

information . A summation of marital statu s , dependent children,  and 

p lace of res idence is provided in Tab le 1 7 .  

From thi s data it 1 s  poss ib le to  note certain tentat ive 

generalizations regarding the personal c ircumstance s  of the sample  of  

adult students .  The males in  the sample - with the except ion of  M . S-

were s ingle , with a maj ority ( 66% ) res iding with parents or  o ther 

relative s ,  while  the remainder lived in flats . Furthermo re ,  it  can be 

seen that just over  half of the females were at present s ingle , and 

the remainder had been or were married o r  were 1n defacto 

re lationships .  The females 1n the s tudy provided the maj ority of 

those in the ' older ' ( 2 1  or above)  age group , with the exceptions of 

M . S and M . 1 3 .  

In terms of re s idence , approximately equal numbers of  female 

s tudents were living with the ir  parents or other relatives as were 1n 

the ir own home s , while only a few res ided in rental accommodat ion such 

as flats . Half  of the women student s ,  and none of the male s , had 

children living at home with them . 

Whi le these  home s ituations , as wi l l  be ev ident as discu s s ion 

proceeds , were to exert an influence upon the proce s se s  of becoming an 

adult student , financial c ircumstances also impinged upon the adult  

s tudents .  

1 . 2 . 2  FINANC I AL S I TUAT I ON AND WORK COMMI TMENTS 

During the course of the present inve s t igation , work commitments 

to eithe r part-time or full-time j ob s , and the financ ial s ituations 

as soc iated with thi s , were of cons ide rab le influence upon many of the 
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Home S i tua t i on 

Code Age Mari tal Chi l dren a t  Residence 
No . Sta tus Home (Ages) 

' 
M . 4  et 1 9  Single - Boarding with r e l at ives 

M . 5  23 De Facto - F la tting 
M . 6  et 1 9  Single - W i th parents 
M . ?  et 1 B  S ingle - W i th parent (Mother ) 

M . B  1 9  S ingle - Boarding with relative ( Grandmother )  

M . 9  ® 1 B  S i ngle - F l a tting 
M . 1 0  ill 1 7  S i ngle - F l att ing 
M . 1 1  et 20 Single - With parents 

1 M . 1 3 ill 21 Single - With parents 
M . 1 5 20 Single - F l a t t ing 
M . 1 6  1 6  S ingle - W i th parents 
M . 1 7  1 B  Single - W i th parents 

2 F . 9  et 1 7  Single - With parents 
F . 1 0  31 Married 9 , 1 1 ' 1 3  Own home 

3 F . 1 1  ill 22 Marr i ed 3 ,  1 0 ,  1 2  Own home 
F . 1 2  et ·  24 D i vorced 1 under 2 F l a t  with chi ld ' F . 1 3  11> 1 8  Single - W i th parent (Father) 

F . 1 4  39 D i vorced 1 0 ,  1 4 ,  1 B  State Unit (Rental) 

F . 1 5  et 1 9  De Facto - F l at t ing 
5 F . 1 6  22 Single - With parent (Mother) 

F . 1 7  1 9  Single - W i th parent (Mother) 

F .1 B 11> 37 Separated 1 2 .  1 6 ,  1 B  Own home 
F . 1 9  3B Single 1 1  Own home 

F . 20 11> 4B De Facto - Own home 
F . 2 2  ill 24 Separated - F l a t ting 

6 F . 23 <i> 1 7  Single - With parent (Mother, or Father) 

7 

F . 24 4 2  Marr ied 7 ,  1 0  Own home 

F . 26 (j) 1 7  Single - Boarding with r e l a t ives 
F . 2 7  11> 1 7  Single 1 under 2 W i th parents 

F . 2B 31 Marr i ed B ,  1 0 ,  1 3  Own home 

F . 29 11> 24 Single - F la t ting 
F . 30 32 Single 9 . 1 0 ,  1 3  Own home unit 
F . 31 ® 1 7  Single - Boarding with rel at ives 
F . 32 30 Ma rried 3 ,  4 Own home 
F . 3 3 (j) 29 Divorced - Wi th parents 
F . 34 24 Marr i ed 6 ,  7 Own home 

ill 
1 

Denotes those who left school during the course of the year. 

Shortly after leaving school in April, M . 1 3  went flatting. He married in January 1 985. 

I n  March, following a n  argument with her parents, F .9 left home, leaving school shortly afterwards. 

Reporting marital difficulties from the outset, F . 1 1  left her husband (married in 1 983) in Term 2 taking 
her own child ( the youngest) with her. By the end of Term 2, F . 1 1  was only infrequently attel'lding school, 
and in Term 3 only appeared on one occasion but did not attend class. Sometime after this, F .11  moved to 
another district where she had a position as ' live in' housekeeper .  

Mid-year, F . 1 3 '  s father remarried and she continued to live a t  home with her family. 

Early in Term 3, F . 1 6  went flatting. 

F .23 alternated between homes - her mother ' s  and her father ' s  (and stepmother) . In November, she moved to 
a flat. 

F . 3 3 1 s  dissatisfaction over living with her parents, saw her leave school, obtain a job, and go flatting. 

A number of those who left school also changed address afterwards , generally resulting in the researcher not 

being able to maintain contact. M.4 returned to the family farm in another district, although he was later 
contacted; M.? and M . 1 0  moved flats with no forwarding address; M . 1 1  moved to another district, although 

he too was later contacted; both F . 9  and F . 1 1  moved residences, and neither responded to efforts to contact 
them; F . 1 2  left for another district as did F .26 and neither left contact addresses; F .31 was available at 
the erd of the research, but left the district before being interviewed over Questionnaire Part 3 responses. 

1 49 
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adult  s tudents . 

Table 1 8  provides a summary profile of s tudent income , the 

s ources from which it was derived , and the work commi tment s of the s e  

adult  s tudents . On the basis  of this data , i t  i s  evident that a 

maj ority of adult  s tudents were in a ' lower income ' b racket . Table  1 8  

also indicates that at least  half of  the ini t ial  samp le , and 

approximately two-thirds of those rema1n1ng for the entire yea r ,  were 

ho lding down j ob s  as  well  as  the ir commitments to attending s choo l .  

Tho se adult s tudents seeking financial  as s i s tance for the ir  

return to  schoo l ( termed ' Emergency Benefit ' in  Tab le 1 8 ) were 

requ i red to meet certain criteria and were divided into two 

categories on the bas i s  of age . For tho se  aged 1 8-20  year s , an 

Emergency Family Benefit of  $6  per week could be obtained if the 

s tudent was : 

over 1 8  years of age and not ent itled to Family Benefit ; 

enrol led as a ful l-time s tudent ( 1 6  hours or  
s tudying towards a recognised obj ective 
Certificate , S ixth Form Certificate , Univers i ty 
Certification Board qualifications , or s imilar ; 

earning les s than $ 3 1  a week;  and , 

in possess ion of assets  under $800  in value . 

more per week) 
such as  School 
Entrance , Trade 

For those  over the age of 20 , the following conditions determined 

eligibility for the payment of  an Emergency Unemployment Benefit : 

attending secondary s choo l beyond the year 1n which they 
attained the age of 20 ; 

were not elig ib le for any other form of  s ocial security ( such as 
D . P . B ) or financial as s i s tance ; 

were full-time student s s tudying for a re cognised obj ective ; 

in receipt of an income at a level which would qualify them for 
a grant of the unemployment benefit ;  and , 

in po ssess ion of as s e t s  under $ 1 200  if s ingle or $ 2000  if 
married . 

Those who qualified under the s e  criteria could ,  if s ing le ,  rece1ve an 

Emergency Benefit of $ 2 7  a week - increased to $47  if ' hardship ' 



Code 
No . 

M . 4  

I M . S  

M . 6  

2 M .  7 

M . B  

M . 9  

Age 

<!) 1 9  

23 

<!) 1 9  

® 1 8  

1 9  

® 1 8  

M . 1 0  <l> 1 7  

M . 1 1  <l> 20 
' M . 1 3  <l> 21 

4 M . 1 S 20 

M . 1 6 1 6  

M . 1 7  1 8  

F . 9  <l> 1 7  

F . 1 0  31 

F . 1 1  ® 2 2  

F . 1 2  ® 24 

5 F . 1 3  <l> 1 8  

F . 1 4  39 

F . 1 S  <l> 1 9  

F . 1 6  22 

6 F . 1 7  1 9  

F . 1 8  <l> 37 

F . 1 9  38 

F . 20 <l> loB 
F . 22 ® 24 

F . 23 <l> 1 7  

F . 24 112 

7 F .  26 ® 1 7  

F . 27 ® 1 7  

F . 28 31 

F . 29 ® 24 

F . 30 32 

8 F . 31 <i> 1 7  

F . 32 30 

9 F .  33 11> 29 

F . 34 24 

T A B L E  1 8  
Student In come and Employment 

Income 
Bracket ($) 

1 000 - 2500 

2SOO - sooo 
under SOD 

N / I  

1 000 - 2SOO 

2SOO - sooo 
1 000 - 2SOO 

7SOO - 1 0  ODD 

1 000 - 2SOO 

under SOD 

SOD - 1 000 

N/ I 

under SOD 

1 7  SOD - 20 ODD 

over 30 ODD 

N/ I 

under SOD 

sooo - 7SOO 

20 ODD - 2S ODD 

1 000 - 2SOO 

SOD - 1 ODD 

sooo - 7SOO 

1 0 ODD - 1 S ODD 

1 S ODD - 1 7  SOD 

under SOD 

1 000 - 2SOO 

2S ODD - 30 ODD 

under SOD 

sooo - 7SOO 

20 ODD - 2S ODD 

1 S ODD - 1 7  SOD 

sooo - 7SOO 

N/I 

sooo - 7SOO 

N/I 

20 ODD - 2S ODD 

Sources 

Income + Sav ings 

Income + Bene f i t  

Parents + E . B  

Parent 

Parent + E . B + Trust F und 

U . B  + Insurance 

U . B  

F u l l - time job 

E . B  

Sav ings 

Income + Parents + E . B  

Sav i ngs + Parents + Income 

Savings + Parents + I ncome 

Fami l y  Income 

Fami l y  Income 

D . P . B  

E . B  

D . P . B  

Partne r ' s  & Own I ncome + E . B  

Sav ings + E . B  

Income + Savings + Parent 

D . P . B  
Ful l - time job 

Partne r ' s  & Own Incrnne 

Income 

Parent + I ncome 

Fami l y  Income 

U . B  

D . P . B  

Fam i l y  Income 

Ful l - t ime job 

D . P . B  + Income 

N/I 

Fam i l y  Income 

Savings 

Fami l y  Income 

Empl oyment 

* * *  

Farmworl< , Bhrs/wl< 

Wa i te r ,  1 2hr s/wl< 

Arch i tectural Draughstman 

F i sh ' n '  Chip shop , P . T ime 

Farmworl< , 1 2hrs/wl< 

F i sh ' n '  Chip Shop , P . T ime 

Nurse A i d , 21 hrs/ fortn i ght 

Baker ' s  labourer , 20hrs/wk 

Cleane r ,  1 Dhr s/wk 

Laboratory Techn i c ian 

Secretary , 24hrs/wk 

Horticu l tu r i st , P. T ime 

Waitress , 1 0 - 1 Shrs/wk 

Staff Nurse , N i ght Duty 

Domestic c l eane r ,  Bhrs/wk 

T e lephon i s t , 1 Dhrs/wl< , + 
Marke t  Interviewer , 1 Dhrs/wk 

Waitress , B-1 2hrs/wk 

Student estimate at start of year of their annual income range. N/I = Not indicated ( see Notes bolow) . 

.. 
I 
2 

' 

Where: E . B  • Emergency Benefit [ $6/uio< under 20yrs, $28/uio< over 20] ; U . B  = Unemployment Benefit [Noteo it was 
not legally possible for a student to remain at school and receive this benefit) ; O . P . B  = Domestic Purposes 
Benefit .  

Student occupation, and hours worked where this was provided, indicated at start o f  year • 

Denotes those who left school during the yea r .  

1'1 .5 did not indicate the nature of this Benefit, although did report receiving sane $1 50/wk from this source. 

1'1. 7 later reported receiving the Emergency Benefit while at school .  

1'1 . 1 3  obtained a part-time job shortly after starting school, which soon became full-time causing him t o  ' drop out 1 •  

1'1 . 1 5  reported savings as $3000 for his return to school.  Term 2 he obtained a part-time job selling newspapers. 

F . 1 3  later reported a part-time cleaning job paying $16/wk in addi tion to this Emergency Benefit. 

When she turned 20 in June, F . 1 7  gave up the cleaning job and relied upon the now $2B/uio< of the E .  B. 

From other student ' s  figures, this is apparently 1 low' but F . 26 left school before income could be verified. 

F . 31 would not indicate either income or source,  variously reporting receiving the Emergency Benefit or as 
deriving income of $64/wl< from farmwork. The Dean considered F .31  to be receiving the Unemployment Benefit. 

F . 33 ,  on entry to school, reported 1 no idea' as to likely cost, so left income blank until such time as she 
obtained her intended part-time job. However, she was to obtain e full-time position and leave school . 

1 5 1 
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condit ions were deemed by Social We lfare to be applicable - or  up to  a 

maximum of $ 9 3  a week for a married s tudent . Although wel l  be low the 

provis ion avai lable  for Unemp loyment payments ,  thi s part i cular 

Benefit  was the equivalent of the amount avai lable under the Standard 

Tertiary Bursary . However ,  the tertiary s tudent was not required to 

sat i s fy any age criteria , and with accommodation allowance s  and 

hardship provis ions could rece ive $60  a week for an unmarried person . 

For those participating 1n the present re search and requ1r1ng 

financial assistance , these amounts  avai lable to them usually resulted 

1n a dependence upon fami ly support and res idence at home , certainly 

for those aged under 2 0 . The fact that such s tudent s could not remain 

on the Unemployment Benefit  - or rece1ve a higher level of financial  

support - was a point frequent ly ment ioned : 

Why can ' t  adul t s tudents be on the dol e ?  I think i t 's 
stink tha t we are supposed to l i ve on $6 a week ! Hel l ,  
tha t doesn ' t  even pay for my smokes ! My cousin­
he 's on the P . E. T [ Pre-Emp loyment Training ] thing - he 
comes to school and ge ts the dol e  as wel l  whi ch i s  
really the same as we 're doing, isn ' t  i t ? ! Ye t we have to 
surv�ve on $6 jus t because we enrol as an adul t s tuden t .  
If we go t the dol e I wouldn ' t  have t o  work every day to 
ge t enough money to survi ve and then I could spend more 
time on my school stuff. Wouldn ' t  tha t be a l o t  better­
you 'd think they 'd see tha t i t  was !  

( F . 3 1 , Fie ldnotes , 1 0 . 4 . 8 4 )  

For most  student s the re turn to school required a cons iderab le 

financial commitment , often accompanied by a marked decrease in 

1ncome . A case in po int is that M . 1 5  was to report having saved some 

$3000  towards financ ing his return to ? Choo l ,  yet he still  found it  

neces sary to  obtain a part-time j ob in order to supp lement his  income . 

M . 1 5  subsequently reported that this j ob de tracted from the amount of 

time he was able to devote to his studie s . This appeared to be  the 

dilemma for thes e  s tudents the need to work , as  we l l  as attend 

schoo l and comp lete study requirements , created a numbe r  of 

difficulties , often reso lved at the expense of schoo l commitments .  

The other area of concern that was ident ified invo lved the 1 s sue 

of dependency upon others  for financial support . A number of those  

who were to  leave the schoo l  cited  this as  a maj or  factor 1n  the ir  

decis ion ( see Appendix K ) . 
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To sum up : the f inanc ial c ircums tances  of the s e  adult  s tudents 

exerted a variety of  influences  affecting the ir return to school .  For 

a number,  it meant that they were dependent for financial suppo rt upon 

others  parents ,  fami ly, or a defacto partner which had 

consequences both personally and in terms of their relationships with 

those  they were re liant upon . Als o ,  many found it  neces s ary to 

undertake , or continue with part-time emp loyment �n order to f inance 

the ir  return to s choo l .  In turn, this b rought about a decrease in the 

time they had avai lable to devote to their  studies  or such other 

activities  as soc ial and family relat ionships . 

To comp lete the account of  the personal circums tances  o f  these  

adult student s ,  brief  mention will  be  made of  general ' Social  

Ac ti vi ti es' . 

1 . 2 . 3  SOC IAL ACT I V I T I E S  

As might be expected within any other comparable group , the adult  

student s in the pre sent research reported on a variety of  social  

activities �n  which they engaged . These  included sport ing and 

cultural pursuit s ,  watching telev i s ion,  go �ng to f i lms , 

relat ionships ,  and a number o f  other s imilar activities . These  were 

seen as both affect ing the re turn to schoo l and , in turn , be ing 

affected by schoo l  commitments . For ins tance , F . 1 0  reported that her 

sporting activities  had been ' put as ide ' due to her s choo l  work , while  

F . 1 7  indicated that her  contact with friends had ' decreased ' as  she 

was ' too busy with s choo l '  to maintain the relationships .  Conversely,  

F . 1 3  and M . 1 6  both  reported frequent occas ions where they had s tayed 

away from school  in order to watch particular televis ion ' Soap s ' .  

S UMMARY AND D I S CU S S I ON 

On the bas is o f  the data subsumed wi thin the category of  Per sonal 

Circumstances ,  several observations are warranted . Firs t ,  it  is  

apparent that the samp le exhib it a number of  differences  in  background 

characteristics , both on an individual basis  and be tween the male  and 
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female sub-groups .  The males were , �n general ,  younger than the 

female s . For male s ,  the age range was 1 6-23  years ,  with an average of  

1 9  years . The female age range was from 1 7  to 48 with the average 

be ing about 26  years . The female students were like ly to be , or  have 

been , either married or in some other re lationship , whereas the males ,  

with one except ion, were all  s ingle . While  a maj o rity of  male  

students were res iding with parent s or  other relat ive s ,  women s tudents 

were equally distributed �n re sidential status between 

parents/relatives or in  the ir own home . In both male and female  

groups , a smal l  proport ion re s ided in  rental accommodation . Finally , .  

only female s tudents had chi ldren a t  home . 

If  cons iderat ion i s  then 

original samp le left school 

g�ven to 

without 

differences become even more marked . 

the point that 2 1  of  the 

completing the yea r ,  the s e  

In short , the average age for 

males among those  remaining for the year was 1 9  years , whereas for 

females it was 30 , with all  except F . 1 7  b e ing ove r  2 1  years of  age . 

Further ,  about two-thirds of women s tudent s res ided in their  own homes 

- no males did - whi le about the same number had chi ldren s t i l l  at 

home . 

Invariably , the adult s tudent s tended to be dependent upon others  

for  financ ial support , and mos t  had occupational commitments . 

Whi le it mus t  remain conj ectural ,  perhaps it � s  the comb ination 

of  the se  factors which produces the ' differences ' on the bas i s  of 

gender .  It  might be pos s ib le to sugg e s t  that the male within a 

patriarchal soc iety which persists  in allocating the ' re spo�s ib i lity ' 

for the economic support of the family to him as the ' breadwinner '  

will ensure that he i s  economically,  if not otherwise , cons trained 

from undertaking a return to school as an adult student . Certainly , 

whatever the causal factors , there were no males �n the present sample 

who had fami ly respons ib i litie s ,  whereas and placing a further 

' task ' upon them - a maj ority of the women did . 

To this point , then , discuss ion has focussed upon the reasons for 

the ir return as we ll  as aspects  of their  out-of-school situat ions and 

b iographical details  establishing a profile of the adult  students 

invo lved in the present inves t igation . The discuss ion has also  
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indicated the importance of Appendix D which provides a nec e s s ary 

reference for the present chapte r .  I n  addition, it has been indicated 

that from the ini t ial  36 s tudents , 1 5  ( 5  males , 1 0  female s )  remained 

enrolled at s chool for the duration of  the schoo l yea r ,  of whom only 

M . 8 was not to partic ipate beyond the init ial stages of the re search 

( see Appendix D ) . 

With the se  aspects  of s tudent background e s tabl i shed , 

cons iderat ion is  now given to the manner 1n which these  contributed to 

the proces ses the student underwent whi le ' Entering the School ' .  

1 . 3  ENTER ING THE S CHOOL 

At their enrolment , each incoming adult  student was asked to 

provide details  of goals , prior educat ion ,  and preferred subj ect  

opt ions . On the basis  of  this information they were then allocated 

to particular course s , c las s leve l s ,  and p laced with certain teachers , 

1n the maj ority of  cases ,  by the Dean of Adult Students .  In  this 

section, discuss ion wi ll  focus upon the actions of  the Dean as  she 

exerted influence upon the students a s  they entered the s choo l ,  

throu�h an il lustration of : Subjec t Choi ce; Class Level ;  and , 

Teacher Sel ection. 

1 . 3 . 1  SUBJECT CHO I CE 

Although the maj ority of  adult students arrived to enrol at 

school with subj ect cho ices already made , there remained an extent to 

which the Dean influenced the final dec i s ion . In the first  ins tance , 

the Dean he ld discus s ions with some student s prior to the ir  enro lment 

and reported having ' ass isted ' in their  subj ect cho ices . Then , during 

the actual enrolment proces s ,  the Dean offered sugges tions for subj ect 

opt ions which resulted 1n some students making changes to the ir 

initial choices . 
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In providing these sugges t i ons , it  was evident that the Dean 

based her adv ice upon such aspect s  as the s tated goals  of  the 

students ,  the ir prior exper1ences  and background , as wel l  as her 

interpretat ion of  various subj ect content . For ins tance , F . 1 0  came to 

enrol with a s tated goal of  gaining University Entrance for entry to 

nurse training , having sat S choo l  Certif icate as an adu l t  s tudent the 

previous year . In selecting her course , F . 1 0  expre ssed  her wish to 

take both Chemistry and B io logy at S ixth Form leve l .  Responding to 

this , the Dean advised her that Chemi s t ry was ' difficult ' and perhaps 

' beyond ' F . 1 0 ' s  abili ties  in v1ew of  the fact that she had not passed 

School Certificate Sc ience . At thi s  point , the Dean sugge s ted S ixth 

Form History as  an ' ea s ier  opt ion ' and more l ike ly to see F . 1 0  

' succeed ' at Univers i ty Entrance level . The bas i s  for the v 1ew that 

History was an ' eas ier ' option than Chemistry appeared to derive from 

the point that the former was le s s  re liant upon a progres s ion through 

background level s  than was the case in s cience and mathematics . The 

notion of the re lative ' difficulty ' of the various opt ions saw many 

students be ing advised to take Humani t ie s  rather than Mathemat ics  or  

Science . As such , thi s  may be seen as  reflecting a general percept ion 

of the se var1ous options , as  we l l  as the 1ssue of pre-requ i s i te 

understandings appropr iate to any subj ect . This i s  not to sugg e s t  

that the Dean alone operated within thi s  perspective . The Principal 

and other teachers also noted that S ixth Form leve l Eng li s h ,  History , 

Economics , and Geography were all  cons idered suitab le alternative s for 

those  re turning to s choo l  in that they were not as dependent on pr1or 

' understandings ' as were Mathematic s , Physics , and Chemis t ry .  The 

only situations where Sciences  and Mathematics  were ' accepted ' by the 

Dean as ' v iable options ' were where the s tudent had recent educational 

experiences  or was ab le to be enrol led at Fifth Form leve l .  

Certainly, for the re search samp le ( see Table 1 9 )  ' Eng l i sh and 

History were taken by the maj ority of s tudents while  B io logy was 

' recommended ' as the ' easies t ' sc1ence . 

In some ins tance s ,  the advice of the Dean as to subj ect  choice 

did not meet  with the approval of either the student or  some subj ect  

teachers . Again , F . 1 0  provide s  an example . While  she was able to 

state that she had found History ' difficult enough ' ,  and would  perhaps 

not have been Ac credi ted had she taken Chemi stry as intended , F . 1 0  

reported that at least  the experience in this science would have been 



Class 
Level 

7 

6 

5 

* 

[ ]  

Student : 

Subject 

English 

Mathematics 

Physics 
' 

Chemistry 

B i ology 

Engl i sh 

Mathemat i cs 

Physics 

B iology 

H i story 

Geography 

T A B L E 1 9  

C l ass Level , Teach e r s , and Sub jects 

Teacher Adul t Students 
l 

T F . 5  F . 32 *  

TM.4 M . 1 7 * ,  F . 32 *  

T M . 6  M . 1 7 

T M . B  M . 6 ,  M . 1 7 • ,  F . 32• 

TM . 1 5  M . 6 ,  M . 1 7 * ,  F . 32 *  

T F  . 1  M . 1 5 * , F . 29 

T F . 5  M . 4 ,  F . 1 0 * ,  F . 1 3 ,  F . 1 5 , F . 1 7 * ,  F . 2 3 ,  F . 24 • ,  

TF . 1 1  M . 5 * ,  M . 6 ,  F . 1 6 * 

T M . 4  F . 1 6 * ,  ( F . 1 9 • ] , F . 2 3  

TM . 1 4  M . 1 1 ,  F . 29 

T M . 6  M . 1 5 * ,  F . 33 

TF . 7  M . 4 ,  M . 6 ,  M . ? ,  M . 1 5* ,  F . 9  

T F . 9  F . 1  0* , F . 1 5 ,  F . 1 7 * ,  F . 1 9 * ,  F . 2 3  

T M . 1 5  M . ? ,  M . 1 3 ,  F . 1 6 * ,  F . 29 

TM . 1 9  F . 1  0 * ,  F . 1 3 ,  F . 1 6 * ,  F . 2 3 , F . 24 * ,  F . 30* 

TF . 1 0  F . 1  0* , F . 1 5 , F . 1 7 * 

TM . 1 2  M . 5* , F . 1 3  

F . 30• , 

2 Economics T F . 3  M . 5 ,  M . ? ,  M . 1 5 * ,  F . 9 ,  F . 1 3 , F . 1 5 , F . 1 7 * ,  ( F . 24 * ] 
Technical T M . 2  ( M . 5• ] 

Drawing 

Art TF . 1 3  M . 5 • 

Art H i story TF . 1 7  M . 5 * , F . 1 3 , F . 1 6 * ,  F . 2 3 

Eng l i sh TF . 1  F . 1 1  

TF . 1 1  M . 1 5 * ,  F . 31 

TM . 1 5  F . 1 4 * 

Mathematics TM . 4  M . 5 ,  F . 1 1 ,  F . 1 5 ,  ( F . 1 7 * ] 
3 TM . 1 4  ( M . 1 5 * ] 

Science TF . 7  F .  31 

TM . B  M . 1 5 * 

T F . 9  F . 1 1  

B i ology DP . 1  F . 1 1 , F . 1 4 * ,  F . 2 B *  

TM . 1 8  M . 1 6 * 

Economics TM . 1 2  M . 1 6* 

Art TF . 1 3  F . 1 1  

• A l ternate F . 2B • ,  F . 34 •  
Mathema tics 

• Typing F . 1  B ,  F . 34• 

Incorporating only those who participated beyond Part 1 of Questionnaire N = 3 0 .  

There were t wo  separate Sixth Form Econi:xnics classes, both taught by TF . J  a nd  both with adult 
students .  1'1 . 6 ,  1'1 . 1 5, F . 9 ,  in one; 1'1 . 7 ,  F . 1 3 ,  F . 1 5 ,  F . 1 7 ,  F . 24 in the other .  

111 , 1 6  withdrew from Mathematics at the same time a s  he ' changed' t o  adult student status. 

Neither teacher was interviewed, a lthough the Alternate Mathematics teacher was casually spoken to 
regarding these two students. 

Denotes those students who remained at school until the end of the year. 

Indicates a subject this student dropped during the course of the year, only shOI<Nl for those who 
remained at school until the end of the year. 
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an ' advantage ' 1n her tert iary level nurse training . This point was 

also  rai sed by F . 1 0 ' s  B iology teache r :  

They [ adult s ]  were comp l etely unsure o f  wha t  the 
requirements were as far as the fu ture was concerned. It 
appeared tha t they were jus t doing various subjec ts whi ch 
often had li ttle  rel evanc e  for their future career. Take 
F. 1 0  for instance - there she was wan ting to do nursing 
and taking only the one science .  She should have been a t  
l east  doing Chemi stry a s  well  and not bo thering wi th 
things like History and Geography. 

( TF . 9 ,  Interv iew, 30 . 1 1  . 8 4 )  

Simi larly, both M . 6 and F . 1 5  were t o  sugge s t  that the advice they 

had received from the Dean regarding subj ect  cho ices had seen them 

do ing courses they fe l t  were ' unsuitab le ' e i ther in personal terms o r  

for parti cular career options . M . 6  reported having been advised to do 

Engl i sh, despite having informed the Dean of hi s difficulties  with 

written express ion ( see , for instance , p . 99 ) , and F . 1 5  was told that 

she needed two subjects  for entry to univers i ty when ,  1n fact ,  being 

under 2 1  years of age ,  she needed four ( see Appendix E ) . 

Overa l l ,  there was a general consensus among the adult  student s 

1n the present research that the i r  subj ect cho ices were often based on 

only limited information be ing available to them, particularly in 

terms of content or app l icab ility to a stated caree r direction . 

1 . 3 . 2  CLASS LEVEL 

As with subject  choice , the determinat ion of class  leve l was a 

matter of the student act ing upon the advice of the Dean . Here again , 

the goa l s ,  educational background , and preferences of the student 

appeared to be the determining influences , although the allocation to 

a particular leve l was on the basis  of the subj ects  se lected . For 

instance , F . 1 1  wished to work towards entry to tertiary study with in 

s c1ence and had pr1or s chooling to Form Four leve l .  The Dean 

recommended entry at Form Five as F . 1 1  would ' need the background ' 1n 

sc ience and mathemati c s  at thi s  level prior to a subsequent year 1n 

the Sixth Form .  
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The other influence upon class  leve l decis ions appeared to be 

based on the generalized perception of the adult  s tudent as  ' more 

mature and enthusiastic ' thereby making the sen1or classes  more 

' appropriate ' .  General ly,  the Dean sought to place adu l t  students 1n 

the S ixth Form wherever pos s ib le . An example was F . 30 with no 

preferred subjects ,  pr1or s choo l ing to Form Four leve l ,  and a goal of 

entry to teacher training , who was advised to take His tory and Eng l i sh 

at Sixth Form leve l .  At lea s t  in par t ,  this advice from the Dean was 

based on the view that the S ixth Form pup ils  were more ' mature and 

enthus iastic ' than those 1n the Fifth Form, and les s  likely to 

require as much in the way of ' di s c ipline ' from the teache r . Such a 

v1ew was supported by the subj ect  teachers as the following comments 

illustrate : 

I know in the Fifth Form - I could  see i t  and I could 
sympa thise wi th i t - poor old F. 1 1  would come in, she was 
ready to start, she was ready to go, soon as the bell 
wen t,  and i t  would take me . . . 10  or 15 minutes to ge t the 
kids settl ed.  I think tha t mus t  have been in tensely 
frustra ting for F. 1 1 . Part i cularly for someone in 
F. 1 1  's  si tua tion - in tel l igent ,  motivated, able  to work, 
able  to use textbooks - a l arge proportion of my l esson 
had to be di c ta ting no tes, pu t ting no tes on the board, for 
them to copy down and the kids would yahoo around taking 
20 minu tes for something they could have done in fi ve . I 
think from tha t point of vi ew tha t i t  mus t be very 
frustra ting being in the Fifth Form as an adul t s tuden t .  

( TF . 9 , Interv iew , 30 . 1 1  . 84 )  

Those  adult students in Fifth Form classes  frequent ly noted these  

' frustrat ions ' ,  while those who had recent experience at both leve l s , 

such as F . 1 0 ,  reported the ' va s t  improvement ' between Fifth and S ixth 

Form pup i l s : 

I ' ve found 
they 're a 
just seem 
Form.  You 

the kids good this year. I ' ve found tha t 
l o t  more ma ture than last year. . . .  the ki ds 
to have grown up from the Fifth to the Sixth 
can really see the change . 

( F . 1 0 ,  Interv iew , 30 . 4 . 8 4 )  

O n  the other hand , there were some concerns expres s ed about the 

al location of students to part icular class  leve l s . Whi le mos t  

teachers saw adult students a s  ' lacking ' i n  study ski l l s , teachers of  

sc 1ence and mathematics were particularly concerned with their  
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perceived ' deficiencies ' in background knowledge . 

1n the following comment s by a B iology teacher : 

Thi s  1 s  ref lected 

The . . .  thing I 'm ba ttl ing} I suppose parti cularly 1n 
Bi ology and Science} is  tha t many of the things tha t I do 
require qui te a good background in Sci ence and} for those 
who have never really c o t toned on to a toms and mol ecules 
and the like . . .  I 'm assuming all  those bas i c  things tha t 
the adul ts don ' t  have . It 's  tha t sort of thing­
background knowledge - whi ch may} 1n fac t} jus t preven t 
them making any sense of i t  a t  a l l }  no ma t t er how hard 
they try. Tha t  mus t be very frustra ting for them . . . . 

( TF . 9 ,  Interview, 8 . 6 . 84 )  

A s imilar situat ion was seen to exist  in mathemati c s : 

I see qui te a few who come in wi th an unreal i s ti c  idea of 
wha t  exa c tly they are going to achi eve . I think} often} 
they haven ' t  really had a look to see wha t sort of l evel 
the class is  a t  tha t they are going in to . They come to 
the Fifth Form whereas} in real i ty} they are only at about 
Third or Fourth Form l evel . I think i t  i s  more [ of 
a prob lem] wi th Ma ths . Because the time away from a 
subjec t l ike Ma ths hasn ' t  helped them. The extra 
ma turi ty} if they haven ' t  had the background} i sn ' t  going 
to help . I ' ve go t one there thi s  year who 's real ly 
gone in a t  a level where she 's out of her dep th .  F. 23 . 
She should  really have gone into the Fifth Form .  She just 
doesn ' t  understand the bas i c  concep ts a t  all . 

( TM . 4 ,  Interview, 7 . 6 . 84 )  

Recognition of such difficulties underp inned the sugge st ion by 

some of the teachers that a more indepth a s s e s sment should be 

undertaken of student background pr1or to allocation of class  leve l s . 

Furthermore , whi le noting that many teachers made cons iderable efforts 

to compensate in class for the s e  difference s in background knowledge , 

the adult  students cons idered that the schoo l  might provide some form 

of ' catch up ' course to compensate . At the same t ime , the students 

also acknowledged that this  opt ion had inherent diffi culties  in terms 

of both time and resources .  Finally,  the students frequently 

reported , as a further difference between themselve s and the pup i l s , 

that they lacked ' study ski l l s ' ,  in particular tho s e  a s so c iated with 

writing , revis ion , and examinat ion techniques .  Yet ,  for the two 

Saturday courses , towards the end of Term Two , the s choo l  provided in 

thi s area , only two adult s tudents - M . 6 and F . 1 4 - attended . Others 

( for ins tance , M . S ,  F . 1 7 ,  F . 3 0 )  did report that they would have gone 
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to such course s ,  had they been held earlier 1n the year and at  a more 

convenient time than a weekend . 

As a consequence of this proces s  of  c lass level allocation,  the 

adult students were p laced in senior c las s e s  within the schoo l which,  

1n turn, determined the group s with whom they would pos s ibly interact ,  

a s  wel l  a s  influencing the particular goals they could work towards . 

A further influence upon pos s ible inte ractions , and also  p remi sed 

on the notions of adult student ' characteristic s ' ,  occurred dur ing 

thi s allocation to c lasses  and involved an apparent ' se lection ' by the 

Dean of particular teachers . 

1 .  3 .  3 TEACHER S ELECT I ON 

During the enro lment period , the res earcher noted that the Dean 

remarked to s ome adult student s that they would be p laced with 

part icular teachers . Such comments were more common 1n relation to 

one English teacher and took the general form of ' I ' ll put you with 

TF . S  as she ' s  really good with adult s ' ,  a lthough some other s t aff 

members were similarly selected . This  proce s s ,  according to the Dean , 

proceeded on the bas i s  of a number of criteria : 

I suppose [ selection ] depends on the teacher. Some of the 
teachers don ' t  l ike adul ts .  They are no t sure how to 
trea t them: You can ' t, sort of, dish detentions out if 
they 're late  or wha tever because, sometimes, [ s tudent and 
teacher ] they 're in the same age group . I think, 
sometimes, i t  threa tens some teachers who aren ' t  as 
compe tent  as o thers . Some teachers say to me "How many 
adul ts am I going to ge t this  year ? " . TF. S  is  l ike tha t .  
She wants a good group - no t just one or two . Other 
teachers wi l l  then say to me "She ' s  got all the adul ts­
have you go t any for me ? " .  I '11  gi ve it to them when I 
can . If I know some teacher 's  having a hard time in the 
classroom no way am I going to put  an adul t in there 
unl ess I real ly have to because i t 's the only way the 
timetable fi ts . See, TF. S  is married wi th kids . She 
knows a lot  of the pressures tha t my women students go 
through . So, i t 's more than jus t talking about Sixth Form 
Engl ish - . . .  but I think she a c ts as a back-up for me in 
tha t if people  are having problems, and they rela te wel l  
to her, they go up [ to her ] . So, some people  wi l l  
ask for them - the adul t studen ts .  I think the mos t  
importan t thing i s  not put ting adul ts . . .  in wi th teachers 



who I know are having a hard tiwe coping or i t 's the first 
Term they 've taught  tha t subjec t .  Because, adul ts are 
demanding and if you 're teaching a subjec t for the firs t 
time and you 're young then you get faced wi th thi s  adul t 
saying "You didn ' t  explain tha t properly. Can you do i t  
to me again ? "  - you know it 's enough to knock the 
teacher off a t  the knees . So, you 've got to be a bit  
protective to the staff. Then, you slowly ge t feedback 
from people "I had a grea t time having adul ts " and you 
know next year to gi ve them some, a t  l east three or four. 
I think if I can keep them in groups I think i t  helps the 
adul ts . [ The selection is ] very informa l . It 's 
more an 'ear to the ground ' sort of thing .  

(D . 1 ,  Interv iew , 28 . 5 . 84 )  
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Although the exigenc ies  of  timetabling and sub j e c t  choice 

re sulted in a distribution o f  adult  s tudents acros s  a range of  

teachers , there was certainly a larger g roup 1n  TF . S ' s  English,  and 

TM . 1 9 ' s  History,  class  than with other teachers ( see Tab le 1 9 ) . The 

teachers , however ,  were unaware of any ' se lection ' , commenting that 

timetabl ing and subject  choice were the factors 1n determining the 

al location of adult  student s .  Of the teachers , only TF . S  reported 

specifically reques t ing ' a  g roup of  adult student s ' ,  whi le TM . 1 9  

cons idered that there might be some ' selection ' involved : 

I have no control over [ selection ] . I have a suspicion 
tha t  D .  1 migh t have been selec ting, bu t I 'm no t sure . I 
have no thing to do wi th time tabl ing of any kids or adul t 
studen ts in to my classes . But I no tice this  year I have 
qui te a few adul ts . D. 1 would be the one to know if 
there 's  any sel ection going on . I 'm not going to objec t 
if I 'm the one selec ted [laugh ] .  

(TM . 1 9 , Interv iew, 2 1 . 1 1  . 8 4 )  

The second criterion of select ion reported by  the Dean concerned 

the v1ew that beginning teache r s , for ins tance , should not be expected 

to have adult  students in the ir  c lasse s . The Dean was supported on 

this is sue by other senior teachers , as the remarks from the Head o f  

Science indicate : 

I think some of the firs t-year teachers can find them 
[ adults ] a bi t off-putting. They also have a l o t  of 
diffi cul ty, they find, in adapting to the differen t s tyl e 
for adul ts .  If you ge t one in the Fifth Form, i t 's 
a l ways a bi t harder wi th the discipl ine tha t you ' ve got to 
- you ' ve got to go to the adul t and say "Look, when I 'm 
doing a 'class haranguing ' they 're no t direc ted a t  you .  
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You can just si t there and l e t  i t  go pas t  you " [laugh ] .  
For a beginning teacher tha t 's  a b i t tri cky. 

( TM . 1 5 , Interview, 1 8 . 6 . 84 )  

Again ,  such a selection depended upon time tab ling and subject  

cho ice factors as  the present res earch saw two first  year teachers­

TF . 7  and TM . 8 - with adult  s tudent s ,  whi le a further three - TF . 2 ,  

TF . 3 ,  TM . 1 2  reported having had adult student s throughout the i r  

teaching careers , inc luding the f i r s t  yea r  ( see Appendix D ) . 

With the influences upon the returning to s choo l which derived 

from the actions of the Dean illustrated , it 1s  appropriate to 

summarise the discussion at this point . 

SUMMARY AND D I S CUS S I ON 

The adult students returned to schoo l already pos ses s 1ng a number 

of  personal attributes and characteristics , inc luding : pr1or 

educational background and exper1ences ; specific goals towards which 

their return was directed ; certain predispos itions and expectations 

regarding the nature of s chool ing ; and , a set of personal 

c ircums tances reflecting the ir  lives out s ide schoo l .  At the time of  

enrolment , these  factors interacted together to  contribute towards the 

processes  they underwent as they ente red schoo l .  Here , the Dean, 

acting upon a considerat ion of student background and preferences , and 

within a framework of perspect ives orig inating in the ins t i tution of  

the school ,  influenced subj ect cho ice , a llocated class  leve l ,  and 

sought to place g roup s of adult s tudents with part icular teachers . 

These actions , 1n turn , had effects  upon : access to areas of 

knowledge ; goals that could be achieved ; and , interactions and 

relationships within the social context . 

As an outcome of entering schoo l ,  the adult  s tudent was :  

directed towards certain areas of knowledge particularly the 

Humanities ; al located to senior class  level s ,  as pup ils  were deemed 

to be more ' akin ' to the adult student at this level ; and , g rouped 

together with certain teachers . All of these , 1n turn , reflected 

perceptions held by school staff regarding both the nature of 
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knowledge and the generalised 

s tudent ' .  

' characteristic s ' of the ' adult  

To  this point , then , di scuss ion has  focussed upon e s tab lishing a 

profile of the returning student , and 

proces ses  at enro lment which placed 

p roviding an 

the student 

indicat ion of the 

in a particular 

pos ition in terms of  potential interactions and relationships . As  

such , there � s  the extent to which the se  formed the ' prerequ i s i te ' 

conditions from which the p ro cesses  of becoming an adult  s tudent were 

to proceed . 

With the se aspects of s tudent background and enrolment p rocesses  

indicated , cons ideration is  now g iven to a second aspect of influences 

upon the processes  of becoming an adu l t  student , name ly ' School 
Pol icy, Adult S tatus and the Role of the Dean ' . 

P a r t T vv o  

S c h o o l  P o l i c y ,  A d u l t  S t a t u s  

T h e  R o l e  

a n d.  

o f  t h e D e a n 

The admis s ion policies , expectat ions and practices of the s choo l  

staff were of direct influence not only in defining ' who ' was to 

become an adult s tudent but also upon the subsequent interactions 

within the school context . Furthermore , by admitting the student as a 

member  of the school populat ion, the first  steps were taken towards 

integrat ing the individual into the s chool culture . At the same t ime , 

the attribution of  adult status to thes e  s tudents provided the initial  

act ions �n the processes  of  different iating the adult s tudent 

subculture within the schoo l .  
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It  is  appropriate to commence this discuss ion of  the actual 

processes  of becoming an adult  student with an examination of  the 

po licies governing enro lment and those under which adult status was 

attained . As it was the Dean who had the main respons ibi l ity for the 

implementation of schoo l  po l icy , with her functions during enrolment 

discussed in the preceding section,  the focus here is upon her ongoing 

influence upon the proce s se s  of becoming an adult student . 

The data gathered unde r thi s  title , 1 s  presented under  three 

category headings : ' School  Policy ' , ' Attaining Adult  S tatus ' ,  and 

' The Role  of the Dean ' . 

2 . 1  S CHOOL POL I CY 

Although there appears to be a general consensus 1n the New 

Zealand literature ( se e ,  Bradley, 1 98 4a ; Kohia Teachers  Centre , 

1 97 9 ) , that an adult s tudent i s  ' a  person aged 1 8  or  ove r ,  and/ o r  

having left schoo l f o r  at least  one full year  prior t o  enrolment ' ,  i t  

is  apparent that this is  flexib ly interpreted in many schoo l s . 

Certainly, in the p resent research contex t ,  it  was evident that a 

number of those admitted as adult students did not meet these  

criteria , while others  only sat is fied the 

M . 1 6 , F . 9 ,  F . 23 ,  and F . 3 1 were all aged 

minimum conditions . M . 1 0 , 

be low 1 8  years and had not 

been outs ide formal s choo ling for a full  year . Similarly, F . 2 6 and 

F . 2 7 were aged 1 7 ,  although they did have one year between prior 

school ing and the ir return as adult students .  M . 6 ,  although aged 1 9 ,  

was continuing at s choo l ,  having the year p reviously been enro lled at 

another school  as a full-time pupil . M . 7 ,  M . 9 ,  M . 1 7 ,  F . 1 3 , and F . 1 7  

were all in the pos it ion of satisfying the minimum criteria in terms 

of both age and out-of- s choo l exper1ence . 

I t  is  therefore pert inent to cons ider who was responsible  for 

the setting of the schoo l  pol icy which provided for the admi s s ion of 

students to adult status and , in particular , prov ided entry for thos e  

not meeting these general criteria o f  age and/or out-of-school 
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2 . 1 . 1  S CHOOL POLI CY : WHO DEC IDE D ?  
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Throughout the present investigation , reference was made to the 

' open door ' po licy of the school :  

The Boss [ Princ ipal ] has a general gui deline - I think i t  
might  be an Educa tion Departmen t one - I 'm no t sure - tha t 
they should ' ve been out of school for a year.  Okay. Thi s  
i s  a very flexi ble  thing . He likes t o  make the decision .  
So, some times he makes the decision against my wishes and 
against the teachers . For example,  there 's M. 1 6  who was 
an ordinary s tuden t and who was changed to being an adul t, 
F. 3 1  was ano ther one .  If they ' ve changed schools, 
some times he wi l l  let them. If they ' ve had trouble  a t  
school about uniform, wearing jewell ery, smoking, chewing 
- al l  these l i t tl e  things tha t schools  don ' t  l ike . If 
they come as an adul t, they can do certain things in the 
Adul t Commonroom and they can still  fi t in, okay, and take 
the subjec ts . 

(D . 1 ,  Interv iew, 28 . 5 . 84 )  

I t  was the adopt ion of this ' open doo r ' po licy by the Princ ipal 

which al lowed for the enro lment of the younge r  students ,  in particular 

those who did not meet  the age and out-of-s chool experience criteria . 

Adult student status was also seen at the school as a means o f  

providing the opportunity for some partic ipants t o  cont inue with 

education without be ing subj ected to the codes of behaviour appl ied to 

the pup ils . However ,  this pol icy did not always meet with the 

approval of teachers . In  thi s context,  some teachers  critic ised the 

admis s ion of M . 1 6  and F . 3 1 to adult student s tatus because  these  two , 

as will  be further e laborated 1n the fol lowing section , differed in 

that not only did they fail to meet the age and experience criteria 

but both were originally enrolled as  full-time pupils  at the s choo l .  

The comments of TF . 1 1  regarding the se two provide an illustration o f  

teacher concern : 

I complained [ to D . 1 ]  about i t  because I didn ' t  feel tha t  
- to me they were just like second-year Fifth Formers . 
[D . 1 ]  told me tha t the Boss had deci ded to change them­
their sta tus . . . .  I don ' t  think she 's very happy about i t .  
The reaction I go t certainly gave me tha t impression . 
I ' ve known her for qui te a long time so I feel tha t her 



explana tion was the easies t  way In whi ch she could express 
her feel ings wi thout saying anything against the Boss . 

( TF . 1 1 ,  Interv iew, 8 . 6 . 84 )  
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The Princ ipal ,  then,  was responsible  for the ' open doo r ' policy 

which saw a range of part icipants being admitted as  adult  s tudent s . 

From discus s ions with the Principal ,  it  was also  evident that the 

availability of p laces in a part icular subj ect was one of the main 

criteria adopted 1n determining admi s s ions . During the conduct of the 

present research,  there were no instances of any potential s tudent 

being refused entry to the schoo l ,  although the Princ ipal did indicate 

that ,  as  wel l  as  ' space ' 1n a subject , there would be one pos s ible  

factor which would prec lude admi s s ion : 

I 've not sai d  "No ! There 's no vacancy for you " .  But,  
there are some peopl e who have had [ crimina l ]  records in 
certain cases . They may have had, say, something to do 
wi th drugs . I 'm not very in terested in those peop l e  being 
in the school . I 'm not very happy. I can ' t  remember, in 
five years, saying "No you can ' t  come " and they haven ' t  
come . A l o t  of them have come on trial and l eft because 
i t  doesn ' t  work ou t for them. 

( P . 1 ,  Interview ,  28 . 5 . 84 )  

The discuss ion so  far has indica ted the general s choo l  policy 

which provided for the admi s s ion of adu l t  students to the schoo l . 

This  po licy served not only to bring the student into the s choo l ,  and 

so initiate proces ses of integrat ing them into the s choo l culture , but 

provided them with a status which differentiated them from the school­

aged pupils . However ,  the cons ideration of  the proces se s  of  attaining 

adult student s tatus indicate s that the 1 s sue was rather more comp lex 

than the mere attribution and al locat ion to the particu lar pos ition 

within the s choo l .  

2 . 2  ATTAINING ADULT STATUS 

As the previous discus s ion indicated,  a number of s tudent s were 

admitted to adult  student status under the flexible ' open door ' po licy 

adopted by the Pr incipal .  In part icular ,  there were thos e  who did not 
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meet the ' guideline s ' which regarded an adult  s tudent as  ' over 1 8  

years  of age , and/or at least one year outs ide s choo l ' .  I t  i s  from 

this group , and those  who just  met the se c riteria , that perhaps the 

clearest indication of the processes  through which they attained , o r  

did not attain , adult s tudent s tatus can b e  derived . The discus s ion 

below wil l  illustrate thi s  through a cons ideration of  the case o f  

M . 1 6 ,  with addit ional data from some other members of  the ' younger '  

age group ( for examp le , F . 23 ,  F . 3 1 , M . 6 ) . 

2 . 2 . 1  M . 1 6 :  CAS E  S TUDY 

Both M . 1 6  and F . 3 1 were under the age of 1 8 ,  with M . 1 6  the 

youngest adult student at 1 6 .  Ne ither had spent a year out s ide formal 

schooling . Perhap s the more s ignificant fact �n terms of influence 

upon subsequent events was that both were initially enro lled as ful l­

t ime pupils  prior to ' convers ion ' to adult student s tatus . At this 

point , perhaps it is  pertinent to note that M . 1 6  remained at s chool ,  

saw himself  as an adul t  student , and appeared to undergo the proces s e s  

of becoming an adult s tudent evident among the others who saw the year  

to completion . Throughout the present study , he remained consc�ous  of 

his relative ' youth ' which s aw him often refer to ' age ' as  a topic of 

conversat ion . M . 1 6  frequently ' inflated ' his own age to ' about 1 8 '  

when talking to other adu l t  student s .  F . 3 1 , in contras t ,  prior to 

leaving s choo l  early �n Term Two , maintained close contact with the 

pupils  and only infrequently associated with the other adult s tudent s .  

In this sens e ,  F . 3 1  did not ' become ' an adult s tudent in that she 

mixed primarily with the schoo l-aged pupils , saw herself  as a ' pup i l ' 

and did not as sociate with other adult students , and left s choo l  by 

mid-year . 

In ascertaining the events which lead to M . 1 6  and F . 3 1  be ing 

g ranted adult student status , it appeared that both approached the 

Principal seeking thi s change on the bas is  that they had been in the 

workforce for a short  period prior to the i r  return to schoo l .  On a 

personal basis , both reported that their wish to become adult students  

was due to  the greater  ' freedoms ' from school  regulations governing 

such things as attendance at clas s ,  assemblie s ,  and group meeting s ,  as 

well  as the fact that they could then smoke in the Adult Commonroom . 



1 69 

This latter ' benefit ' was c ited by M . 1 6  as his ' main reason ' for 

changing status , and also sug gested by some of his  teachers  as the 

mot ivat ing force behind hi s dec i s ion , although he was to report o ther 

outcome s : 

I mix more wi th adul ts now and I don ' t  go out  a t  Interval  
or lunchtime and mix wi th my age kids l ike I used to . 
I t 's changed me qui te a b i t .  I 've improved a l o t  on 
what  I had last year . I was only get ting marks between 30 
and 50 whereas i t 's 40 to 60 now. So, I ' ve improved 
somewha t .  I think, too, i t 's being wi th the adul t 
s tudents tha t 's improved tha t .  If you don ' t  mix 
wi th the o ther age peop l e  tha t are my age you don ' t  get 
dragged in as much . You stick to yourself and be very 
independen t in class so you 're l istening to the teacher 
a l l  the time and no t cha t ting to peopl e .  I suppose 
I ' ve grown up a bi t more because I mzx wi th the adul t 
students .  

(M . 1 6 ,  Interview, 1 0 . 8 . 84 )  

This change 1 n  s tatus for M .  1 6  and F . 3 1  had consequence s  for 

the ir interactions with the other adult  s tudents and teachers . Dur ing 

Term One there were a numbe r  of occas ions where F . 3 1  brought some 

pup i l s  into the Commonroom for a smoke , an event whi ch drew 

cons iderable verbal censure from other adult s tudents - including , 

part icularly , M . 1 6 - and , after a few such ep isodes ,  saw the Dean 

checking the room as a deterrent to this activity . It  was at this 

time that F . 3 1  stopped com1ng to the Commonroom, pos s ib ly as a result 

of the censure but reported a s  due to her wish to remain with her 

schoo l-aged friends . Similarly,  M . 1 6 ' s  smoking elicited a number  of  

negative comments from other adult student s ,  part i cularly concern1ng 

his stated consumption of ' 40 a day ' and his habit of f licking ash and 

stubb ing out c igarettes on the arms of the sofa . 

A number of M . 1 6 ' s  other behaviours were initially the subject  of 

cons iderable comment by othe r  adult students ,  some directed towards 

him but most  frequently during conversat ions when he was not pre sent . 

Of particular concern to the others were a number o f  occas 1ons where 

M. 1 6  stored , and actually rode , his motorbike in the Commonroom . Thi s 

was reported by the other s tudents as clearly representing his 

' juvenile ' age and behaviour . I t  culminated in an incident where 

F . 1 7 ,  M . 6 ,  and M . 1 5  put the motorbike 1n a toilet cubicle , the back 

whee l  re s t ing on the bowl , and draped toilet tissue s over it . Then,  
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as others  arrived in the Commonroom they were taken in to ' admire ' the 

handiwork , a proc e s s  which saw five of the adul t  students expres s  

general ' approval ' for the inc ident , with F . 1 4  remarking that ' it 

couldn ' t  happen to a better person ' . All  those  p resent on the 

particular day appeared supportive of the ' laugh ' at M . 1 6 ' s  expens e . 

The ins tigat ing group , whi le pleased with the ' j oke ' ,  were somewhat 

concerned about M . 1 6 ' s  poss ib le reactions comment ing at the t ime 

' Wonder what he ' ll do? ' ,  ' Hope he ' s  got a sense of humour ' ,  and ' He ' ll 

go craz y ' and dec iding to present a united front when M . 1 6  arrived in 

the Commonroom . When he did s o ,  the ' g iggling ' of  F . 1 3  and F . 1 7  

alerted M . 1 6  to the fact that some thing had occurred and that he was 

involved : 

M. 1 6  Okay ? Wha t 's go1ng on ? Wha t tri ck have you played 
on me this  time ! ?  

F .  1 3  [laugh] Poor� persecu ted M. 1 6 !  'Everybody pi cks on 
me ! Nobody loves me ! ' 

M. 1 6  There 's some prac tical  joke behind the i ssue . 

F .  1 7  Not real ly [laugh] . 

M. 1 6  If anyone 's sabo taged my machinery there ' l l  be 
troubl e !  

F. 1 3  Oh dear ! [laugh] .  

M. 1 5  Nobody would do tha t !  

M. 1 6  [checking on where the bike had been parked in the 
Commonroom] Bu t !  Somebody has ! Who put i t  out ! ?  
Where 's i t  gone ! I ' l l  go to the Principal !  [wi th moun ting 
anger] . 

F .  1 3  This  man came 1n and repossessed i t .  

M. 1 6  I 'm sure h e  did b u t  I wan t i t  re turned shortly or 
I 11 1  go and see P .  1 !  I bet i t 's  i n  there [indi ca ting 
toi l ets] .  [laugh ter from the res t of the group as he goes 
in] Bloody hell ! How many of you di d i t  take to put i t  
up here ? Gi ve me a hand to ge t i t  down . Christ,  if i t 's  
damaged there 's going to  be  troubl e !  If i t  breaks the 
fucking toi l e t  i t 's not my faul t !  

( Fieldnotes , 25 . 5 . 8 4 )  

The group then ass i s ted M . 1 6  1n remov ing the bike , and some o f  his  

anger - certainly his threats of ' going to the Principal ' ceased­

dissipated as he real ised that no damage had been done . M . 1 6  then 

started the b ike up and rode it out of the Commonroom , not returning , 

for what was to prove the last time . In this way , the group , by 

select ing the motorb ike over which M . 1 6  was extreme ly ' protect ive ' ­

in that his rationale for keep ing it in the Commonroom was so it would 
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remain out of the weather and away from pos s ible damage by the pup i l s  

- had conveyed their fee l ings of  dissatisfact ion with h i s  behaviour of  

both parking and riding it inside . At  the same time , of  course , they 

' had a laugh ' at M . 1 6 ' s  expense . 

Whi le socialisatory inc idents were to occur with other adult  

s tudents , the s ituation pertaining to M . 1 6  had a further dimens ion in 

that a maj ority of the adult s tudents were firmly of the op inion that 

his relative youth should have precluded him from adult student 

status . The comments M . 1 5  made regarding M . 1 6  illustrate this : 

I find i t  ra ther annoy�ng �n some ways tha t he 's  here as 
an adul t studen t .  I think we 've earned the righ t­
possi bly we ge t on bet ter wi th the s taff because we ' ve 
been out a t  work for a couple  of years we can 
understand, perhaps, more of wha t  they 're going through . 
We 're more ma ture and tha t sort of thing .  Whereas M. 1 6  
hasn ' t  been o u t  [ of schoo l ]  for l ong enough . He 
just hasn ' t  had our, if you l ike, experi ence of l ife and 
yet he sti l l  expec ts to be trea ted the same as the res t  of 
us and he doesn ' t  trea t the teachers the same . . . .  he 's  a 
pain in the but t ! 

( M . 1 5 ,  Interview, 4 . 5 . 8 4 )  

In this way , then,  the schools  conferment o f  adult s tudent status 

on M . 1 6  had a marked effect upon his interactions with his fellow 

students . While many were to acknowledge the po int that M . 1 6  had 

' improved ' during the year , and came to at least ' tolerate ' his 

presence , the general op 1n1on remained that a definite age limit of  1 8  

should be adhered to , as  wel l  as adopt ing the criterion of some 

' outs ide school '  or ' wo rk experience ' in determining eligibility for 

adult student status . 

Many of the teachers  also expressed cons iderable re servations 

about M . 1 6  and F . 3 1  be ing admitted to adult  s tudent status . As the ir  

Eng lish teacher remarked : 

I ge t a bi t annoyed wi th the younger adul t studen ts who I 
don ' t  feel should be classed as adul ts .  I 'm not 
sa tisfi ed wi th their atti tude, their a ttendance .  
M. 1 6  is very imma ture . I don ' t  know why he 's tol era ted, 
qui te frankly. I suppose they [ Princ ipal ] might  have 
hoped for the effe c t  tha t if M. 1 6  mixed wi th ol der people 
his a t ti tude would  improve but I don ' t  see i t .  I ' ve laid 
it  on the line wi th bo th of them . Especially wi th M.  1 6-
tha t I ' ll  throw him out .  I 'm no t having him in class.  



He 's settled down [ s ince then ] . His a ttendanc e  isn ' t  100 
percen t, therefore he 's missing out on a lot  of work . 

. . .  if they are c lassed as normal students [ pup ils ] ,  
I think, to a certain exten t, we can control their 
a ttendance and their behaviour because there are a lot  of 
sanc ti ons we can use tha t you can ' t  wi th adul t students . 
M. 1 6  and F. 3 1  both need tha t .  

( TF . 1 1 ,  Interv iew, 1 1  . 6 . 84 )  
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Even by the end of  the year , while his teachers  were remarking 

that M . 1 6  had matured , mos t  s t ill  considered that he would have made 

greater progress  academically had he remained as  a full-time pup i l . 

Again , TF . 1 1  comments on thi s  point : 

His [M . 1 6 ' s ] [was ] . . .  an absen teeism probl em .  He woul d  
b e  here one day then he 'd go 'off ' for a couple  of days­
and he never knew where we were up to and he hadn ' t  done 
the work . He ma tured during the year - most 
defini tely. He s topped being a si l ly l i t t l e  boy. Mind 
you, wi th F. 3 1  l eaving - tha t was a big help . I 'd 
l ike, frankly . . .  to see this  term 'adu l t  studen t ' 
redefined. Um - wel l ,  set some guidel ines - because - I 
don ' t  really think M. 1 6  was an adul t student a t  the 
beginning of the year - he was just too young. I think he 
should have come back as a second-year Fifth Former - so 
that  we could have con trol led his a ttendanc e  a lot  be tter 
- got the school Deans to work on him - because he was a 
ra ther 'aiml ess ' young chap - he jus t didn ' t  know where he 
was going or why he was back at school . 

(TF . 1 1 ,  Interview , 2 1 . 1 1 . 84 )  

A maj ority of teachers a l s o  cons idered that a definite age l imit 

should be set  for adult  s tudent status , and thos e  teaching M . 1 6  

continued to categorise him as a ' different ' cas e  than the ' other 

adult student s ' .  

Whe ther this percept ion of his status by others was a causal 

factor  in M. 1 6 ' s  constant reference to his being an ' adult  student ' 

remains open to conj ecture . What is apparent is that M . 1 6  saw himself 

as an adult s tudent while  appear�ng to experience a greater ' need ' 

than any other student to demonstrate this status within the clas s room 

s i tuat ion . Both M . 1 6  and his teachers were to report a numbe r  of  

instances where he ' conf irmed ' his s tatus through actions or  rema rks . 

Whi le other adult students were to report personal frust ration over 

les s on content , M . 1 6  was the only one to actually walk out of les sons 

he cons idered ' irrelevant ' vo ic ing the ' excuse ' as he left that ' as an 
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adult  s tudent , I don ' t have to  attend ' . Despite , o r  perhaps because 

of , the perceptions others  had regarding his statu s , M . 1 6  continued to 

as sociate and identify with the other adult students and , particularly 

in the initial stages , make frequent reference to the point that he 

was enrolled as an adult  s tudent and that thi s  conferred certain 

' privileges ' such as attendance and the ' right ' to as sociate and act 

as he l iked 1n the Commonroom . As the year progre s sed ,  there were 

evident changes  in his att itude s and behaviours within the Commonroom,  

which his  teachers also  reported within the c las s room, which he 

attributed to his ' mixing ' with the other adult student s . 

By undergo ing the p roce s s e s  and identifying himself  as a member 

of the group , it 1s  sugg e s ted that M . 1 6  ' became ' an adult s tudent 

during the course of the p re sent inve stigation . On this bas i s ,  the 

point can be advanced that M . 1 6  more complete ly associated himself 

with adult  s tudent status than did some of the others who had 

enrolled , and were perce ived by staff and students ,  as adult students .  

F . 2 3 ,  for ins tance ,  perceived he rself as be ing : 

I really am one of them [ pupils ] - I am in their age­
group . I know how they think.  I know - I 'm s ti l l  of tha t 
age-group . More so than wi th the adul t age-group . 

( F . 23 ,  Interview, 1 1  . 9 . 84 )  

Simi larly, F . 1 7  reported her percept ions of  herself a s  be ing 

' s till  a pup i l ' while M . 6 increas ing ly as sociated with the Seventh 

Formers 1n their Commonroom as he ' felt  more at home ' there than with 

the other adult students .  Although the school po l i c ie s  and pract ices 

direct ly imp inged upon the p rocesses  of ' becoming ' there also remains 

the extent to which self-perception also influenced the outcome s . 

Whi le M . 1 6  was not completely accepted by all his peers  and the staff 

as an ' adult student ' ,  and M . 6 was , it  is  argued here that it was the 

former who ' became ' an adult  s tudent with M . 6 ' rema ining/ continuing ' a 

' pup il ' .  

To this po int , discuss ion has illus trated the school ' s  policy on 

adult  s tudent admis s ions and the processes  by whi ch the statu s  was 

attributed and ' identified with ' . Before proceeding to examine the 

role of the Dean , it 1s appropriate to review thes e  aspects  of the 

processes  of becoming an adult  s tudent . 
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SUMMARY AND D I S CUS S I ON 

From the forego ing discus s ion of  the data subsumed within the 

categories of School  Policy and Attaining Adult Status , it is evident 

that policies and p ractices of admis s ion enacted through the school  

were of cons iderab le influence upon the processes and experiences of  

becoming an adult s tudent . This was particularly the case with thos e  

students who either did not meet  the criteria o f  age and experience or  

only did so at a minimum level . Two point s appear pertinent in this 

context . First ,  as  discus s ion has indicated , a numbe r  of  thos e  within 

thi s  g roup came to identify themse lve s more c losely with the status of  

' pup il ' than that of adult student . Certainly , M . 6 did so  whi le 

students such as  M . 1 7  and F . 1 7  frequent ly reported ambivalent feelings 

regarding their  s tatus and often a closer  ' identification ' with the 

pup ils  than the other adult students .  The second po int is that it was 

thi s  younger age group who were to have the highe s t  drop-out rate 

among the present sample . Of the original 1 3 , only M . 1 6 ,  M . 1 7 ,  and 

F . 1 7 , remained at schoo l to comp lete the year . 

The s ignificant difference between the case study examp le of  M . 1 6  

(and F . 3 1 ) and the remainder is  that all  the others were enro l led as  

adult students from the start  of the year . Moreover ,  they were seen 

as ' adult students '  by both s taff and peers while M . 1 6  and F . 3 1  were 

not . Both were categorised as ' separate cases ' from ' true ' adult  

students . Thi s  difference was part icularly evident �n  case s  such a s  

that of M . 6 who , while  associating mainly with the Seventh Forme r s , 

and reporting himself  as ' more a pup i l  than an adult  student ' ,  was 

cons istently referred to by staff and peers a s  being an adult student . 

On the other hand , M . 1 6  associated only with the adu l t  students ,  saw 

himse lf as occupying this s tatus , yet the maj ority of  his peers and 

all of his teachers cont inued to refer to him as �n a ' different 

category ' from the ' usual ' adult s tudent ' .  

It  therefore becomes apparent that whi le the s chool staff and 

peers may ' attribute ' an individual with adult  student s tatus , there 

remains that rather idiosyncratic component of ' becoming ' which also  

needs to  be  taken into account . Certainly , it was apparent that M . 1 6  

was not ' attributed ' adult student status yet saw himse lf as  occupy1ng 
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thi s  position whi l e ,  M . 6 was ' attributed ' by both teachers and peers  

but saw himself as a ' pup il ' .  In thi s way , then,  the proce s s e s  of 

becoming an adult student required the participants to see themse lves  

as occupying this  s tatus , a component which cou ld override the 

attributions of others within the social context . 

This  section has illustrated 

becoming an adult 

certain aspect s 

student which proces ses  of 

policies and practices  enacted within the school . 

pertaining to the 

were influenced by 

With the enro lment 

as wel l ,  this saw the adult  s tudent admitted to the overall s choo l  

culture - a p roce s s  termed integration - while attaining adult s t atus 

saw the s tudent ' di s t ingui shed ' from the school-aged pup i l s  - a 

process  termed differentiation . However ,  these  repres ent the 

initiating contexts  as such proces ses are both ongo1ng and complex 

and the outcome of  the interp lay of a variety of sources of influence 

as the individual becomes an adult student . While  the Principal 

determined schoo l  pol icy, and admitted M . 1 6  and F . 3 1  to adult status , 

it was the Dean of  Adult  Students who had the main respons ib i lity for  

its  imp lementation and interp re tation into p ractice . The focus now 

turns to a discus s ion of the ro le of the Dean as a source of influence 

upon the processes  of becoming an adult s tudent . 

2 . 3  THE ROLE OF THE DEAN 

At the beginning of the schoo l  year it was the Dean who 

interviewed the maj ority of potent ial s tudents and so  was directly 

respons ible for 

student status . 

deciding which individual s wou ld be admitted to adul t  

Following admis s ion , the Dean had overall  

administrat ive re spons ib ility for 

subj ect choices , determining class  

the adult student would have , 

Then, throughout the year ,  the 

the 

leve l ,  

during 

Dean 

adult students ,  advis ing on 

and sometimes the teachers 

the proce s se s  of enro lment . 

continued to provide both 

administrative and a variety of  ' counsell ing ' and ' advisory ' funct ions 

for the students .  The Dean also  acted as  an ' intermediary ' between 

Principal , teachers , and adult  students , performing such functions as 
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the communicat ion of information , handling 1 s sues  of  dispute o r  

content ion and interpret ing and imp lement ing scho o l  policie s . 

Throughout the durat ion of this proj ect , the Dean p layed a 

central role for the student s in the processes  of them becoming adu l t  

students .  This  central role s temmed in part from her unique pos i tion 

the schoo l ' s  hierarchy . Her 

1s  dealt with in the following 

of respons ib ility at all  leve ls of  

influence on the adult  s tudents 

discus s ion under these headings :  The Person, her Perspec tives and 

Posi tion; Admini stra tive Func tions; and , Counsell ing/In teractive 

Functions. In embarking upon this discu s s ion, it  i s  pertinent to 

note that in account ing for the influence of the Dean , it  is  also  

neces sary to  cons ider data derived from schoo l  s taff as we ll  as the 

adult student s .  

2 . 3 . 1  THE PERSON , HER PERSPECTIVE S  AND P O S I T I ON 

During the present research, the author frequently encountered 

s ituations where many of the Dean ' s actions and act iv it ies  appeared to 

result  from her personal ity and the manner in which she interpreted 

her role . Therefore , before di scuss ing the tasks and functions the 

Dean performed , it is appropriate to provide some indication of the 

background , perspectives , and pos it ion occupied by the Dean . 

In seeking to describe  the Dean , the researcher found 

cons iderable agreement with her own comments that :  

See ,  some people are accusing me of being too much of  a 
'mother ' - you know, how a mo ther 's  supposed to chase 

after the kids and do too much for them ? - tha t 's  the 
accusation I get .  I mean, wel l ,  there may be an essence 
of tru th in i t .  

(D . 1 ,  Interview , 4 . 1 2 . 84 )  

While  not necessarily accept ing the analogy , the author found support  

during the inve stigat ion for the view that the Dean was both ' caring ' 

and ' invo lved ' with the adult  s tudent s .  From such casual events as 

the ' cuddles ' she gave to some of the students ,  to the time spent 

advis ing and counselling particular individual s ,  and the efforts she 

made towards assisting 1n the achievement of goals , an overall 
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impress ion 1s  gained of a person concerned for the individual adult  

student . 

Further indications of the personality,  background, and 

perspectives of  the Dean are contained  in the comments she made when 

reporting her dec is ion to rel inquish her 

tenure , at the end of  the research yea r . 

pos ition , after a four year 

This dec i s ion was taken on 

the bas is of two cons iderations . Firs t ,  the Dean was concerned that 

an increas ing number of other obl igat i ons had re sulted in le s s  t ime 

be ing avai lable for her duties  with the adult students .  She reported 

that her schoo l responsib i l ities  inc luded : a full  teaching load ; 

schoo l  and reg ional soccer ; Head of  Integrated Studies Department ; 

Work Experience programmes ,  and ; supervis ing the annual s choo l  Art s  

Fes t ival . To the se the Dean added her outs ide school responsibi lities  

of : home and family ; Chairman [ her  term ]  of a Credit Union ; membe r  

of a schoo l  Board o f  Governo r s ,  and ; Parish Management Commi ttee . I t  

should not be surprising , ,. then, that throughout the course of  the 

present inves t igation , there were a numbe r  of occas ions when the Dean 

was unavailab le to the adult s tudents .  These  commitment s and 

respons ibilities  provided the main reason for her unavailab i l i ty and 

why she fe lt that : 

. . .  I 'm no t doing the job the way I should do i t� and tha t 
I find very hard to cope wi th . So� you know� I feel as 
though I haven ' t  got the time to do i t .  

( D . 1 ,  Interview , 4 . 1 2 . 84 )  

The second cons ideration underlying the Dean ' s dec i s ion to 

relinquish he r pos ition reflected her personal concerns regarding the 

research sample : 

I asked [ to step down ] because i t  was ge tting far from the 
point where i t 's a cha l l enge any more . It 's  jus t get ting 
to be a nuisance .  I ' ve run out of pa tience wi th [adul t 
students] - 'cause i t 's been a very� very bad year. 
We had one student [ F . 1 5 ]  who wen t and told  P .  1 where to 
get off. And� the absen teeism 's the worst I ' ve ever 
seen . It 's the emo tional thing as wel l  - l ike� M. S popped 
in yes terday - wanted his Sixth Form Certifi ca te - a copy 
of i t  - we 've go t no copies . He was gi ven the origina l . 
I sai d  to him "Why do you wan t  a copy ? "  and he sai d  "I 
screwed i t  up in anger" - at  the marks he 'd go t .  Now 



we 've got to go through 
It 's all those l i tt l e  

down .  

all  tha t - and he 's an adul t !  
things tha t just wear you 

( D . 1 ,  Interv iew, 4 . 1 2 . 84 )  
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Throughout the research , it was apparent that these  i s sues were 

of cons iderable personal concern to the Dean . They warrant discus s ion 

at thi s  po int as pos s ible  e ffects  upon the Dean ' s  percept ion both of 

her functions and the present research sample . On a number  o f  

occas1ons , the Dean conveyed a fairly negat ive impress ion of the 

samp le as a group , compar1ng them unfavourably to previous adul t  

s tudents :  

I feel for you [ autho r ]  because I though t thi s  [ research ] 
was going to be real ly nea t  and then you 've had a bunch of 
ra t-bags to put up wi th . I think "This i s  no t a typ i cal  
year as adul ts go " - I wish you 'd been here last  year, or 
the first year I was here . 

( D . 1 ,  Interview, 4 . 1 2 . 84 )  

The maj ority o f  other s taff members did not perceive the present group 

as be ing in any way ' atyp ical ' .  Rather ,  they reported that the 

pattern of attendance - the central 1s sue in the Dean ' s  percept ion­

was ' expected ' of adult s tudents and they certainly were not very 

different from previous group s . 

Despite these percep tions of the present group , throughout the 

year the Dean devoted considerab le time and effort  to the adult  

students .  In performing he r functions , it  was apparent the Dean 

provided her own ' interpretations ' of her ro le compared with the Deans 

re spons ib le for the various group s ,  or class  levels , of pup i l s : 

The [ other ] Deans, as such, have a job-description in the 
Staff Manual but mine i s  jus t so very differen t .  In a 
sense, you 're isola ted because you 're the only one whereas 
the other class level s  ha ve go t two Deans . Or, also,  in 
the sense tha t  the Seven th Form Dean talks to the Sixth 
Form Dean and they know each other and the ki ds they are 
both responsible  for .  My lot  are separa te . They have a 
separa te identity. Tha t  way, you feel isola ted because 
you can ' t  talk about i t  to anybody because they don ' t  
understand. 

( D . 1 ,  Interview , 28 . 5 . 84 )  
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From comment s made by the Dean ,  it  appeared that the ma�n 

criteria for appointment to the pos it ion were a ' wi l l ingne s s ' to 

undertake the dut ies  and an ' availability ' �n terms  of o ther 

re spons ibi l it ies . Furthermore , as  the p re sent Dean had not taught 

adult s tudents at any stage of her career it can be noted that such 

' teaching experience ' was not a factor in determining appointment in 

this s i tuat ion . While the Dean reported that the Principal had seen 

as ' de s i rab le features ' her own recent studies as an adult  student 

towards a degree , and the point that she had family responsibilities  

at  this t ime , neither these  nor any other experiences  or  

qualifications were deemed as  ' neces sary ' �n  her appointment to the 

pos ition . However ,  the Dean did attach some s ignificance to the 

manner in which her recent study expe riences did provide ins ight into 

the problems and concerns of the adult student s .  I t  was the s e ,  in the 

absence of any ' guide lines ' ,  which underp inned the interpretat ion and 

implementation of the ro le o f  Dean of Adult Student s  making it then 

the respons ib ility of the indiv idual occupy�ng the pos ition . 

While  these aspects of the Dean ' s  role , her perspective s ,  and the 

nature of the pos i t ion , affected the manner in which the various tasks 

were performed , the is sue remains that the Dean was required to fulfil  

certain tasks and duties for the adult  student s enrol led at  the 

schoo l .  I t  is to these , and the parti cular manner �n which the 

incumbent Dean carried them out , that the focus now turns . As this 

discus s ion p roceeds ,  then, it mus t  be recalled that whi le certain 

aspects  might vary according to the individuals concerned , the basic  

processes  of becoming an adult s tudent are the central i s sue . 

2 . 3 . 2  ADM I N I STRAT IVE FUNCT I ONS 

The Dean ' s  administrat ive functions commenced when she enrolled 

the adult  students at the schoo l .  

integrat ion . The Dean also attributed 

thereby different iat ing them as a 

Thi s  init iated p roces ses  of 

adult status to the students 

' separate g roup ' .  

upon subject choices 

Exerting 

and by influence through offering advice 

allocat ing students to part icular class levels , and even teachers , 

were yet further examples of how the Dean ' s  administrative functions 

influenced the s tudents and the experiences  and proce s se s  of becoming 
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an adult student . While these aspects  were confined to the enrolment 

period , the Dean also performed administrative tasks which were 

ongoing throughout the year . Among these , for ins tance , were the 

proces s where she dis seminated information regarding t imetables ,  and 

changes to them, meetings , and other s choo l  events .  However ,  in terms 

of her own percept ion of her role , the ' central ' adminis trative task 

the Dean performed was that of dealing with attendance .  It is  upon 

this that the following discuss ion wil l  focus . 

At t endan c e  

At the s tart of the school  year , along with providing a gene ral  

' Information Sheet ' ( see Appendix C ) , the Dean informed the adult  

students that they were requ ired to fulfil the same s choo lwork 

commitments as the pupils  and to adopt ' appropriate ' standards of 

behaviour in the classroom and s chool  grounds . The s tudents were also  

told that ass ignments were to be done , and on  time , and that smoking 

and swearing were not to occur at school except in the confine s  of  the 

Adult Commonroom. During this general discussion , the Dean p laced 

part icular emphasis  on certain differences between the adult  students 

and pup i l s  1n terms of attendance requirements . The s tudent s were 

informed that they were no t required to attend s choo l  Assembly , 

although welcome to do so if they wished , nor any form of  class  level 

group meeting wi th the except ion of those  specifically concerned 

with mat ters  pertaining to examination entry which would be duly 

notified . Als o ,  the Dean stated that abs ences were ' expected ' among 

the adult students in view of the ir  commitments outs ide the s choo l  and 

that , in the ' interests  of po l itene s s ' ,  the s tudent should inform the 

teacher of the reason and attempt to make up for work mi s sed . As they 

were adults , they were not requ ired to ' bring a note from home ' if 

absent . Moreover ,  she informed the s tudents that ' no sanctions ' 

would , or  could,  be applied by the school  regarding absences . The 

Dean did note that examination entry was dependent upon a m1n1mum 

attendance and that ' personal pena lties ' would accrue through the 

additional effort required to ' catch up ' if classes were not attended . 

At this time , then , the Dean emphas ised the point that the adult  

students were not subject  to  the same requirements of  attendance as  
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the pup i ls , owing to their  adult  status , out s ide commitments , and the 

' expectation ' that they were now ' responsible ' for the ir own act ions . 

lack of attendance was to emerge as  a As  the year p rogre ssed , 

central 1ssue for the Dean . 

was the maJ or criterion cited 

The absence s among the re search sample  

by the Dean as  d i s t inguishing the 

present group as ' atyp ical ' and ' prob lematic ' in comparison with 

prev1ous groups of adu l t  s tudents .  In addi tion,  it was accounting for 

the abs ences which the Dean cons idered the ' mo s t  onerous ' of all her 

functions : 

. . .  the attendance thing ! Tha t  dri ves me bananas !  
Sometimes I lose students they ' ve l eft, they 're the 
part-timers, and i t  migh t be a couple  of weeks before I 
suddenly real ise  "Where are they ? " . You ring up trying to 
get their books back and they 've moved fla ts,  they ' ve gone 
away, or some thing ! I feel responsi b l e  for them al l .  So, 
things like tha t - you know - I  feel  as though I 've l e t  
the teacher down,  I suppose . The big thing is  the 
a bsence thing and I 'm responsi ble  for i t .  Any complain ts,  
they come to me . I just seem to get flak a l l  year, 
all  year long. I get l i t tl e  notes l ike "Haven ' t  seen so­
and-so ? "  - "Haven ' t  seen F. 2 7  for a week, can I have her 
books back ? ". So i t 's something you 've go t to do 
some thing abou t .  You can ' t  do i t  during the day so i t  
means tha t so much i s  done a t  the weekend and a t  nigh t .  
Tha t 's the only time I can ge t hold o f  peopl e if  they 've 
got a job during the day - and many of them have . 
I t  takes an awful lot  of time . So, there 's tha t  side of 
the job and I don ' t  think anybody out there [ in the 
s choo l ]  real ises tha t aspec t of the job . 

( D . 1 ,  Interview, 28 . 5 . 8 4 )  

As well  as see1ng the absentee ism o f  the research sample a s  the 

' worst ever ' ,  the Dean cons idered that this reflected othe r 

characteristics  of the adult students : 

. . .  wi th the absence probl em comes a whole  l i s t  of values 
tha t go along wi th i t .  Tha t  people say they are keen to 
come back and ge t qualifi ed, and are never here . It 's not 
ra tional ,  i t 's no t logi cal ,  to me . To say tha t you want 
to get qualifi ed and then bugger off for so long. People 
l ike F. 23 who wan ted to come back . F. 1 3  - remember all  
the trouble we had wi th her ? Al l the ringing up, chasing 
her around, sorting ou t her problems a t  home - I spent a 
l o t  of time over her trying to make sure she kept a t  i t­
passing on all  the encouragemen t I could - bolstering her 
up . I don ' t  understand people like tha t - I suppose they 
are not sure 1n themsel ves exac tly wha t  they wan t  to do . 

( D . 1 ,  Interview, 4 . 1 2 . 84 )  
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From such statement s ,  it  1 s  evident the Dean he ld a v1ew of  the 

adult s tudent invo lving regular attendance at schoo l .  Yet ,  the Dean 

also different iated the adul t  s tudents from the pup i l s  1n terms of  

attendance requirements . Accordingly,  there appeared to be an 

inherent contradict ion both 1n the Dean ' s  ' definit ions ' of ' adult  

student ' and in  her approach to the is sue of attendance . This  becomes 

more evident when cons iderat ion 1 s  given to the tac t ics  the Dean 

adopted 1n order to maintain attendance at s choo l  by the adult  

student s .  Three  broad strategies  were identified . 

The General App roa ch : 

Thi s  approach invo lved s t rategies directed to the group rather 

than specific individuals . Ini t ially,  this took the form of the Dean 

entering the Commonroom and address ing general comments  to the 

student s present , such as ' The bell  has gone ' or ' Who has a class  

now? ' .  These appeared to  be ' gentle reminders ' that classes  required 

the presence of  adult students .  This  tactic was mos t  frequently used 

during Term One and j ust  prior to examinations . 

A second s trategy within this general approach invo lved the Dean 

plac ing notices on the board in the Adult Student Commonroom . One 

such notice read : 

Standards are sl ipping wi th some adul t students . 
Remember, please be : 
PWCTU�, 
POLITE, 
ATTEND �L CLASSES 

(Fie ldnotes , 2 1  . 3 . 84 )  

Jus t  before the fir s t  s chool examinations D . 1 wrote another 

mes s age on the board about cont inued absences among the group . At the 

time , the Dean told the researcher that : 

A lot  of the adul t s tudents  aren ' t  go1ng to class . Some 
are a lot  worse than o thers . Take F. 1 3  and F. 15  for 
example .  Bo th of them are missing a l o t  of classes . Jus t  
the other day, TF. S  sai d  to me how wel l  F. 1 3 's  doing, but 
tha t she could do a lot bet ter if she came to class more 
often . While  i t 's good to get the compliments and be able 
to pass them on, I don ' t  l ike having to chase them up to 
a ttend class . I 'm expec ted to chase them up yet i t  



i s  often the class teacher who has the best idea of when 
they ' re absent ! 

( D . 1 ,  Fie ldno te s ,  2 5 . 5 . 84 )  
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The Dean ' s general approach strategies did not result 1n any 

s ignificant changes to the patterns of absences evident among the 

adult s tudents .  Certainly, those  who were not attending regularly 

were unl ike ly to see such notices  or  hear the reminder s  the Dean 

addres sed to thos e  present in the Commonroom .  The only outcome of  

this app roach was to  indicate to those  present that the Dean regarded 

attendance as  an ' important ' aspect of be ing an adul t  s tudent . 

The P e r s on a l  App roach : 

The second approach invo lved the Dean either telephoning o r  

personally interviewing individual s tudents ,  including : M . 5 ,  M . 6 ,  

M . 1 6 ,  F . 1 1 ,  F . 1 3 , F . 1 5 , F . 2 3 , and F . 3 1 . As with the general 

approach, the outcomes in terms of  improving attendance appeared to be 

minimal . The Dean , however , was more concerned with the effects thi s  

strategy had upon interpersonal re lat ionships :  

All  you end up is rzng1ng them up "Where the heck have 
you been ? Come on� come back to school " and "Blah� blah� 
blah " - it makes me be a teacher to them. I don ' t  wan t  to 
be a teacher to them - I wan ted the rela ti onship to be 
more hori zon tal - no t a verti cal one - but i t  ended up 
being verti cal wi th those people I never saw. Ha te  being 
tha t way to people tha t age ! Sort of the arche type of the 
teacher tha t 's going to tel l you off even though you are 
twen ty or thirty - no way !  Bu t� some of them� you have 
to . 

(D . 1 ,  Interv iew, 4 . 1 2 . 84 )  

Thi s  role of  ' teacher ' was also evident 1 n  the Dean ' s  final 

strategy . 

The ' Of f i c i a l ' Approach : 

Thi s  s trategy involved the Dean placing a record of  absences  on 

the School  Report of each s tudent ( see Appendix D )  when these were 

issued following the mid- and end-of-year examinations . Thi s  provided 
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a written record of  absences on the official Report and was seen by 

the Dean to be 

. . .  my only weapon . They say "I haven ' t  been away tha t 
much ! ". I know tha t 's  wha t  F. 3 1 's  going to say to me . I 
just take them all  through the rol l -book and show them. 

( D . 1 ,  Interview, 28 . 5 . 84 )  

Similar t o  the personal approach, the Dean adopted a s t rategy 

which clearly p laced her in the ro le of the ' authoritarian teache r ' a s  

she ' admonished ' the s tudent f o r  the ir lack of  attendance . 

These ,  then,  were the three forms of  s trategy adopted by the Dean 

1n her effort s at maintaining the attendance of the adult s tuden t s  in 

the pre sent research context . 

Overall ,  the Dean ' s  efforts to improve attendance appeared to 

involve an inherent contradict ion . On the one hand , she informed the 

students that adult  s tatus carried with i t  a differentiated s e t  of  

attendance requi rements distinguishing them from the pup i l s . Indeed , 

both staff and s tudents defined adult s tudent s tatus as implying a 

relative ' freedom ' from strict  attendance regulations . As such, this 

was seen as giving recognit ion not only to the differential s tatus of  

the pup il and adult  student group s ,  but also  to the fact that such 

flexibi lity was a requirement cons idering the out-of-s choo l  

commitments characteristic of adult s tudents . In short , this 

' freedom ' from attendance obligation can be seen as a central 

component 1n the different iat ion of adu l t  student from pupil . For 

some , such as F . 1 0 ,  F . 32 ,  and M . 1 7 ,  this ' flexib i lity ' resulted in 

almo st cont inuous attendance ,  whi le others  ( for example , M . S and F . 1 6 ) 

were able to achieve the ir goals  despite frequent abs ences .  Part of 

the processes of becoming an adult s tudent , then,  invo lved the 

individual deriv ing a ' self  compromi se ' regarding attendance where 

they were ab le to mee t  both s choo l  and external commitments ,  retaining 

eligib i lity for credent ial-based goal s ,  and undergo the nec e s sary 

experiences . The contradiction re lated to the fact that , despite  the 

Dean acknowledging this different iat ion of adult student from pup i l ,  

she was to resort to a variety o f ,  unsucce s sful , s t rategies  directed 

towards ensuring that the s tudents attended not only regularly but 

adopted a pattern very simi lar to the pup i l s . 
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So far , the di scuss ion has examined those aspect s  of  the Dean ' s  

role broadly subsumed under the ti t le o f  Adminis tra ti ve Fun c ti ons. 

Attention wil l  now turn to the second g roup , namely,  those  pertaining 

to Counsell ing/interac tive Func tions. 

2 . 3 . 3  COUNSELL ING/ I NTERACTI VE FUNCT I ONS 

Interact ion with the adult students and counselling them were 

functions also carried out by the Dean . In describing her overall 

role , the Dean c learly different iated between ' admini strat ion ' and 

' counselling ' ,  the latter of  which was :  

To me . . .  far more rewarding and l ess of a hassl e .  I t 's  
the side where I 'm offering support to  them. The 
counsel l ing side of i t . Keeping them go�ng. 
You 've got to keep supporting them a l l  the time . On the 
phone a t  nigh t, whenever. If you mee t  them in town, i t 's 
just 'keep them going ' .  Once you ge t them to Term Three 
they 're on the home stre tch and i t  makes me feel a l o t  
bet ter.  

(D . 1 ,  Interview, 28 . 5 . 84 )  

I t  l S  with thi s  ' support ' s ide of her role that the p re sent 

section l S  concerned . The data has been subsumed according to the 

' function ' this support contributed to l.n terms of the overall  

processes and exper 1ences of becoming an adult student , name ly :  

Interaction and In tegra tion; In terac tion and Differentia tion, and ; 

Interaction and Probl em Intervention. 

I n t e ract ion And I n t egra t i on 

During the present inves t igation, there were numerous occas 1.ons 

where the Dean offered support which contr ibuted to the integrat ion o f  

the adult student into the s choo l  culture . In general terms , thi s  

invo lved the Dean 1n providing ' encouragement ' t o  the s tudents 

emphas ising the ' successful ' aspects of  the ir return to s choo l .  A 

case in po int occurred where the Dean entered the Adult  Commonroom and 

the fo llowing conversation ensued : 



D .  1 The teachers are all  pleased wi th your work - they 
say you 're doing rea l ly wel l .  Also,  they seem to think 
you ' l l  do really wel l  in School C thi s  year and you should 
pass wi thout much troubl e a t  al l .  

F. 1 1  Really - tha t ' s  nea t !  I didn ' t  think I was doing 
tha t wel l .  Makes me feel  a whole  l o t  better.  Al though I 
suppose now I can hardly fai l  - I 'l l  just have to pass so 
as  no t to let  them down ! But ,  I have fel t fairly 
confident wi th the work and I am really enjoying being 
back a t  school . It 's  real ly grea t and then to get praise 
l ike tha t real ly makes your day ! 

F. 33 Tha t 's a nice surprise for you ! 

F. 1 1  It  sure was - I feel  a l o t  bet ter now. 

(Fie ldnote s ,  4 . 4 . 84 )  
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The effectiveness  of such encouragement and suppor t  1 s  clearly shown 

in F . 1 1  ' s  re sponses . Contribut ing to this outcome was the s i tuation 

where , immediately prior to the Dean entering the Commonroom , F . 1 1  had 

been recount ing some of her personal difficulties  in a conversation 

with F . 3 3 and the researche r :  

I 'd like to move into a smal l  fla t  too . I 'm having a l o t  
o f  problems a t  home . . .  wi th my husband. I ' ve been thinking 
about a di vorce or moving ou t . . .  . Part of the cause of 
the problem is  my s tudy - my husband is no t very pleased 
tha t I came back to school and he derides all  my effort s .  
It 's been ge tting worse la tely and I may just have to 
l eave home . 

( F . 1 1 ,  Fieldnotes , 4 . 4 . 84 )  

While the Dean had not known of  this pr1or incident , i t  was evident 

from F .  1 1  I s  comments that she ' felt  better now ' that thi s  

encouragement had been rathe r  ' we l l  timed ' 1n this particular 

ins tance . The short-term outcomes of the Dean ' s ' support ' are c learly 

evident in thi s  particular s i tuation . 

I t  was noted that by g 1v1ng such ' praise ' and ' encouragement ' the 

Dean made a contribution towards increas ing the se lf-es teem of the 

adult  students . This also  served to integrate the s tudents further 

into the school culture . 

Although this provis ion of  general ' encouragement ' by the Dean 

occurred at various points throughout the year,  it attained part i cular 

prominence at examinat ion t imes . On the se occas ions the Dean adopted 
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a general po licy of encouragement directed towards keep ing the 

students at s choo l  unt il  after the first  exams because : 

They forge t the exam ski l ls ,  i f  they ever had any a t  
school . See ,  a l o t  of them are 'school fai l ures ' ,  drop­
outs, or wha tever word you wan t  to put there . Doing exams 
is  a ski l l  zn i tself. So, doing tests and things l ike 
that  are importan t .  Some of them don ' t  rea l ise  tha t .  
You know - "It 's only a test I missed" - especially a t  the 
Fifth For.m l evel - but those ski l l s  of reading a question,  
understanding wha t  the examiner wan ts, and pu tting i t  down 
on paper are important .  I ' ve seen people fai l  exams a t  
mid-year and then in the second l o t  in Ter.m Three they ' ve 
come righ t .  It 's  twigged - you can see i t - i t 's l ike 
"Day 1 igh t !  ". 

(D . 1 ,  Interview, 28 . 5 . 84 )  

The Dean p rovided the encouragement t o  pers i s t  beyond the first  

examinations through placing particu lar  emphas is  upon ' achievements 

made ' in her comments on School Reports  ( see Appendix D ) , during her 

discuss ions with students fo llowing examinations and the is sue of 

Reports , and through such general statements as ' keep go ing , it gets  

eas ier ' . The Dean did , however , comment that she would sugg e s t  that a 

s tudent should leave schoo l  if con s i s tent ly low marks in t e s t s  and 

examinat ions were being achieved . 

I nt e ra c t i on And D i f f e rent i a t i o n  

At var1ous time s throughout the year , the Dean went into the 

Adult Commonroom and engaged in ' general conversation ' with the adult  

s tudents . Covering a wide range of top ics  - including poli t ic s ,  world 

and local affairs , sporting events ,  and family matters - the important 

feature of these  conversat ions was that such interact ion was on an 

adult to adult  bas i s ,  in terms both of  the interrelationships evident 

and the language used . There was also  a number of times whe re the 

Dean and students would discuss  var1ous s chool-based i s sue s , such as  

particular teachers , school policie s ,  practices and events ,  in which 

the same adult to adult relat ionship was ev ident . Such conversations 

were clearly different from those likely to occur between a teacher 

and pupil . 
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A further illustration of  the manner which certain 

interact ions between the Dean and adult  students contributed to 

processes  of different iating between the adult and pup il  subcul tures 

invo lved the provis ion of  ' privi leged informat ion ' .  One such case 

occurred 1n a conversation where the Dean reported that the adult  

students could obtain the ir Scho o l  Reports before the pup i l s  could 

access  theirs : 

The thing i s  
kids because 
them upse t -
know. 

not to flash i t  
they haven ' t  go t 

"Why do the adul t 

[ Repo r t ]  amongs t the o ther 
theirs and tha t rea l ly ge ts 
students get theirs ? "  - you 

( D . 1 ,  Fieldnote s ,  2 9 . 6 . 84 )  

The acces s  t o  ' privi leged ' information, and spec ial treatment 

accruing from adult status , was also  apparent 1n other s i tuations 

during the course  of the year . For instance , the Dean entered the 

Commonroom on one occas ion and .the following conversation occurred : 

D .  1 
It 's 
tell 

I 'm in a very embarrassing predi cament thi s  morning .  
a si tua tion where I cop i t  1 n  the neck i f  I don ' t  
you some thing, but, even if I do, I could still  cop 

i t .  
righ t ?  

Tomorrow Peri od Fi ve wi l l  be  Period Three Friday-

F. 10 Tha t 's wha t  i t  says there [ blackboard] . 

D.  1 Righ t - bu t i t  won ' t  be . The Seni ors wi l l  be 
dismissed a t  2 . 30 tomorrow - a t the end of Period Four. 
You must  keep tha t qui e t  though - don ' t  tel l any of the 
pupils abou t i t  because if i t  ge ts back to the Boss I ' l l  
real ly cop i t .  

F. 32 Why the secrecy ? 

D .  1 The Staff have been told abou t i t  but the pupi l s  are 
no t to find out unti l tomorrow. Perhaps the Boss 
thinks they ' l l  all take off a t  lunch time if they find out 
they wi l l  only be back for one class in the afternoon . 

So, there 's no point in coming tomorrow afternoon 
for tha t Peri od. 

F. 32 So, if we had a class and came for i t  tomorrow 
afternoon we 'd get here just to be told to go home again ? 

D .  1 Yes . Tha t 's why I 'm tel l ing you this  now. You can 
let  the other adul t students know about i t  - please do­
but, for goodness sake, don ' t  l e t  the pupi l s  hear about 
i t .  

(Fieldnotes , 2 5 . 1 0 . 8 4 )  
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In thi s  case , the adult  s tudent group was provided with acces s  t o  

informa t ion denied to  the pup i l s . 

I n t e r a c t i on And ' Problem ' I n t e rvent i o n  

Certain events ,  invo lving e i ther individual students  o r  teache r s  

and students ,  transpired during the year  which invo lved the Dean �n 

general counselling and interaction in s i tuations where p roblems o r  

difficulties  had been encountered . As such , these s ituat ions appeared 

to have the ir orig ins in either of  two sources ,  ' external fac tors ' 

outs ide the schoo l o r  ' in ternal fac tors' . 

Exte rn a l  Factors : 

On a few occas ions during the present investigation,  the Dean 

intervened �n order to a s s i s t  particular individual s  faced with 

problem s i tuat ions where the source was located outs ide the s chool .  

One such case resulted from F . 9 ' s  announcement to the Dean that : 

F. 9 
l eft 

D .  1 

I ' ve got a problem !  I have t o  qui t school ! 
home and I ' ve got no choice in the ma t ter . 

Why did you l eave home ? 

I ' ve 

F. 9 I jus t couldn ' t  take i t  any 
me crazy and I jus t had to escape ! 
nowhere to l i ve and no money to 
the shi ts ! 

l onger ! It was dri ving 
Now, though, I ' ve got 

l i ve on ! I 'm real ly in 

D .  1 Okay. Your first priori ty is a job . 
to the Labour Departmen t ye t ?  

F. 9 Going as soon as they open . 

Have you been 

D .  1 I 'm going to tow.n now so I ' ll take you wi th me {gi ves 
F. 9 a ' cuddl e ' ] .  But, if  you want a job you ' l l  have to do 
something abou t your appearance . You ' l l  have to tidy 
yourself up if you want a job . Any chance of 
sorting out the probl em a t  home ? 

F. 9 No way!  I 'm not going back even if they beg me ! I 'm 
JUSt sick and tired of a l ways being picked on and always 
being in troubl e no ma t ter wha t  I do . I have to do 
everything as wel l  as come to school ! Things l ike the 
dishes, windows, spuds and so on . Even when I come 
home from school and have to go almost straight  out to 
work I sti l l  have to do my 'housework ' first !  Nor do I 
get any praise for being here at  school . 



D .  1 I ' l l  take you down to the Labour Departmen t now and 
then you can go to Social  Welfare and try and get fixed up 
�e� . 

(Fieldnotes , 2 6 . 3 . 84 )  
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Two aspects  of the Dean ' s role in such incidents are apparent in 

the above account . Firs t ,  the Dean provided ' support ' for the 

student , in thi s  case not only by the ' cuddle ' but also  in showing her 

concern . Second , the Dean o ffered advice by sugg e s t ing a means of 

resolving the s i tuation . Shortly after this conversation, the Dean 

did take F . 9  to the Labour Department . F . 9  subsequent ly approached 

the Soc ial We lfare Department seeking financ ial  and accommodation 

assis tance as was recommended by the Dean . While  unsucces s ful  in 

obtaining either a j ob or any form of a s s i s tanc e ,  F . 9  had acted upon 

the Dean ' s advice . The final outcome of the inc ident was that F . 9  

left s choo l ,  and within a sho r t  period of time she returned home and 

obtained a part-time j ob ,  although by the end of the year it appeared 

that she had moved to a flat . 

Counselling , however , more typically involved the Dean in a 

series of  interact ions with certain individuals  over a period of t ime . 

The s i tuat ion of  M . 6 provide s an illustration of thi s : 

I spent a lot  of time wi th M. 6, for examp l e ,  this  year­
and so did a lot  of o ther people in the school . In the 
end, I put him on to [ Sixth Form Dean ] and [ Guidance 
Counsello r ]  to have a go wi th him. See, you may spend a 
l o t  of time wi th one person, . like M. 6, trying to help . 
He 'd  often come in - I 'd be go1ng to do some thing a t  
lunch-time and we 'd end up talking for an hour in here 
[ room] . I probably go t on better wi th M. 6 than the 
res t of them because I fel t  he needed me . Tha t  migh t  say 
some thing about myself [laugh] .  I real ly cared for tha t 
kid because I really fel t for the fami ly he  was in - all  
thi s  pressure, pressure in  him all  the time . Trying to 
get him to come to terms wi th himself  - rea l i se tha t he 
had reached his level and tha t he couldn ' t  handl e the work 
a t  the higher level . He had so much to learn .  He 
was so nai ve when he came here . We used to have these big 
l ong cha ts about things - about his mo ther, independence, 
growing up - all those things . I l ike to think we helped 
him - i t 's not just me, i t 's the other peop l e  who put all  
the time in  wi th him too . 

(D . 1 ,  Interview, 4 . 1 2 . 8 4 )  
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In turn , M . 6 confirmed D . 1  ' s  influence upon him :  

I think I look on D.  1 as a very motherly figure - to help 
me sort out some of my probl ems . 

( M . 6 ,  Interv iew, 9 . 8 . 84 )  

During the time he was at s chool ,  M . 6 consulted the Dean, his 

classroom teachers , Form Deans , and the school Guidance Counse llors a 

number of times concerning his various  ' problems ' .  As we l l  as  be ing 

the only adult  student to seek a s s i s tance from sources other than the 

Dean , it was apparent that thes e  var1ous staff members devoted 

cons iderab le t ime to advis ing M . 6 .  

range of  1 s sues of concern to 

These  consultat ions 

M . 6 ,  including : his  

covered a 

academic 

performance ;  

of his ' lack 

relat ionships . 

difficulties with written express 1on ; his  percept ion 

of maturity and independence ' ,  and ; his  family 

Of the s e ,  i t  was the relationship with his mo ther 

which M . 6 reported as  perhaps his ' greatest ' concern ,  at least in the 

sense that it was he r actions which led to many of his other 

difficulties . M . 6 reported that it was his mother who had enrolled 

him as an adult student and that she applied cons iderab le ' pres sure ' 

on him to ' succeed in examinations ' .  As an outcome of the counselling 

he received , M . 6 noted that he had been able to discu s s  the s ituation 

with his parents and to ' convince ' them that he was unl ike ly to pass  

the end-of-year examinations . Further ,  both M . 6 and the Dean 

cons idered that his return to schoo l ,  and in part the counse l l ing he 

had received ,  had also resulted 1n the development of  ' greater 

maturity and independe�ce ' .  After two terms at schoo l ,  M . 6 felt that 

he could assert  himself to the extent whe re he could leave s choo l  and 

obtain a j ob .  

As with F . 9 ,  the contribut ion of the Dean appeared to lie  1n the 

provis ion of an opportunity for M . 6 to examine alternat ives to his 

return to s chool in light of his experiences and situation . I t  was 

this  ' cons ideration of opt ions ' which the Dean saw as  an important 

part of the experience for some adult  students ,  reporting that in each 

of the ten cases - M. 4 ,  M . 6 ,  M . 7 ,  F . 9 , F . 1 1 ,  F . 1 5 ,  F . 2 3 ,  F . 2 6 , F . 2 7 ,  

F . 3 1 - where such counse lling occurred this resulted in a dec is ion to 

leave schoo l .  
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These case s tudies of  F . 9  and M . 6  provided the ini tial 

indications of  a further aspect of  the p roces ses of  becoming an adult  

s tudent . On the basis  of  such evidence , it was cons idered that the 

p rocesses  invo lved an ' asses sment ' or s e l f-evaluat ion where the adult 

s tudents cons idered opt ions in light of  their personal circums t ances 

and experiences . As the research p rogres sed , data was gathered which 

indicated that all students had ,  at some time or  anothe r ,  evaluated 

their  return 1n terms of ' like ly outcome s or benefits ' contrasted 

with ' costs ' such as  the effects upon finances , re lationships ,  and 

other aspects  of  their personal l ive s . The diffe rences ,  then ,  were 

that only thos e  cases  outlined in the present section consulted the 

Dean during thi s  proces s ,  although s ome others did rece ive ' input ' 

from her ,  and that not all decided to leave as an outcome of  this 

self-evaluation . 

I n t e rnal Factors : 

The fol lowing section focusses  on the Dean ' s inte rvent ion 1n 

s i tuations which originated in factors  within the s choo l .  In order to 

illustrate this aspect of the Dean ' s  influence ,  two incidents are 

reported here . The first involves s tudent critic ism of a particular 

teacher ; the second exam1nes a s i tuation whe re the Dean ' s  

intervention contributed towards a s tudent remaining at s chool .  Full  

details of both inc idents are  provided as  case  studies in  Appendix E .  

Teacher Support  

On a number  of  occas ions , adult  students made crit ical comments 

about particular teachers . The maj ority of  these cases were confined 

to general conversation within the Commonroom or reported direct ly to 

the researcher during discuss ions or interviews . Al though these 

critic isms were directed to the Dean infrequently, one did result in 

her intervention . 

During the First  Term ,  the maj ority of  adult s tudent s in TF . 3 ' s  

Economics class  had reported to the i r  peers and to the researcher 

their perception that thi s teacher lacked ' control ' in the c l a s s room .  

Thi s  general imp re s s ion was not conveyed to  the Dean unt i l  the 

beg inning of Term Two . At this  time , a group of students vo iced the ir 

concerns regarding various teachers , but gave particular empha s i s  to 
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TF . 3  and the s ituation 1n her clas s room . The inc ident might have 

res ted there , but as part of a more widespread criticism ( see , also , 

Appendix E )  of school policies , practices , and teachers , F . 1 5  reported 

the matter to the Principal . In turn , the Principal had decided to 

act upon thi s  ' student comp laint ' by confront ing TF . 3  with the i s sue , 

but first  discus sed it with the Dean . At this point , the Dean 

intervened recommending that the Princ ipal not approach the teache r . 

Thi s  advice was duly fol lowed . 

In this s ituation , the Dean intervened to provide support for the 

teacher ,  and contributed to the closure - from the point of view of  

staff  - of the incident . As no change 1n the s i tuat ion resulted­

complaints regarding TF . 3 ' s  clas s pers isting throughout the year - the 

adult  students interpreted this inc ident by inferring that those  ' in 

authority ' would ' back up ' the s taff as the first  p riority in conflict  

s i tuations . This feel ing was reinforced as  they sought to effect 

other changes  within the s chool - such as reques t ing heating in the 

Commonroom, asking that the Commonroom be refurb i shed , or  for 

' cons ideration ' over changes  to the timetable . The adult students 

appeared to  group these  s ituations together as an illustrat ion of 

the ir  ' re lative powerle s sne s s ' when no change resulted . This gives 

rise  to the suggest ion that becoming an adult s tudent involved some 

recognition and acceptance of  the distribut ion of  power within the 

social context and , along with this , the occupancy of a part icular 

pos ition in the overall hierarchy of re lationships . The maj ority of  

the adult students cons idered that they occupied a relatively low 

po s ition 1n the hierarchy , o ften reporting this in terms of  ' be low the 

pup i l s ' certainly when it came to them be ing ' cons idered ' by the 

schoo l  organisation in provis ion of fac ilities  and changes to such 

items as the timetable . 

Student Support 

There were also those  s ituations where problems arose from within 

the s choo l context and the Dean intervened to support a student . One 

such inc ident , detailed further in Appendix E ,  invo lved F . 1 6 .  

F . 1 6  

personal 

clas s room 

frequently reported 

concern ,  part icularly 

her ' shyne s s ' 

when required 

discus s ions . I t  was this concern 

as a cause of some 

to participate 1n 

which then directly 



contributed to F . 1 6  dec iding 

seminar to her History c las s . 
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to leave s choo l  rather than pres ent a 

The bas i s  of  F . 1 6 ' s  anxiety was that 

some pupils  in the c la s s  were l ike ly to ' ridicule ' her efforts , g iven 

that they had subj ec ted her to s ome ' teas ing ' already . F . 1 6  went 

ahead and completed the ' s igning-out ' documents at the Schoo l Office 

and was on her way out of s choo l when she meet the Dean . In tear s , 

F . 1 6  informed the Dean that she had dec ided to leave rather than face 

the ' teas ing ' of certain pup ils  �n her His tory c las s .  In this 

conversation between F . 1 6  and the Dean ,  no  mention was made o f  the 

actual seminar ,  although this  had been reported to the researcher a s  

the ' ma in reason ' for her decis ion to leave . Having been informed of  

the s i tuation, and that F . 1 6  was �n  the p rocess  of leaving , the Dean 

intervened and spent some time ' convincing ' F . 1 6  that she should not 

leave with only a few weeks rema�n�ng in the s choo l  year . As a 

' so lution ' , the Dean suggested that F . 1 6  approach the History teacher 

and seek his assistance in rectifying the s ituation . F . 1 6  did thi s , 

informing TM . 1 9  of both her concerns  over the seminar presentat ion and 

her ' prob lems ' with the pup ils . The teacher was ' unaware ' of the 

events F . 1 6  reported and they quickly came to a ' compromise ' whi ch s aw 

F . 1 6  reverse her dec i s ion to leave schoo l .  

Thi s  intervent ion by the Dean provide s a further illustrat ion o f  

how self-evaluation o f  the ir return to s choo l  i s  part o f  the pro c e s s e s  

of  becoming an adult  s tudent . F . 1 6  had ' as se ssed ' her s i tuation and 

dec ided that the ' be s t  option ' was to leave rather than subj e c t  

herself t o  the potent ial ' embarras sment ' of  the sem�nar p resentat ion . 

Then, the Dean ' s  inte rvent ion contributed to a further evaluat ion o f  

the s i tuation b y  F . 1 6  and resulted �n her decis ion t o  remain a t  

s chool .  

S UMMARY AND DI SCUS S I ON 

As the preceding d i s cussion of the data subsumed within the 

category of The Role  of The Dean illustrated , the Admin i s tra ti ve and 

Counsel l ing/In teracti ve Functions interpreted and performed by the 

Dean were an important aspect of the influences upon the p roces s e s  and 

experiences of becoming an adult student . 
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The Dean ' s administrative functions inc luded those tasks during 

enro lment where she influenced subj ect  cho ice , allocated s tudents to a 

particular class  leve l ,  ' selected ' particular teachers , and attributed 

adult student s tatus , 1n accordance with s chool policies  and 

practices . In turn , enrolment initiated p rocesses  of  integration by 

admitting the s tudents into the overall  school  culture , whereas 

conferring adult status served as  a p r1or condition 

differentiation from the pupi l  group . 

to the i r  

However , and perhaps indicative of  the po int that the s e  enro lment 

p rocedures invo lved an e lement of ' couns e l l ing ' ,  the Dean interp reted 

her ' administrative role ' as primarily concern1ng the i s sues  of  

attendance . The discuss ion indicated that an inherent contradi c tion 

existed between the relative freedom f rom attendance obl igat ions 

g ranted to the adult  student and the Dean ' s attempts  to ensure a 

s imilar pattern of  attendance within the adult  s tudent and pup il  

g roup s . These  strategie s were unsucce s s fu l ,  and part of the p roces se s  

of becoming an adult student cont inued to see individual s  determine 

their own ' compromi se ' between school  and external commitments .  

It  was v1a her ' counselling and interact ion ' role , and 1n 

part icular through plac ing empha s i s  upon ' achievements made ' ,  and 1n 

providing ' praise and encouragement ' ,  that the Dean provided support 

to the partic ipants in the ir processes  of  becoming an adult  s tudent , 

and in turn contributed to the ir  integration into the school  culture . 

In other aspec t s  of her interact ions with the adult s tudent s it 

was demons trated that the Dean exerted some influence on the proces se s  

o f  differentiation between them and the pup il g roup ( for  example , 

providing the adult  students 

denied to the pup i l s ) .  Thi s  

with acce s s  to ' privileged information ' 

process  of  differentiation appeared to 

reinforce the po int that the adul t  s tudents were not the same as the 

pupils , thereby contributing to the e s tablishment of ' boundaries ' 

between the pup il  and student subcultures .  

The Dean also  intervened 1n ' prob lem ' situations confronted by 

students .  I t  was suggested that such s ituat ions could be 

distinguished on the bas is  of whether the ir ' source of origin ' was 1n 

factors ' external ' or ' internal ' to the school . In terms of  the 



1 96 

proces ses  of becoming an adu l t  student , the central po int to emerge 

was the important role that self-evaluat ion played 1n determining 

whether or not a student would rema1n at s choo l .  This ,  self­

evaluat ion was a central component . 1n the proce s se s  of becoming an 

adult s tudent . 

As an outcome of the processes  of enro lment , the imp lementation 

of s choo l  policies and p ract ices , and the ongoing influence s  of  the 

Dean i l lustrated to this po int , the adult  student was located in a 

part icular context of ins t i tut ional o rganisat ion and forms of  

interactions and relat ionship s .  Cont inuing the focus upon the themes 

of  ' integrat ion ' and ' differentiation ' ,  the fol lowing section 

cons iders the adult student In  The School .  

P a r t T h r e e  

I :n.  T h e S c h o o l 

The admis s ion and enro lment of adult students  brought the 

individuals into the schoo l and located them within the s i tuational 

context . As such, this. ini t iated proces ses  of integration where the 

individual 1 s  ' inducted ' as ' part ' of the overall s chool culture . At 

the same time , they were attributed with the part icular status of 

' adult  student ' ,  thereby initiat ing processes of differentiation . 

These  two processes , commenced by the implementation of  s chool 

policies  and practice s ,  were contributed to further by the Dean as  she 

acted upon the various functions defined within he r overall role . On 

the other hand , the previous discu s s ion clearly indicated that the 

mere attribution of the particular status was not a sufficient 

condition to ensure that an individual ' became ' an adult student . In 

a very real way , then,  becoming an adult student is  not a status 

gained by definit ion as the individual enters schoo l .  Rathe r ,  it is  



1 97 

an out come of  an ongoing , active , and comp lex proce s s , at once 

interpretive , construct ive , and participatory on the part of the adu l t  

s tudents involved . 

Certain aspects  of the proces ses  of  becoming an adult s tudent 

derived from the situation of the individual be ing ' In the Schoo l ' ,  

and the accompanying contex t ,  relat ionships ,  and interactions . For  

ins tanc e ,  there were features re lated to the schoo l ' environment ' ,  the 

student ' status ' within the schoo l ,  relationships with pup il s ,  the 

processes  of dis seminat ion of informat ion, the timetable  s i tuation,  

and the Adult Student Commonroom, all  of which impinged upon the 

experiences and proce s se s  the adult students were undergo ing . Prior 

to a more specific focus on the clas s room context , the pre sent sect ion 

wi l l  dis cuss  these aspects  under the categories of : ' Integrating 

Influences ' and ' Differenti ating Influence s ' .  

3 . 1 . 1  

3 . 1  I NTEGRAT ING INFLUENCE S  

SCHOOL ' ENVI RONMENT ' 

A number of factors  contributed to the adult students perce 1v1ng 

themselve s as members of the overall schoo l culture . One such factor 

was that , as adult s tudents ,  they were already ' fami l iar ' with the 

inst i tution because of their 

schooling : 

exper1ences  within formal 

It 's - school never changes - i t 's a l ways the same . I 
roughly knew wha t  to expec t ,  so, physically, i t 's  not a 
lot  differen t, rea l ly.  

( M . 1 7 ,  Interv iew , 1 3 . 8 . 84 )  

The adult s tudent s reported that the phys ical surroundings ,  the 

furni ture , and even the bas ic  decor ,  resurrected ' memorie s ' of the ir  

earlier school ing . The dai ly ' rout ine ' of bells , class  t ime s ,  and 

' breaks ' ,  as well  as the crowds of pup ils  1n the corridors , classroom 

seating arrangements , and even the ' cons tant no ise ' ,  were all  cited by 

adult students as re inforcing the feel ing of being ' back at s choo l ' .  
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This s imilari ty of env ironmental 

adult s tudents as contribut ing to 

context was reported by the 

the promotion of a ' sense of  

belonging ' .  With some of  the younge r  adult  students ,  this famil iarity 

led to reflective comment : 

Far ou t !  Some things hack me off. Like being 20 and s ti l l  
l i ving at home . A l l  I ever done i s  gone t o  school . Other 
kids are doing things wi th their l i ves and wha t  have I 
done . No thing and I 'm s t i l l  a t  school . I can tel l thi s  
i s  going to b e  ano ther one o f  those BLOODY DAYS. 

( F . 1 7 ,  D iary, 27 . 4 . 84 )  

The s choo l  environment , then,  represented a s i tuat ion the adult  

student was already ' knowledgeab le ' about , and , to thi s  extent , the 

student arrived 1n the schoo l already partially ' integrated ' by prior 

experience . 

3 . 1 . 2  DRE S S  CODES 

The adult  students and sen1or pupils  at the s chool were not 

required to wear s choo l  uniform and this enab led the adult  s tudent to 

' fit  in ' and feel ' more at ease ' 1n the schoo l  s i tuation . Some 

teachers  noted that much of the First  Term had passed before they 

realised that certain of the younger  individuals  were in fact adult  

students .  Even some pup ils  we re reported as be ing ' uncertain ' as to 

the status of some of  the adult s tudents , at least ini t ially . For the 

older adult  s tudents ,  cases of ' mi staken identity ' ,  by both teachers  

and pup i l s , resulted in the individual be ing seen a s  a ' visitor ' or  

' new teacher ' .  On a number  of occasions , the adult s tudents reported 

that the lack of differentiation in terms of ' appearance ' between them 

and the senior pupils  led to a fee ling of be ing ' part ' of the group . 

3 . 1 . 3  S TATUS W I THIN THE S CHOOL 

While adult student status served to differentiate , integrat ion 

processes  brought the student in as ' part ' of the s choo l . In other 

words , the adult student s occupied somewhat of a ' dual status ' within 

the school . As sub sequent discuss ion will elaborate , they were 
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perceived by staff and themse lves as be ing the ' same , but different ' 

from the pupils  in terms  of  status , particularly within the clas s room 

context . Prior school ing experiences  also  seemed to be influential 

here . For ins tance , F . 1 9  remarked that she ' expected ' to  have the 

same ' inhibitions ' ,  caus ing her to be ' scared of the teachers ' and 

' scared to open her mouth ' , as she had been the case during her prior  

s chooling , and that the present year was 

. . .  just· like being back a t  school . 
a bi t as time goes on . But, 
inhibi tions . 

{pause] 
I still  

( F . 1 9 ,  Interview, 1 3 . 8 . 84 )  

It 's  improved 
have the same 

The maj o rity of  adult students conveyed a generalised impre s s ion 

that their  pr1or s choo l ing exper1ences somewhat p redisposed them 

towards occupying a s imilar status and ro le position as they formerly 

he ld when pupils  themse lves . For some this was seen as be ing what  

might be  termed ' regre s s ive sccialisat ion ' where the adult  student s 

came to occupy a role they had left previously : 

I don ' t  really l ike being an adul t s tudent for the fac t  
tha t I always fel t  i t  was sort o f  l ike a step backwards . 
But ,  then, I suppose to go forward you ' ve go t to go 
backwards . 

( M . 1 7 ,  Interv iew , 1 3 . 8 . 84 )  

Although M . 1 7  was the only adult student to express  the proce s s  

1 n  such exp licit terms , mos t  did report a close  ' identification ' with 

the role and status o f  ' pupil ' and note the ' famil iarity ' of the ir 

s i tuation , particularly in terms of class room re lationships . There 

was also some sugges t ion that adult students were willing to adopt  

various strategies in  o rder to  ' emphasise ' this s imilarity of  role 

relationships : 

. . .  for instance, in Economi cs, i t 's far eas� er for me to 
get along wi th everybody [ teache r and pupil s ]  by ac ting 
more as a [ pup i l ] - more as a kid, than as an adul t .  
I jus t act like they do . 

(M . 1 5 , Interview, 1 6 . 8 . 8 4 )  

On a number o f  occas ions , however , var1ous adult students 
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expres sed dissatisfaction with be ing equated with the pup i l s  by the i r  

classroom teache r s . One such s tudent was F . 24 who s tated : 

We are adul t students - we are no t teenage studen ts - and 
I think the teachers forgo t tha t .  I had tha t 
feel ing [being treated a s  a pupi l ] .  It frus tra ted me once  
or twi c e .  We are adul t s tuden ts . 

( F . 2 4 ,  Interview, 2 9 . 1 1 . 84 )  

Others reported ' re sentment ' at  be ing grouped together with the pupils  

under the generic  term of ' kids ' or  ' children ' . 

illustrate thi s : 

F . 1 4 ' s  comments 

Last  peri od I got real ly annoyed wi th the teacher, the 
Engl ish teacher.  He trea ts us l ike kids and always speaks 
dow.n to us . He does tha t wi th all  the adul t s tuden ts .  
Crikey, mos t  of us l eft school a l ong time ago and we 
shouldn ' t  have to put up wi th tha t now. Ye t our Biology 
teacher i s  the exa c t  opposi te . In Bi ology the 
teacher trea ts us as equals  and seems to real ly understand 
us and our needs . Tha t  is wha t  a teacher taking adul t 
students should be l ike . It i s  real ly importan t tha t they 
understand that  we are ma ture and tha t we have many 
responsi b i l i ties outside the school . 

( F . 1 4 ,  Fie ldnotes , 2 1  . 2 . 84 )  

This v1ew was substantiated when F . 30 entered this conversation t o  

provide her op inion : 

The benefi ts of age and experi ence are importan t .  I think 
we have a number of advantages over the school pupils,  and 
even the younger adul t s tuden ts, whi ch the teacher should 
respect and make use of.  But they 're no t going to get 
much from us if they are going to trea t us l ike chi ldren 
all  the time . 

( F . 30 ,  Fie ldnotes , 2 1  . 2 . 84 )  

Be ing t reated like ' children ' remained a cause of concern for 

some students throughout the year ( see  Appendix E ) . F . 1 6  spoke of  

cons iderable resentment over the treatment M . S and herself  received 

when they were ' admonished ' by the teacher in a similar manner to the 

school-aged pupils : 

Also, she [ TF . 1 1 ]  trea ted us l ike kids - me and M. S .  
She was worse wi th M. S - she sort o f  told him off, just to 
get a laugh from the class . She would sort of tell  
him off then look at the class for their approval . 
Some of the class would sort of snigger - mos t of them, 



though, didn ' t  pay i t  any at tention .  But,  I fel t, she was 
always trying to bring us down - make us out to be pupils,  
ra ther than adul t s tudents . 

( F . 1 6 ,  Interview ,  6 . 1 2 . 84 )  
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While  a maj ority of  adult  students at one time or  another did 

expres s  some concerns over be ing equated with the pup ils  �n the 

cla s sroom context , there was no evidence that thes e  were conveyed to 

the actual teachers . The adult  students continued to occupy a s tatus 

seen as  equivalent to 

the establishment of the 

that of the pup i l s . This integration invo lved 

teacher/s tudent relationship , membership of 

the overall schoo l  culture , and resulted in the adul t  s tudent as suming 

a number of s imi larities in terms of interactions and behaviours to 

those  of the s choo l-aged pup i l s . 

3 . 2  D I F FERENT IAT I NG INFLUENCES 

3 . 2 . 1  STATUS W I THIN THE SCHOOL 

At the same time as the adult s tudents were integrated into the 

overal l school  culture in a s imilar s tatus and 

pupi l s  in terms of some re lationships ,  it was 

were perceived as  occupying a ' different ' 

role position to the 

also apparent that they 

statu s . Even �n the 

terminology adopted by pup i l s , teache r s ,  and adult s tudents ,  there was 

a distinct separation . Although the generic labe l ' student ' was 

sometime s emp loyed 1n the case of the pupils , they were more usually 

distinguished as ' pupils ' or  frequently as ' kids ' ,  whereas the term 

' adult  student ' was adopted in all  ins tances where any ambiguity might 

occur . In addition , the pup ils  were subj ect to the integrating 

influences of membership of a peer grouping within a class  whi ch had 

daily meetings with a ' Form Teacher ' .  This group ing had an exis t ence 

over  a time period cons iderab ly longer 

students spent in the schoo l .  In this 

than the one year mos t  adult 

way , then , the adult s tudent 

was not subject  to either the more intens ive integrating influences of 

cont inuous class groupings ,  nor those  of the time factor . These  
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served t o  further enhance the differentiations between the members  of  

the adult student and pup il g roup s . 

Status  different ials  were evident 1n other aspects of  s choo l  

life . Mos t  adult s tudent s were not regularly invo lved 1 n  sporting , 

cultura l ,  and social events with pupils , a s  M . 1 7  remarks : 

You find you miss out on a few things - you know - things 
tha t  are going on . You have to real ly keep your 
ears open and wa tch the no tices and everything ' cause you 
just don ' t  hear anything . Tha t  Senior ski trip . I 
didn ' t  hear about i t  until  a mon th after i t  was going .  

I 'd just l ike t o  [ b e  inc luded ] a wee bi t more . 
It 's jus t some thing I ' ve no ticed tha t you 're fairly 
i sola ted [ from the pup i l  culture ] . 

(M . 1 7 ,  Interview, 1 3 . 8 . 84 )  

There were , however ,  some adult students who did part icipate with 

the pupils  in various sport ing and soc ial activities . F . 3 1 p layed 

netball for a schoo l  team, M . 6 went on the ski trip with senior pup i l s  

and reported some social contacts out s ide s chool ,  and F . 1 7  

part icipated in a ' social ' - non-competi tion - soccer team on a few 

occas1ons . In these  cases , this was taken as a fur ther indication of  

these  individual s  seeking closer  ' identification ' with membership of 

the pup i l  group rather than with the other adult s tudents ,  

particularly for F . 3 1 and M . 6 who cons is tently reported themse lves  as  

' more pup il than adult student ' .  

Another indicat ion of the different status of  adult students 

within the schoo l  concerns the event s at the annual Prizegiv ing 

ceremonies . During the initial  years when adult s tudents were first  

admi t ted to  the school ,  the practice had been to  g ive one set  of  

awards for ' academic merit ' .  The Dean reported that this had resulted 

1n the pupils  fee ling disadvantaged by unfair competit ion when the 

maj ority of such awards were collected by adult s tudents . Thi s  was 

the rationale for the current practice of  providing a distinct s e t  of  

awards for the adult student s ,  thereby further emphas i s ing the i r  

differentiated status within the schoo l .  
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3 . 2 . 2  RELAT I ONSHIPS W I TH PUP ILS 

The presence of adult s tudents  in the school  was the cause  of 

some re sentment among pupils  a s  the following excerpt shows : 

D .  1 The ki ds often resen t adu l t  s tuden ts in c lass and ask 
us why you have to be in their class . 

F. 30 Why? 

D .  1 It 's because the adul t students are so en thusi astic  
and work so  hard - they see you as  a threa t to them and 
their chances of getting accredi ted or of doing wel l  1n 
exams - you 're unwan ted competi tion to some of them . 

(Fieldnotes , 1 6 . 7 . 84 )  

Further substantiat ion o f  the exi s tence o f  this resentment was 

apparent 1n an account M . S p rovided of a conversat ion wi th a female 

pupil : 

One day I was walking home and I s tarted talking to thi s  
girl - I think she was i n  the Thi rd or Fourth Form - and 
she sai d  "Do you go to Bummers ? ", and I said "Wha t ? ". She 
said "Boys ' High ", and I said "No, I 'm an adul t s tudent a t  
[ school ]  ". She said "Oh, you 're an ant "  and I went 
"Wha t ? " . She said  "A crawl er ". I thought 'Pl easan t girl 
- piss off! ' .  

( M . S ,  Interview, 24 . 5 . 84 )  

I t  appeared that some pup i l s  were willing t o  ' help ' adult 

students to ' as s imilate ' into the school by informing them of  the 

' appropriate ' behaviours and expectations they should exhib it 1n the 

schoo l s ituat ion : 

Have been cha tting to one of the talka tive girls [ pupi l ] . 
She gave me some pointers on how to succeed as an A/S at  
[ schoo l ]  

- remember I am a guest  a t  their school . 
- just si t quietly a t  back of class . Don ' t  say 

anything unl ess asked to by teacher. 
- never ask any [ pup i l ] to be qui e t  in class as 

thi s  is bossy and A/S have no righ t  to interfere 
anyway. 

She also said tha t the [ pup i l s ] di sl ike A/Ss doing UE as 
we always ge t accredi ted, whi ch lowers the likel ihood of 
borderl ine [ pupi ls ] (such as she)  get ting i t .  

( F . 29 ,  Diary , 1 6 . 2 . 84 )  
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In talking with F . 29 about this  inc ident , she informed the 

researcher that other pupils  had j o ined in and lent the i r  suppo rt to 

the comments , particularly thos e  concerning the ' unwanted competition ' 

for Univer s i ty Entrance provided by the presence of  adult students in 

the school .  Indications from both s taff and adult s tudents sugg e s ted 

that many of the pup ils  held s imi lar views . This ' hidden curriculum ' 

of ' appropriate behaviour ' and ' p lace ' 1n the hierarchy o f  

relationships did appear t o  b e  followed in certain respe c t s  b y  mos t  o f  

the adult  students .  F . 30 remarked that she a l s o  had a s imilar 

conversation with the same pup i l  as  F . 29 ,  and that : 

She [ pup i l ]  came to me and had a cha t and said  tha t adul t 
students weren ' t  superior and tha t they were very 
pri vi l eged to be there . Tha t  they should no t sort of take 
over the classes or tel l them - the younger s tudents­
wha t  to do . I agreed wi th her wholeheartedly on every 
point and from there on in she l eft me alone . 

( F . 30 ,  Interview, 4 . 5 . 84 )  

Other aspects  of  this ' hidden curricu lum ' were also  observed in 

action during the year . For example , adult s tudents frequently 

reported cons iderab le frustration wi th pup il behaviour in class  - such 

as no ise and the ' t ime wast ing ' s trategie s ,  yet noted that they would 

never cons ider bringing this to the attention of e i ther pupils  or 

teachers . Similarly ,  the adult student s adopted , at least  initially ,  

a fairly ' low prof ile ' 1 n  clas s ,  consciously dec iding t o  avo id 

appearing to ' dominate ' les sons . This is no t to suggest ,  on the other 

hand , that all adult student s would neces sarily adopt such s t rateg ie s . 

Indeed , the fact that some pup i l s  found it ' necessary ' to inform the 

adult student s of ' appropriate behaviours ' is mos t  likely indicative 

of the point that such situations had arisen 1n the pas t ,  a matter  

conf irmed by teacher comment s as wi l l  be discus sed subsequently . 

A further feature which contributed to a ' separat ion ' between the 

pup ils  and adult students was the seating arrangement s 1n c las s .  I t  

has already been reported that the po licy of the Dean t o  g roup adult 

students together resulted 1n some concentrations within particular 

classes . Mos t  adult s tudents reported that they either sat alone or 

with the ir fel low adult  students in the class room:  

Like I sai d  before� adul t students si t together 1n a group 



and you don ' t  really intera c t  wi th the rest of the 
[ pupils ] or get invol ved wi th the school . 

( F . 1 7 , Interview, 3 . 5 . 84 )  
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After an ini tial period where relat ionships between the s tudents 

and pupils were somewhat tentative - on both s ide s - there did follow 

greater interact ion : 

I think in the beginning they [ pup i l s ] were a bi t wary. I 
think they expec ted us to be superior in some way - to 
know more - and if you made a mi s take they enJoyed i t  
thoroughly. But�  after making a few mis takes� they 
realised tha t we were just l ike them. The only difference 
was the age - o therwise we 're just l ike them. I found 
tha t the boys� ac tual ly� were very shy. They kep t  apart 
but the girls started talking sooner and now the boys are 
actual ly - you know - they ' l l  compare notes and gi ve you a 
hand. 

( F . 30 ,  Interview, 4 . 5 . 84 )  

The adul t  students were accepted b y  pup ils a s  ' fel low learners ' 

and this  usually led to interaction and cooperation within the 

c lassroom . Neverthele s s ,  ful l  integrat ion did not occur and a degree 

of separation between adult 

the period of this s tudy . 

that : 

s tudents and pupils remained throughout 

This  is  ind icated by M . 1 5  when he s tated 

They [ pup ils ] wi l l  gi ve you back-cha t 1n school and tha t 
sort of thing� but they won ' t  say 'Boo ' to you ou tside . 
Some of them don ' t  even look a t  you . They just 
don ' t  know what  to do . Ye t in school they wi l l  wave as 
they go pas t  in the corridor - tha t sort of thing.  
They just don ' t  know how to  rea c t  to  you out of school . 
They know tha t, in school,  you 're trying to be one of them 
but you 're no t really.  Once  you ge t ou t�  tha t 's  
differen t .  Wel l  i t ' s  never got beyond the 
acquaintance stage . I mean� there 's no real - go t  no 
fri endships wi th them or anything . You know tha t 
they l ook upon you as someone differen t - not just as one 
of them. They seem accepting but no t compl e tely. 

(M . 1 5 ,  Interv iew , 1 6 . 8 . 84 )  

The adult s tudents were seen , by themselves and pup i l s , to be 

' part , yet separate ' from the pup i l  group . 
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3 . 2 . 3  INFORMAT ION D I S SEMINAT I ON 

Mos t  of the adult s tudent s often appeared to be ' exc luded ' from 

aspects  of  the official p ro c e s s e s  of information d i s s emination within 

the s cho o l ,  this providing a further examp le of the differential 

treatment of adult students .  For  the pupils , a cont inuous p roces s  of  

informat ion dissemination occurred through school a s s emb lies , Group 

Mee t ing s ,  and a daily Notice She e t ,  keeping them informed of changes  

1n  routine , sports vis i t s , meetings , and general s choo l  based 

informa t ion . In contras t ,  the adult s tudents were not required to 

attend assemblies , did not have Group Meetings , and did not a lways 

rece ive , or read , the daily Notice  Sheet . Moreover ,  the daily Notice 

Sheet often advised meetings o r  other occurrences on the day of  is sue , 

it be ing distributed to pup i l s  during the Group Meet ing at the start  

of each day ( see Appendix D ) . Because of this , the adult s tudents 

often felt ' excluded ' from the s chool rout ine s and reported that this 

illustrated further the ' difference ' between them and the pupils . 

The Dean , as the individual re spons ible for  communicating 

informat ion to the adult students ,  also reported thi s as a difference 

between the s tudents and the pup i ls . In her view the nature of the 

' adult  s tudent ' precluded any effective proces s e s  of informat ion 

dis semination : 

. . .  you can ' t  communica te wi th peopl e who aren ' t  here . The 
probl em the adul ts always have is finding out wha t 's  going 
on a t  school . Tha t ' s  always the diffi cul ty for them. I 
used to take the No tices in there every morning and 
there 'd be nobody there . Bu t, I feel for them in the 
sense tha t  they don ' t  know really wha t 's going on . And, 
the absen teeism affec ted tha t, so, when they came back, we 
migh t  be doing something else as a school and they didn ' t  
know. I can say to a class of ki ds wha t 's 
happening, but I never see the adul ts . See, I could go in 
there at In terval and find, say, s1x adul ts - and tha t was 
a good day - other days I 'd go 1n and there would be 
nobody. 

( D . 1 ,  Interv iew, 4 . 1 2 . 84 )  

The adult s tudent s were aware o f  such difficultie s . On the other 

hand , they repor ted that the ' lack ' of information concerning schoo l 

events  was a cons iderable disadvantage , and a s i tuat ion which the 
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pup ils did not face . In part icular , the ' lack ' o f  informat ion 

regarding timetable changes  was to become a major  concern to the adul t  

s tudent s during the year . 

3 . 2 . 4  THE TIME TABLE S I TUAT I ON 

The determination of student personal t imetabl ing , and 

travel l ing time 1n order to attend 

there were quite lengthy periods 

j obs . In M . 1 1  ' s  cas e ,  this was g iven 

decision to drop out of s choo l ,  

Overall ,  many adult students felt that the schoo l  timetable  was 

not ideally ' suited ' to the i r  requirement s ,  although they did appear 

to accept this as one of  the realities of  the i r  dec i s ion to return to 

school . It was the change s  to thi s timetable which occurred that 

produced much dissatisfaction and cause for concern among the adu l t  

s tudents .  

T imet able Change s 

The first  maJ or  change occurred at the start of Term Two when the 

Tuesday timetable was altered as fol lows : 

Al l morning classes of 45-minute dura tion (ra ther than 1 



hour as previous ) ,  gi ving four instead of three periods 
before lunch ; Period 5 and Period 3 interchanged so tha t 
subjec t previously in Period 5 wi l l  now occur in the 
morning; only a singl e subjec t Peri od in the afternoon in 
place of the former two .  

( Fieldno te s ,  22 . 5 . 84 )  
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These  changes were advised on the daily Notice  Sheet  of  the 

previous day (which was the first  day of the new Term ) . Many of the 

students did not appear to be aware of these  changes . Consequently,  

most  arrived at  s choo l  to  find e ither they had mis sed a c las s ,  were 

late for i t ,  or  were not requ i red to  be at school  unt i l  some other 

time of  the day . The reactions to this particular change were mixed : 

F.  10 I didn ' t  know they 'd  changed the timetabl e ! This  
isn ' t on ! Why weren ' t  we tol d ! ?  

F.  1 5  It  was on the No tices yes terday. 

F. 10 I looked for them but  couldn ' t  
tha t means I 've missed ano ther Period 
them ! They ' l l  have to change i t  back ! 
a t  all ! 

find them . Hel l , · 
and just because of 

It doesn ' t  sui t me 

F. 1 5  It sui ts most of us . It means tha t we ' ve go t the 
afternoon free .  

F .  1 0  I t  doesn ' t  sui t me ! I ' ve go t the last Period this  
afternoon anyway. It wi l l  jus t have to be changed back ! 

( Fie ldnote s ,  22 . 5 . 84 )  

The adult s tudents expressed general disapproval and concern 

about the s i tuation timetable changes ,  de spite the fact that in the 

above ins tance some ' benefited ' .  F . 24 was more out spoken than the 

others in her criticisms of these  t imetable changes as the following 

conversat ion between F . 2 4 and the Dean shows : 

D .  1 Why di dn ' t  you come to the mee ting this  morning ? 

F. 24 It  was far too early . Nine o ' clock is far too early 
for me to ge t here in the morning. It 's  a bi t l ike tha t 
silly timetable change too . I didn ' t  know about ei ther i t  
or the meeting thi s  morning. I reckon i t  is  a 
stupid change . Like thi s  meeting, though - why 
weren ' t  we gi ven more no tice  abou t i t ?  I didn ' t  know 
about the change of timetab l e  un til  I came in and found 
tha t I had missed half of my class . That 's  no t real ly 
very good, i s  i t ! ?  

D .  1 It was on the [Daily ] No ti ces . 



F. 24 But I didn ' t  see them. They are jus t dropped in 
here on the tab l e  and you often don ' t  see them . I l ooked 
for the No tices on the Monday but they weren ' t  here when I 
was in - tha t was before lunch . I don ' t  think they even 
came in here un t i l  l a te in the afternoon . w.ha t use is 
tha t to the adul t studen ts who aren ' t  here all day ! ? Are 
we expec ted to hang around un til  the Notices appear ! ?  I 
think the school should have informed us of a major change 
l ike tha t timetable  one ! 

D .  1 I can ' t  ring a l l  the adul t s tuden ts and let  you all  
know of  these things . It  would take a lot  of time, even 
if I could get hold of everyone .  

F. 24 Yes, but the dec ision mus t  have been made some time 
ago tha t the time tab l e  was being changed .  

D .  1 I t  was discussed last  term but the staff didn ' t  know 
l:t: was going to happen un til . . .  the day before . 

F. 24 I jus t don ' t  think i t 's good enough . It doesn ' t  
sui t  me ei ther. I ' ve go t young chi ldren and the change 
means problems for me . 

D .  1 The school can ' t  be fi t ted around the minori ty of 
those adul t studen ts wi th chi l dren . We ' ve got the 
majori ty to consi der . 

F. 24 I just don ' t  think i t 's  righ t  tha t we should not be 
znformed. I think the school could have made the effort 
to inform us wel l  beforehand tha t the timeta b l e  was going 
to be changed ! 

( Fieldnotes , 5 . 6 . 84 )  

With thi s ,  D . 1 left the Commonroom without further comment . 
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F . 24 

cont inued on to remark that thi s  was yet another indicat ion of a 

general ' lack of concern ' for  adult s tudents within the schoo l . 

Perhaps it 1s  pert inent to note at this point that F . 24 remained 

crit ical of the schoo l ,  and of the ' highly paid ' teachers in such an 

' easy j ob ' , not being ab le to ' efficiently organise ' a ' s imp le ' matter  

like the timetable . Thi s  view was not  he ld by others ,  to the extent 

that F . 2 4 was ' dismis sed ' as one of ' those  prob lem parents ' who would 

be sufficient reason not to become a teacher . Howeve r ,  whi le F . 24 ' s  

percep tions of the ' caus e ' were not agreed with , the consensus did 

remain that the changes to the timetable serious ly ' di sadvantaged ' the 

returning adult student . 

Whi le the bas ic t ime table remained unchanged fol lowing the 

alterat ion at the start o f  Term Two , there were a number of occas ions 

when c lasses  were rearranged and cancelled ( for  example , teachers  

absent , sporting visit s ,  cultural event s ,  etcetera ) . 
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In Term Three , a pattern o f  constant variation resulted from the 

random rotat ional substitution of subj ect les sons for the t ime s 

formerly des ignated as Culture and Elective Periods ( see Appendix D )  

of Tue sdays and Thursdays . On a maj ority of these  occas ions , changes 

were advised only a day or s o  p rior to the event with the consequence 

that adult s tudents were unaware of the alteration and either mis sed 

classes or arrived to find that they were not required at s chool .  A 

typical fee ling amongst  the adult s tudent s  was indicated by F . 1 7  when 

she appended the fol lowing comment to a series of not ices p laced on a 

blackboard in the Commonroom advis ing changes in the timetab le : 

School mo t to : Keep them confused ! 

( Fie ldnotes , 1 4 . 9 . 84 )  

I n  general terms , the adult s tudents had three basic  concerns 

regarding timetab le changes . First , they were often unaware that the 

timetable had been altered and fe lt thi s  reflected the generally poor 

communication of  information to the adult  students .  Second , such 

changes often meant a ' was ted j ourney ' to school . And third , it was 

difficult for them to reorgan�se  their  other commitment s  in order to 

accommodate timetable changes . 

In summary , timetab le changes were seen by the adult s tudent s  as 

a central component of the p rocesses  which differentiated them from 

the pupils . As the adult s tudents s tated , the pup ils  were both aware 

of such change s  and unlikely to be greatly inconvenienced in that they 

were attending s chool full-time and did not have the external 

commitments in schoo l time . 

One further differentiating factor  for the adult student s was 

the ir use of the Adult  Student Commonroom . 

3 . 2 . 5  THE ADULT STUDENT COMMONROOM 

The Adult  Commonroom assumed cons iderable s ignificance for the 

majority of adult  students as the maJ Or site of the ir  g roup 

interactions . In this light , two cautions need to be attached to 

interpretations of what occurred in the Commonroom . First , not all  
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adult s tudents utilised this room on a regular bas is ,  particularly 

those who were attending part-t ime ( see Table 7 ) . Second , the Adul t  

Commonroom was the main s ite f o r  researche r / s tudent contact during the 

year,  and therefore its  ' s ignificance ' should be j udged with thi s  in 

mind . 

The adult  s tudents ,  and particularly those  who remained for the 

duration of the year , placed some emphas i s  upon the context and 

interactions within the Adul t  Commonroom .  An indication o f  its  

importance was provided by  F . 1 7  who said tha t ,  while she did  not feel 

part of  the c lass  or s choo l ,  she did ' feel  part ' of  the g roup within 

the Commonroom 1n that : 

You walk in to school , do your classes, you si t around and 
socia l i se wi th the o ther adul t students in the Adul t 
Commonroom, and you walk out again . 

( F . 1 7 ,  Interview, 3 . 5 . 84 )  

The ' ro le ' of  the Commonroom context in terms o f  the processes  of 

becoming an adult student revo lved around its  contribution to social 

contact and interaction among the s tudent s .  The Commonroom ' s ( see 

Figure 3) appearance , its  fac ilities , the no 1se  from within and 

out side , and its use as a storage room, effectively prec luded the room 

from being a place for work , leaving ' socialising ' as  the only viab le 

activity which could occur there . This part icular activity was 

cons idered to be of s ignificance in becoming an adult s tudent : 

It  [ ' socialising ' ] may be a li t tl e  bit  of a hindrance 
because you don ' t  get on wi th your work in the Commonroom, 
but  i t  has also helped �n the way you feel a l o t  more­
you have a lot  more guts to go out and do i t  because you 
can talk to everyone else and see tha t they 're feel ing the 
same way. 

( F . 1 5 , Interview, 30 . 4 . 84 )  

There were also a number  of occas 1ons where Commonroom interaction 

lead to s tudents miss ing clas se s :  

. . .  I started to no ti ce  tha t my own behaviour was starting 
to change and become more like group standards . I 
started to become a rebel  again and took less care over my 
personal appearanc e .  Then, I even started to bunk classes 
along wi th the rest of them. Tha t  was really interesting 
because when apart from the group very few of them missed 



classes, then, together though they would conv1nce each 
o ther to take a Period off. 

(M . 4 ,  Interv iew, 1 9 . 3 . 84 )  
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Both of  these ins tances  illu s t rate the importance of  such interaction 

to the p rocesses of becoming an adult s tudent . The first  shows the 

way in which the student gained ' support ' from the g roup , the second 

demonstrates the manner 1n which group activities  could directly 

influence aspects  of student behaviour .  Thos e  occas 1ons where 

interact ion lead to a s tudent m1ss 1ng classes  appeared to be more 

common during the First Term ,  and limited to those  compris ing the 

' younge r  age group ' .  By the beginning of  Term Two , interaction in the 

Adult Commonroom depended le s s  on the factors of age and interes t s ,  as  

was the case in Term One , and more on  membership of  the adult s tudent 

subculture : 

, I didn ' t  l ike i t  much a t  the beginning of the year . We 
used to have li ttle  groups and you 'd  be qui te fri endly 
only wi th your group but  I think everyone has settled down 
and they ' ve ei ther go t s tuck in or they ' ve l eft . 

( F . 1 1 ,  Interv iew, 3 . 5 . 84 )  

The ' condition ' o f  the Commonroom - its  generally poor  decor , use 

as a s torage room , lack o f  heating , and broken furniture - was a 

source of some antagonism during the year . The adult students  

frequently remarked to the Dean that the room was a ' disg race ' to 

which she usual ly rep lied that a comp lete refurb ishing was 

' imminent ' .  In the view of the adult students ,  the condit ions of  the 

room, and the lack of progre s s  towards improving them - a start not 

being made unti l  the end of the year - were a further indication of 

their  relative ' powerle s sne s s ' to effect change , and that they were 

accorded ' minority ' status in terms of the provis ion of facilities . 

This latter po int was evident in a number of occas ions where the adult 

student s  referred to the ' vastly better ' condi tions o f  the pup il  

commonrooms . At one stage , when the S ixth Form pup ils  had been 

' banned ' from the ir commonroom as a ' di s c iplinary ' act ion by staff , 

some adult  s tudents  sugges ted that an exchange occur noting ' we would 

know how to apprec iate good fac ilities ' .  

Perhaps the cleare s t  indication of how the Commonroom served to 
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differentiate the students f rom the pup ils  invo lved the exc lus ion of  

pup i l s  from this  room . While  being grouped together with the pup i ls 

in the c lassroom was seen by the adult  s tudents to be important , they 

cons idered that the Commonroom should remain ' adult  only ' : 

You need to be abl e to get away wi th your ow.n fri ends­
people of your ow.n age group . Adul t studen ts ,  real ly, are 
on a different l evel to the [ pup ils ] .  They have 
experi enced wha t  i t ' s  l ike outside school - and they tend 
to have more 'adul t '  conversa tions about things - l ike, 
even about the teachers - which I don ' t  think the [ pup il s ]  
would understand - they might  take the wrong meanzng from 
some of the things sai d  abou t teachers . So, no - they 
shouldn ' t  share the same Commonroom . 

(M . 1 5 , Interview, 2 9 . 1 . 85 )  

I n  this way, the adult s tudents c learly differentiated themselves 

as members of a separate g roup , and saw the Adul t  Commonroom as  a 

central s ite for the adult  to adult  interact ions supporting this 

subculture . 

S UMMARY AND D I SCU S S I ON 

The preceding discuss ion noted that student ' fami larity ' with the 

s choo l  environment , their ' s imilarity ' of dress  with senior pupils , 

and the equivalence of status between the pupils  and adult s tudents ,  

particularly in the classroom context , served to integrate the adult 

student into the overall s choo l  culture . In order to meet the demands 

posed by formal schoo ling , then , the adult student mus t  become ' part ' 

of the culture of the schoo l .  

At the same time , the adult  student was also differentiated as a 

member  of a ' separate group ' ,  o r  subculture , within the schoo l .  Thi s  

differentiation o f  the adult  subculture arises  through various 

' sources of influence ' .  I t  has been noted , for ins t anc e ,  that schoo l 

policies  and practices served to e s tab lish the ' adult  s tudent ' as  a 

person with a different status and subject  to different expectations , 

rules ,  and regulations to the schoo l-aged pup i l s . The foregoing 

discus s ion has illustrated that the ' boundaries ' between the two 

groups were enhanced by the fact that the adult  student did not 

participate in the variety of  sporting ,  cultural , and social event s 
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availab le to the pupils . The separation was further s trengthened by 

the lack of interaction between adult  s tudents and pupi l s  outs ide the 

class room s i tuation . Whi le the adult  s tudents were ' part ' of a clas s ,  

and occupied a s imilar pos i t ion to the pupils  in terms o f  classroom 

re lationships ,  this equivalence did not extend to total ' equal i ty ' . 

In short , relationships with pup ils  were ' friendly ' yet c learly 

different to those  among pup i l s . 

The Adult  Commonroom provided the mos t  overt  example of  

differentiat ion between the adult s tudent s and pup i l s . Not  only were 

pupils  ' excluded ' from thi s  room , but the adult  s tudents saw this 

exclus ion as  ' important ' to the s tudent ' s  privacy and to the i r  need to 

assoc iate with the i r  ' own age g roup ' �n the confines of  the 

Commonroom . Thi s total separation between the pup ils  and s tudents 

placed part icular emphasis  upon the dis t inct ions between the two 

groups . 

These  proce s ses  of  integration and differentiation were further 

evident �n the interactions and relationships between the adult 

students and the teachers In The C la ss room. It  � s  to an examinat ion 

of thi s influence upon the proces se s  of becoming an adult student that 

discus s ion now turns . 

P a r t  

I n.  T h e  

F o u r  

C l a s s r o om 

At the s tart of the schoo l  year when the student s gathered for 

the first time �n the Adult Commonroom, wait ing for the Dean to arrive 

to distribute timetable s ,  the maJ or  concern of the students was 

whether the teachers  in the clas sroom would treat them "Like adults  or  

like kids ?" . This  ' quest ion ' succinctly summar�ses  the classroom 
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interactions and relationships between adult  students and teachers  

with which the present section is  concerned . 

In the two preceding parts to this presentat ion of  data , the 

themes of integration and different iation as important component s  of  

the proces se s  of  becoming an adult  s tudent have been discu ssed . It  

has been shown that admi s s ion to the s chool  provided the init ia l  

conditions for the adult  student t o  become integrated into the overall 

s choo l  culture . Then,  var1ous policie s  and practices  enacted by the 

Dean were discus sed as further contributing to this particular proces s  

through which the adult  s tudents  came t o  ' ident ity '  themselves as  

members of the school .  On the other hand , attribut ion of adult  

status initiated processes  of differentiat ion which lead to the 

estab l ishment of ' boundaries '  between the pup il and adult  student 

subcultures .  This  proce s s , too , was then influenced by the Dean as  

she undertook her various functions . Further influences  on each of  

these  processes  of integrat ion and differentiation derived from the 

' context ' of the schoo l  - the school environment , relat ionships with 

pupil s ,  timetable changes ,  and the adult commonroom, for instance­

and the interactions and relationship s within this s i tuation . 

While these exerted considerable influence upon the adult  

students , it  was with the ir c lass room teachers  that the students spent 

the greate st  amount of the t ime at schoo l .  Thi s contact provided the 

conditions for a variety o f  interact ions and experiences which also  

impinged upon the processes  and experiences of  becoming an adult  

student . Discuss ion now turns to a cons ideration of the adult  

students 1n  the ir relationships and interactions with the ir teachers , 

' In the C lassroom ' . 

under two categories : 

Effects ' .  

The data sub sumed under this title is  presented 

' Integrating Effec t s ' and ' Diffe rentiating 

4 . 1  I NTEGRAT I NG EFFECTS 

A number of aspects  of the relat ionship between adult  students 

and their clas sroom teachers exerted an influence upon the proce s se s  
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of integrating the student 1n to the overall scho o l  culture . I t  1 s  

the intent ion o f  thi s sect ion t o  prov ide a n  indication of thes e  

effect s through a considerat ion of the areas of : Forms o f  Address; 

Classroom Relationships : Adul t or Pupil ;  

Reports. 

Discipl ine, and ; School 

4 . 1 . 1  FORMS O F  ADDRE S S  

One indicator of  the nature of  the relationships between adu l t  

s tudents and their teachers concerned the manner in which the students 

referred to the s taff members . In genera l ,  the adult  s tudents adopted 

a practice of formal ly identifying a member of  staff through the use 

of  a title - the appropriate ' Mr ' , ' Mrs ' ,  o r  ' Mi s s ' [ ' Ms ' was not 

used]  - and surname , or  by referring to them 1n terms of  thei r  

pos ition such a s  ' Principal ' o r  ' Dean ' . 

These  forms of address  pers is ted during casual conversation 1n 

the Adult Commonroom, a lthough in this context there was perhaps a 

s l ight tendency to use surname only, dropp ing the title  or  pos i tion . 

The only exception to thi s  general pattern was the Dean of Adult  

Students  who was frequently referred to , and addre s sed ,  by  her first  

name . In general , then ,  the adult s tudent s were re lative ly formal 

when referring to their  c lass room teachers . This was the case even in 

s i tuat ions where the adult  student and teacher had known each other 

prior to the research year . For instance ,  both F . 1 0  and her Eng l i sh 

teacher ,  TF . S ,  reported having ' known each other we l l ' for some time 

as a result of their  invo lvement with children attending the same 

Playcentre . However , on the maj ority of occa s ions F . 1 0  referred to 

this teacher as ' Mrs TF . S ' .  

In  turn , this ' formality ' of addres s  extended to the cla s s room 

s ituat ion as wel l ,  with one teacher reporting that M . 1 5  was even ' mo re 

formal ' than the pup i l s : 

. . .  he called me 'Miss ' - whi ch embarrassed me . First of 
a l l ,  because i t ' s  a very Engl ish cus tom when I was 
teaching in England, the kids never cal l ed me by my 
surname - all  the kids here do [laugh ] .  In England, 
though, i t  was always 'Miss ' - the anonymous ' teacher ' .  
But,  M. 15  cal l ed me 'Mi ss ' whi ch was,  you know, qui te 



different - I didn ' t  expec t tha t - I wouldn ' t  expec t tha t 
from an adul t s tuden t in particular . 

( TF . 1 ,  Interv iew, 2 3 . 1 1 . 84 )  
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Thi s  formal ity 1n addre s s ing teachers  appeared to be adopted by 

the students 1n order to  maintain what they perce ived as  the 

' appropriate ' relat ionship with their teachers . As F . 1 1  expressed it : 

But I don ' t  l ike to get too friendly - too invol ved - wi th 
the teachers because you feel then tha t you can ' t  have a 
pupil/teacher rel a t i onship . Wel l �  because then­
for a start off - they fee l �  if you get too fri endly wi th 
them� they feel stink if they have to cri ti cise you - when 
your work 's no t up to standard or you 're doing some thing 
wrong. Tha t 's important� I think� because you ' ve got to 
know if you 're doing the righ t  thing .  

( F . 1 1 ,  Interv iew, 1 7 . 8 . 84 )  

The exception t o  this general pract ice was F . 1 4  who , throughout 

the inves t igation , referred to all  but one of  the teachers on a first  

name bas i s . I t  was only in  the case  of her Eng lish teache r ,  for  whom 

she expres sed some ' di s l ike ' ,  that F . 1 4  used a surname 1n general 

conversat ion . F . 1 4  appeared to use first names because of  her greater 

' familiarity ' with staff resulting from her involvement in the Parent 

Teachers ' Association . This invo lvement was frequently brought to the 

attention of the other adult  students when F . 1 4  reported conversat ions 

she had with the Princ ipal and other teachers . In genera l ,  the other 

students regis tered the i r  ' dis�pproval ' of F . 1 4 ' s  use of first  names 

whenever it occurred . This e i ther took the form of facial 

expressions - such as a rais ing of the eyebrows - or  direct comment in 

the form of ' F . 1 4  always uses first names ' ,  although this was 

re stricted to situat ions where F . 1 4  was not in a pos ition to overhear 

the remarks . 

This general ' disapproval ' of  F . 1 4 ' s  use of  first  names 1n 

referring to staff members , further illustrates that the maj o rity of 

adult students appeared to  cons ider such close ' famil iarity ' as 

' inappropriate ' 1n the school  context . On the one informal social 

occas ion of the year , where the teachers were invited to a morning tea 

provided by the adult  students , this general relationship was also  

evident . Held towards the end of the year 1n the Adult  Commonroom , 
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there was 

teachers  

very little 

and adult 

interaction between 

student s forming 

the two g roups , with the 

two ' di s t inc t ' entit ies . 

Moreover ,  while teachers  addres sed the adult student s on a first  name 

bas is  on the few occas 1ons of  interaction,  the adult  students 

continued to use ' title and surname ' in rep ly, even F . 1 4 . 

Overa l l ,  then,  it appeared that the adult s tudents adopted , and 

' accepted ' as appropriate , a form of addre s s  and general relationship 

which were relat ively forma l ised and mos t  akin to that of the ' pupi l  

role ' exi s t ing within the s choo l  s i tuat ion . This , it  i s  argued , i s  an 

indication of the proces s e s  of integration through which a 

student/ teacher relationship i s  seen to be s imilar to that between 

pupi l  and teacher . Further i l lu s t ration of both thi s  relationship and 

the proces ses of  integration was evident within the c las s room 

contex t . 

4 . 1 .  2 CLASS ROOM RELAT I ONSHIPS : ADULT OR PUP I L ?  

The general consensus of  op 1n1on from teachers and adult student s 

was that , in the c lass room s i tuation,  adult s tudents and pupils  were 

treated as being ' equivalent ' .  From the outset , the maj ority of adult  

students reported the ' expectation ' that they would be treated in much 

the same terms as the pup i l s  by their classroom teachers . Thi s  was 

' confirmed ' to some extent by the phys ical context of  the c las s room 

where adult  students and pup ils  sat together . Moreover , as noted 

previously,  many of the adult  s tudents adopted various practices which 

served to emphas ise the ir s imilar ity to the pup i l s  in the clas s room 

context . F . 1 1  remarked that : 

I found, 
sort of 
.know? I 
just be 
you .  

a t  the beginning of the year, they ' d  [ pupil s ]  
' try '  you out to see i f  you 'd tel l on them - you 
think if you jus t keep your nose out of i t, and 
sort of non-biased - ei ther way - they do accep t  

( F . 1 1 ,  Interview, 1 7 . 8 . 84 )  

There was also the po int that mos t  adult student s cons idered that 

being ' integrated ' with the pup ils  was the only alternative avai lable 

within the class room : 



She [ teache r ]  can ' t  very wel l talk to us as a ' separa te 
group . If she s tops and talks to you [ outs ide class ] ,  of 
course, she talks to you as an adul t .  But,  she doesn ' t  
make a grea t dis tinc tion between u s  in the class - whi ch 
i s  fair enough because she can ' t  anyway. 

( F . 1 9 , Interview, 7 . 6 . 84 )  
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Similarly, the consensus among the c las sroom teachers  was that 

the adult student was general ly viewed as  be ing ' part ' of the clas s ,  

at lea s t  in terms o f  the teacher/ student interactions within the 

c lassroom context . TM . 1 6  was one of a number  of teachers who reported 

thi s : 

I think tha t 's  qui te important throughout the whole  of the 
programme tha t they are not trea ted as being anyone 
special - tha t they are part of the class .  . . .  they jus t  
' belong ' there . 

( TM . 1 6 ,  Interview, 2 1 . 1 1  . 8 4 )  

Thi s  ' sense of  belonging ' developed through the s imi larity o f  

t reatment b y  teachers was also reported on b y  the adult  s tudents :  

I fel t  part of i t .  The teachers - perhaps the Engl ish 
teacher trea ted us more as adul ts, but  the o ther teacher 
trea ts us just as  kids . We were cal l ed 'chi l dren ' and 
reprimanded when we spoke out of turn - and tha t was good . 
Things like tha t certainly made us feel l ike we belonged-

even if i t  was embarrassing [laugh] . 

( F . 30 ,  Interview,  6 . 1 2 . 84 )  

These comments indicate a ' change of percept ion ' on F . 30 ' s  part . I t  

will  be recalled that F . 30 had express ed a concern earl ier in the year 

that teachers ' should ' g �ve greater ' recognition ' to the ' adult ' 

experience of the students and not treat them as ' children ' ( see 

p . 20 0 ) . Perhaps ,  then,  the above comments are a further illus trat ion 

of  both the deve lopmental nature of the proce s ses  of becoming an adu l t  

s tudent and o f  the ' efficiency ' of integration . 

Thi s  type of teacher behaviour was seen by the adult student s as  

being ' appropriate ' ,  on the bas is  that the teachers should ,  in the 

words of F . 1 0 :  

. . .  sort of trea t us 
where the kids are .. 

like adul ts, bu t also, no t overdo i t  
When you are looking at  Sixth 



Formers, they 're adul ts too, real ly .  See, you shouldn ' t  
really be singl ed out .  

( F . 1 0 ,  Interview, 4 . 1 2 . 84 )  

220  

The foregoing discus s ion has illus t rated that the adult  s tudents 

were treated by the teachers  in the class room 1n a s imilar manne r  to 

the pupils . This was yet another factor contribut ing to the 

integration of the adult s tudent into the overall schoo l culture . 

A further aspect of c lassroom relationships 

teachers and adult  s tudents was that of  ' di sc ipline ' .  

involving the 

4 . 1 . 3 D I S C I P L I NE 

In the context  of the p resent invest igation , both teache r s  and 

adult students emphas ised that adult s tudents were not subj ected to 

the same disc ip line as the pupils . Whi le this did appear to be  the 

general s ituation, there were some ins tances whe re both g roups 

received s imilar treatment from the teacher :  

I used to tel l M. S and F. 1 6  off the same way I used to 
tel l [ pup i l s ] off. See ,  M. S 's such a big cha t terbox a t  
times and he gets carri ed away and I 'd have to 
discipl ine him the same way I discipl ine the kids .  

( TF . 1 1 ,  Interview , 2 1 . 1 1  . 84 )  

In turn , F . 1 6  interp reted such act ions by TF . 1 1  1n the following 

terms : 

Our Engl ish teacher [ TF . 1 1 ]  - M. S and I are in the same 
class - she - we 're very much a pupi l/teacher rel a tionship 
there as far as being trea ted like naughty kids . If we 
talk whi l e  she 's talking - whi ch I know is rude - she 
comes around and tel ls  us off [laugh} .  Like, 
yesterday, M. S - I  missed a class and he was reading out 
the notes and I was wr1 t1ng them down and she came over 
and said she was very angry wi th us for talking whi l e  she 
was talking and tha t i t  was my responsibi l i ty to ca tch-up 
notes out of class - not in her time . 

( F . 1 6 ,  Interview, 1 0 . 8 . 84 )  
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While  not app licable to  every adult  s tudent 1 n  the research, 

there were occas 1ons where an adult  student was g1ven the same form of 

reprimand as would be app l ied to a s chool-aged pup i l . In the 

maj ority of ins tances , this was in s i tuations where the adult s tudent 

talked whi le the teacher was talk ing , and drew a m1nor ' rebuke ' from 

the teache r . 

As the earlier comments o f  F . 30 ( see p . 2 1 9 ) indicated , the 

maj ority of adult  s tudents appeared to accept this discip l ine as being 

' appropriate ' in the circumstanc e s ,  and as making them ' feel part ' of  

the school culture . A further illustrat ion of thi s  i s  provided by  

M . 1 S ' s  remarks regarding thi s  1 s sue  of classroom discip line : 

If you deserve i tJ mind you - if you deserve i tJ they wi l l  
trea t you wi th the contemp t  you deserve . There was one 
occasion where I made a real stupid bal l s -up in my 
Economi cs class and Miss TF. 3 just said "Come on ! Si t 
down boy" [laugh ] .  Tha t  was fair enoughJ sort of thing. 

(M . 1 5 , Interv iew, 4 . 1 2 . 84 )  

There was also some ' re sentment ' by s tudents t o  this aspect o f  

clas s room interaction in much the same way that the general policy of 

equating adult students with pup i l s  caused some discontentment on the 

part of some student s .  

A further example of the ways in which discip l ine contributed to 

the integration of adult s tudents was the general expectation from 

teachers  that the presence of the adult student would have a ' settling 

influence ' on the pup ils  in the c las s . Teacher s tatements about this 

were often accompanied by the as sumption that this inf luence was 

brought about by the fact that the adult student was ' part ' of the 

clas s , as the following comments illustrate : 

. . .  they [ adults ] wi l l  ac tual ly help by being a posi ti ve 
influence on the kids who tend to be a l i t t l e  disrup ti ve 
wi thin the class . Just  through their presence .  
AndJ occasional ly, I ' ve heard tha t the adul t wi l l  ac tual ly 
have a word or two to say to the kid who 's playing up . 
Tha t  doesn ' t  do any harm .  Ki ds wi l l  respond t o  the peer 
pressure a lot  more than they wi l l  to any other pressure . 
The adul t student in class is on the fringe of their peer 
group, real ly. Sort of partly in their peer group and 
partly no t .  

( D . P . 1 ,  Interv iew, 25 . 6 . 8 4 )  
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Certainly , there were a few instances where adult students did report 

having told pupils  �n the c las s to ' shut up ' ,  although this was 

usual ly only the case where an interactive relationship between 

s tudents and pupils  had bui l t  up over some t ime . 

In summary, the activity of c las sroom discipline can be seen a s  

having some features which e ither contributed to , or  illustrated , the 

processes  whereby the adult  s tudent as sumed a role s imilar to that o f  

the pupil  in terms of c la s sroom relationships .  Thi s  served to a s s i s t  

in the integration of the adult student �n t o  the overall s choo l  

culture . 

The final aspect of teacher effects which contributed to the 

overall processes  of integrat ing the adult student into the s choo l  

culture was that o f  School  Report s .  

4 . 1 .  4 S CHOOL REPORTS 

Teacher comment s on the School  Reports were o ften written in the 

third person .  The following remarks on M . 1 5 ' s  report by his Eng l i sh 

teacher i l lustrate this pattern :  

M. 1 5  has worked wel l ,  however h e  di d no t provide enough 
deta i l  zn his examina t i on to gain good marks . 

( TF . 1 ,  School  Report for M . 1 5 , July,  1 98 4 )  

The adult students saw such . comment s as  simi lar t o  those  the 

pup ils  received . As F . 1 0  remarked : 

Maybe I have to take i t  home for [husband ] to szgn 
[laugh] . I suppose they 're so used to wri ting i t  ou t tha t 
they can ' t  say "You have . . . 11 • Your Report [ as written] is 
ac tually for your parents though, isn ' t  i t ? !  

( F : 1 0 ,  Fie ldnote s ,  2 9 . 6 . 84 )  

S imilarly , F . 1 1  noted that : 

It feels funny to ge t Reports a t  this time of life .  Have 
you [ author ]  no ticed tha t a lot  of them wri te as if you 
were the third party?  I suppose they 're used to wri ting 
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to paren ts .  

( F . 1 1 ,  Fie ldnotes , 2 . 7 . 84 )  

While the maj ority o f  adult student s commented on this aspect of  

the School  Reports - although none appeared to take the is sue as  a 

source of particular concern - only one teacher remarked upon thi s  

practice : 

I 've just been having a look a t  some of the adul t s tudent 
Reports ! I no tice  tha t  mos t  of them have been wri tten in 
the third person ! It  makes me wonder some times about my 
col l eagues ! Why they can ' t  wri te the Report to the adul t 
student  I ' ll never unders tand . Mind you,  I 'm not a t  all  
sure they shoul d  get Reports . I know the argumen t is  tha t 
they are offi cial  documen ts, but !  Surely a better way 
would  be to gi ve the adul t studen t a verbal report - tha t 
would seem a l o t  more sui table  and gi ve a l o t  more 
recogn1 t1on to their adul t sta tus . Tha t 's half the 
problem, I think, we try and trea t them the same as pupi ls  
but they 're no t the same . 

( TF . 9 , Fie ldnotes , 22 . 6 . 84 )  

As TF . 9 ' s  final remarks indicate , there was the is sue that the 

classroom teachers adopted a general policy of treating adult students 

and pup i l s  1n a simi lar manner 1n the classroom context and in 

Reports . These Report comment s implied an explicit  teacher/s tudent 

relat ionship as be ing in effec t ,  rather than an adult/adult one , and 

that the adult student was ' ident ified ' as in an equivalent pos it ion 

to the s chool-aged pup i l . 

Although the clas s room teachers contributed towards the proces s  

o f  integrating the adult student into the overall s choo l culture , they 

also had an effect on the proce s ses of differentiation between pup i l s  

and adult  students .  

4 . 2  D I FFERENT IAT ING EFFECTS 

The formation of  the adult student subculture involved a comp lex 

web of personal characteristics , school  and s ituational effect s ,  and 

interact ional processes . The purpose of the present section i s  to 
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cons ider those  differentiating effects  which derived from the 

clas s room teachers and their  interact ions with the adult s tudents .  

Dis cuss ion will  focus upon : Expecta tions; Attendance; Ou t of Class 

Interacti ons, and ; Student/Teacher Confl i c t. 

4 . 2 . 1  EXPECTAT I ONS 

The c lassroom teachers  held particular expectat ions of  the ' adult  

student ' ,  incorporating a perspective of them as being ' different ' 

from the schoo l-aged pup i l s . These expec tations were expressed in 

teacher comments which reported the adult s tudent as  being ' more 

mature ' ,  ' more enthu s ias tic ' ,  and as  having a ' wider experience ' than 

the pupil s . In short ,  teachers generally reported adult  s tudents as  

making a ' pos itive contribut ion ' to the clas s ,  and school .  On  this 

bas i s , the teachers deve loped a rat ionale for differential t reatment 

of the two group s ,  and for expecting different contributions within 

the c lassroom context : 

. . .  they are always eager to l earn and eager to hand work 
in - eager abou t their work . They do, and can, 
stimula te conversa tion and discussion which zs a real ly 
important thing, I consi der, zn an examina tion of 
l i terature . They can start the bal l  rol l ing . They 
can mel t the ice  and then the other ki ds wi l l  form their 
ideas afterwards . Also, too, I do a lot  of work 
from the kids work. Se tting them something, reading i t  
back, "How can we improve ? ", and often their [ adult 
student ] models are more sophisti ca ted so we can work on 
two models - "This  is  how to do i t  - thi s  is how no t to do 
i t "  sort of thing . 

( TF . 1 ,  Interview , 6 . 6 . 84 )  

The teachers also  perceived a contribution to c las s room 

behaviours and interact ions where the adult  s tudent input was expected 

to differ from that of the pupils : 

It 's  good for me, as  an adul t, to know there 's  ano ther 
adul t in the room tha t you can associate  wi th in a common 
age bracke t .  The [ pupils ] themselves are not tha t much 
younger than him, but we class M. S as an adul t whereas we 
class the pupi ls  as chi ldren . You can talk to M. S, you 
can talk to the pupi ls, but you always feel freer when 
i t ' s  an adul t to talk to an adul t .  They tend to 
respec t your knowl edge a lot  more and your age they 
respec t because a lot  of adul ts see age as knowl edge . 



They have a real ly settling influence on a class . 
Particularly if there 's any pupils  who are not ma ture, for 
instance . Then, the adul t students tend to bring them 
back into l ine wi th their qui e t, efficien t  way of ge tting 
on wi th the job . 

( TM . 2 ,  Interv iew, 6 . 6 . 84 )  
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The overall  perception of  the adult student a s  be ing more 

' enthus iast i c ' and ' hard working ' had consequences for classroom 

pedagogy , particu larly involv ing ' wa s ting time ' 1n c las s : 

I think . . .  I seem more conscious if someone else 1 s  
stuffing around and was t ing time . I 'm more conscious tha t 
there 's  someone in the class whose time is  val ua b l e  and 
tha t their time is being was ted.  So, if ano ther pup i l  i s  
messing round and disturbing the class I 'm more l ikely to 
jump on them ra ther than just l e t  i t  ride and wind down . 

I think I make a more conscious effort to make in 
every lesson some thing posi ti ve come out of i t  - I push 
learning through more,  or the con tent through more . 
Again, because I thinlc they ' ve [ adults ] gone to a l o t  of 
sacrifi c e  to be here . . . . 

( TM . 1 2 ,  Interv iew, 1 2 . 6 . 84 )  

In this sense , teacher expectat ions of  the adult s tudent exerted a 

direct influence on classroom procedures ,  as well as this indicating 

the differential percept ions the teachers held of the adul t  student 

and pupil g roups . 

The maj or ity of teachers 

adult student would provide 

also  reported an expectat ion that the 

a useful  ' role model ' for the pupils  1n 

terms of class room ' behaviour ' and in attitude s towards work : 

It 's  al ways good to have studen ts who have a real interest 
in l earning instead of having to ba ttle  wi th them to ge t 
them to wri te things down [laugh } .  Their a tti tude 
to work is always a fai rly good pa ttern for o thers to 
fol l ow. I think seeing adul ts, for some of them [ pup i l s ] 
anyway, makes them think a bi t about what  they are doing 
themsel ves . The realiza ti on,  perhaps, tha t they migh t  not 
wan t  to come back to school when they are 20, 25, 30 . 

( TM . 4 ,  Interview ,  7 . 6 . 84 )  

Whi le mos t  teachers saw thi s  ' model ' a s  one o f  a s s imilation 

whereby pup ils  would observe the ' harder working ' adult s tudent , there 
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were others who made specific  reference t o  the differences when 

dealing with pup i l s : 

When some ki d comes up to me and says "M. S go t a good 
resul t "  I just talk qui etly to them about determina tion 
and tha t, probably, for both M. S and F .  16, thi s  may be 
their last chance to get qual ifi ca ti ons . Then, I can say 
tha t they [ adult s ] are real ly making the most of the 
chance . 

( TF . 1 1 ,  Interview, 1 1 . 6 . 84 )  

Not only did the classroom teachers draw upon the ' enthus iasm ' of 

the adult students 1n the clas s room context but they also util ised the 

' wider experience ' difference . TF . 9 ' s  comments illus trate thi s : 

In my Sixth Form class, the benefi t tha t I see is  tha t,  
when I try to introduce a l i ttle  discussion . . .  the personal 
opinions tha t I gi ve as an adu l t  come across as the 
teacher 's opinion . Now, if I have o th er adul ts backing me 
up from their experi ences, the opinion I 'm offering is 
from my experi enc e  as an adul t, no t from wha t  I ' ve l earn t  
in textbooks a s  a teacher. We had one lovely thing. 
I was on my high-horse about women 's  l i bera tion and sai d  
words to the effe c t  tha t "You ' ve been conned into the i dea 
tha t mo therhood is the highes t thing tha t a woman can 
attain . Bu t,  i t 's no t l ike tha t a t  a l l . Bab i es tha t are 
pink-faced in prams and all  lovely and sweet-smel l ing in 
fac t  half the time are being sick and dirtying their 
nappies ! ". Of course,  then, my adul t students were able  
to  chip in  and say "Yes " .  I can remember F.  1 9  
saying "My daughter just howl ed every night for the first 
two years and I didn ' t  have a who l e  night 's  sl eep ". I 
think tha t  sort of realism from o thers, not just me, 
really does provide a good educa tional experi enc e  whi ch I 
couldn ' t  produce on my own, or, a t  l east not as 
effec tively . 

( TF . 9 ,  Interv iew, 8 . 6 . 84 )  

In terms o f  maturity , background , experiences , enthus iasm for 

work and possess ion of  set 

students to be markedly 

goals , the 

different 

teachers expected the adult  

from the schoo l-aged pup i l s , a 

difference they frequent ly acted upon 1n the classroom context . As 

such , these expectat ions and the ir outcome s ,  in terms of p ractice , 

contr ibuted towards the different iat ion be tween the adult  student and 

pupi l  groups . 

For their part , the adult students also spoke 1n terms of  a 

' noticeable ' difference between themselves and the pup i l s  as to 
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' enthu s iasm ' and ' experienc e ' and how as adult s tudents they could 

make a ' po s itive ' contribution to the classroom context and content . 

A further aspect of  differential treatment by teachers  concerned 

those instances  where it was reported neces sary to ' curb ' the 

enthus iasm of the adult  s tudent �n favour o f  eliciting pupi l  

contributions i n  the classroom . TF . S  remarked upon this : 

I think I 'm always aware tha t I have to balance their 
[ adult s ]  con tribution wi th others - tha t sometimes their 
enthusiasm is  a l i t tl e  overwhelming for the o ther Sixth 
Formers . And, also,  of course, their responses are 
tha t much more ma ture and sometimes i t  means tha t o ther 
members of the class fee l  a l i ttle  insignifi can t - or, as 
if  they haven ' t  go t anything to talk about .  So, 
i t 's just a ma tter of being aware of tha t and keeping the 
contri bu tions balanced.  It is sometimes necessary, for 
tha t, to concentra te the questions on the pupils  to an 
extent to 'overlook ' ,  as i t  were, the adul t students 
who, because of their ma turi ty, can accep t  tha t .  

(TF . S ,  Interview, 2 3 . 1 1 . 84 )  

Thi s  as sumption o f  adult s tudent ' acceptance ' o f  such different ial 

treatment was not supported in certain ins tances .  Some adult  students 

reported cons iderab le dissatis faction with being ' overlooked ' in this 

manner :  

Another thing whi ch real ly pisses me off about teachers is  
when they ask a question in  class bu t never ask you the 
answer ! You can si t there and be the only one wi th your 
hand up and they know you can answer i t  bu t they ignore 
you ! My Biology teacher [ TF . 9 ] , she real ly 
apprecia tes me in the class, bu t even she wi l l  ask someone 
else to answer the question even when I cal l  out the 
answer ! 

( F . 1 5 ,  Fieldnote s ,  20 . 3 . 84 )  

At least  in one case , this pract ice o f  the teacher ' discriminat ing ' �n 

favour of the pupils  appeared to contribute to a decis ion not to 

answer questions : 

I never pu t my hand up in class . I think i t 's  s tupi d  to 
pu t it up ! I jus t refuse to put my hand up in 
class . Even if I know the answer I 'm not going to wave my 
hand around and look s tupi d  or l e t  them ask someone else . 

( F . 1 3 ,  Fie ldnotes , 20 . 3 . 84 )  
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The maj ority of adult  s tudents reported that they were consc ious 

of  the fact that their  ' greater enthusiasm '  and ' knowledge/ experience ' 

could result  1n them being seen by pup i l s  to ' dominate ' the les sons . 

As a consequence of them not intending to convey such an imp re s s ion,  

mos t  adult students noted that they usual ly waited unt il  no pupi l  had 

responded to a quest ion before seeking to contribute an answe r . 

I t  1 s  evident , then , that the c lassroom teacher s  held a numbe r  o f  

general expectations regarding the adult students which they perceived 

as differentiating the adult from the school-aged pup i l . On the basis  

of  such expectations , the teachers sought different contribut ions from 

the respective groups , and app lied differentiated p ractice s . These  

factors contributed to the e s tab l ishment of ' boundaries ' between the 

adult  student subculture and that of the pup i l s . 

A further group of  different iated expectations and practices  was 

evident in the approach of the clas sroom teachers to the issues of  

attendance . 

4 . 2 . 2  ATTENDANCE 

The classroom teache r s ,  not unlike the Dean , viewed the attendance 

patterns of  the adult s tudent s with some concern .  In particular , the 

teachers noted that frequent absences could preclude an adult  student 

from eligibility for examinat ion entry and severely detract from the 

acqu i s ition of content deemed nece s sary for examinat ion succes s .  All  

the c lassroom teachers reported this  as one of the central ' is sue s ' 

involving adult student s ,  and as a maJ o r  different iat ing feature 

between the adult student and pupi l  group s .  

The teachers reported that they did not requ1re the adult student 

to comply with the same attendance requirements as the pupils . While  

the pupil was ' compe lled ' to attend clas s ,  the adult  student was not .  

This difference was justified by the teachers on the bas i s  of the 

s tudents '  age , status and out s ide s choo l  commitments .  

All class room teachers c ited ins tances where adult s tudents had 

been unab le to attend class  due to j ob commitments : 



. . .  they [ F .  1 6  and M .  5 ]  come to me sometimes and say "I 
can ' t  turn up because of work commi tments " .  M. 5 wi l l  turn 
up late  because he 's been on night  shift and has sl ep t  in . 

( TF . 1 1 ,  Interv iew, 1 1  . 6 . 84 )  
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This  was seen by the teachers as  one of the maj or  ' prob lems ' facing 

the adult  student . Many of  the teachers cons idered that the need of  

such s tudents to  work 1n  order to finance the ir return placed an 

additional burden upon them, and one which not only produced 

attendance p rob lems but detracted from the time avai lable to undertake 

schoo l  work . Other problems also  contributed to the student s ' 

absences and these  were seen by teachers as  appl icable only to the 

adult s tudent and not the pup i l . TF . S  comments s t re s s  the problems 

faced by women students with children : 

Often children - smal l  chi l dren babysi t ting problems . 
Problems of lack of money. Jus t  to even ge t here - can 
they get a babysi t ter, can they afford a babysi t ter, can 
they afford the car to ge t here - because i t 's time, very 
often,  and they 're sandwi ching in dropping off kids, 
coming here . The probl ems of, when they ge t home a t  the 
end of the day and want to study, they ' ve go t to be 
'mums ' .  So, they are sharing a double  l oad - a t  
l east - in tha t  respec t .  

( TF . S ,  Interview ,  7 . 6 . 84 )  

Because o f  these and other difference s  between the s tudents and 

pup ils the teachers adopted practices and policies  which 

different iated between the two group s . Whi le pupils  were required to 

exp lain absences , and sanc t ioned if they could not , the adult  students 

were ' expected ' to  report reasons , out of politenes s ,  but not required 

to nor sanct ioned for either excuses  or absences . 

In the v1ew of some teachers , the pupils  in general ' accepted ' 

this different iation in terms of  attendance obligations : 

Mos t  of the pupi ls a t  my Fifth Form level rea l ise there 
are certain people around the school ,  who are there under 
special circumstances and aren ' t  subjec t to the same forms 
of discipl ine or the same requiremen ts of a ttendance .  
It 's  not really me tha t  has to accept  i t - i t 's the rest 
of the class - and they seem to accep t  i t  very wel l .  

( TM . 1 6 ,  Interview ,  2 1 . 1 1  . 84 )  
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On  the other hand , teachers  and adult students reported that pup i l s  

seeing an adult student ' free t o  come and go ' at wil l ,  might b e  

justif ied 1 n  harbouring some resentment . This appeared to underp in 

the fact that many teachers  reported having exp lained to their  pup i l s  

that adult s tudents ,  due to factors  of  age , s tatus and outs ide-school  

commitments differentiating them from pupils , were not  ' required ' to 

maintain regular attendance . 

Besides s choo l  attendance , there were differences  1n the 

teachers ' expectat ions concerning o ther aspect s  of  school  work 

requirements .  For instance , many teachers reported having granted 

extens ions of t ime for a s s ignments to the adult students as : 

Many of them have fami l i es, jobs, and tha t makes i t  hard. 
Tha t 's - yeah - tha t 's  some times where the o ther kids ge t 
upset too . If you ' ve go t assignmen t deadl ines and things 
- often i t 's  not feasi b l e  for them to meet  them, righ t on 
time, because they ' ve go t other commi tments .  So you gi ve 
them extensions and the kids ge t annoyed .  So, then 
you tel l them [pup il s ]  to "Go and do a job, bring up three 
kids, and, a t  the same time, try and get your assignmen ts 
zn on time - and see how you go ! "  [laugh} . They see the 
point then . 

( TM . 1 5 , Interview ,  1 8 . 6 . 84 )  

The adult students were also g 1ven g reater ' flexib il ity ' of 

attendance in terms of the ir presence at particular lessons . The 

teachers reported s ituat ions where 

. .  
·
. if i t  was just a s tudy-Period I would no t requzre them 

to be here . It 's  partly a desire no t to was te their time . 

( TM . 1 9 , Interview , 2 1  . 1 1 . 8 4 )  

Alternat ively , the teachers , o n  occas 1ons , allowed the adult  s tudents 

to  leave the classroom prior to the end of the Period : 

. . .  some times, the l esson migh t finish a li t tl e  bi t early 
and I ' ve known adul ts to go whereas pupils are no t free 
to go . So, you 've go t doubl e  standards some times . I know 
tha t and I have to explain it to the kids and tha t they 
have to see that  doubl e s tandards are operating. 

( TF . S , Interview, 7 . 6 . 84 )  

There were also situat ions where the adult students would take 

action themse lves and leave a les son . M . 1 6 ' s  teachers  noted instances  
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where , shortly after the s tart of  a lesson,  having ascertained lesson 

content , he 

. . .  walked out of the classroom a couple of times - when 
we ' ve been doing revision for these exams whi ch he doesn ' t  
see a s  applicabl e to h im so he 's  gone for a walk. I think 
i t  would be a courtesy if he asked me and if he stuck out 
the Period. Or, he could come along and ask before wha t  
we were doing thi s  Period and ask to be excused. 

( TM . 8 ,  Interview, 7 . 6 . 84 )  

In such a s ituation, i t  can b e  sugge s ted that the pupils  would see the 

adult  student be ing permitted to leave at wi l l  and not being required 

to provide any explanation nor subject  to any form of sanctions . M . 1 6  

was the only adult student to adopt such an overt  practice ,  and to 

report leaving c lasses  near the start of  the les s o n .  The more usual 

pract ice was to leave once the les son had reached a ' conc lus ion ' in 

terms of content but not t ime : 

Some times, if we are all  jus t doing something in class 
like finishing an experimen t or something, and i t 's  ten 
minu tes before the end of the lesson . I ' l l  just go and 
qui etly leave, whereas ,  if I was a pupil  I 'd have to  si t 
there and look a t  the clock. I jus t feel I can use my 
time more efficien tly as  an adul t studen t .  

( F . 32 ,  Interv iew , 1 1  . 9 . 84 )  

Like their teachers , the adult  s tudents adopted a v1ew that thei r  

time was ' wasted ' 1 n  part icular c las s room s ituations according t o  

les son content . This  viewpo int was more evident towards the end of  

the year when the maj ority of  adult students ,  e ither at the sugges t ion 

of teachers or more commonly at the ir own ini t iative , adopted a 

strategy of not attending classes . Even those  who had almos t  

cont inuous attendance during the early s tages of the year reported 

that the ir ab sences were due to this factor : 

. . .  qui te a few of the times I ' ve missed there 's been 
nothing happening a t  school . I don ' t  wan t to be 
there - because i t 's  a waste  of time . . . . I didn ' t  mind 
at all  in the beginning of the year because class-time was 
valuable  and we were learning i t .  Now, we jus t seem to be 
ki ll ing time to the exams - might  just as wel l  do tha t a t  
home and get some thing worthwhile  done [ housework , 
mentioned earlier ] a t  the same time [laugh ] .  

( F . 30 ,  F ieldnote s ,  6 . 1 1  . 84 )  
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Yet another differentiat ing factor was that teachers would not 

require an adult student to remain with a class  kept in over time . 

Such s i tuations were infrequent , although there were occas ions where 

the teache r reported admoni shing the entire c lass during a lesson . In 

these  circumstances , the teachers  as sumed that : 

You ' ve s t i l l  go t to go ahead and carry out the discipl ine 
and I think the average adul t s tudent is ma ture enough to 
real ise tha t they are not  the one who lS being talked 
about .  

(TF . 3 ,  Interview, 2 1 . 1 1  . 84 )  

Here again , the adult s tudents were perceived b y  the teachers in 

a manner which implied the i r  differentiation from the pupi l  g roup . 

The adult  s tudents did note that they were aware that such 

disciplinary comments 

found this personal ly 

number  of  the adult 

were not directed at 

embarras s ing . An 
students 1n TM . 1 9 ' s  

them, neverthe le s s ,  many 

examp le occurred whe re a 

History class  recounted 

situations 1n which the teacher ' admonished ' pupi l s  sent to him by 

other teachers . F . 1 0  commented upon this  s i tuation : 

It worried F. 24 if he [ TM .  1 9 ]  sai d  "I ' 1 1  cane you " or 
something l ike tha t .  She used t o  get a bi t nervy and say 
"I don ' t  think he wi l l �  but  I 'm not going to s tay here if 
he does " .  But I knew him from last year and knew he 
woul dn ' t  cane them . . .  i t ' s  just unfortuna te tha t i t  had to 
be our His tory class [laugh } .  Tha t  [ adults  present ] 
could have been very bel i t tl ing for the chi l d� real ly, 
when you think about i t . 

( F . 1 0 ,  Interview, 4 . 1 2 . 84 )  

A s  well  a s  the imp lied different iations concerning discipline , i t  

can b e  suggested from this that becoming an adult  student also 

involved the ability to ' di s tance ' one self from discip linary act ions 

undertaken by teachers in the c lassroom context to the extent of 

remaining ' uninvolved ' and cop ing with the embarras sment . 

4 . 2 . 3  OUT-OF- CLAS S INTERAC T I ON 

In-class  interaction between the adult s tudents and their  

teachers was 

interaction . 

typically formal and akin to the pupil/ teacher 

A more adult to adult interchange did exi s t  in certain 
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specific circums tances .  I n  these s i tuations , both adult s tudents and 

teachers reported that they had conversed following a class  o r  during 

a break or free Period . Such conversations were held to be 

adult/adult 1n terms of  interact ions and relationships and perceived 

by teachers and adult s tudent s to be qua l itatively different f rom that 

which might occur between pup i l s  and teachers , even in s imilar 

circumstances . TM . 1 9 ' s  comments  i llus trated this : 

Sometimes� a t  In terva l �  you migh t  b e  talking to a few and 
say "How are things going ? "  and then they migh t  talk about 
their chi l d  who has a reading problem� or something l ike 
tha t .  So� I have found tha t�  if their class is  fol lo wed 
by Interval or Lunch� and they are� perhaps� cha t ting 
amongst themsel ves� and the rest of the kids have gone� 
then I some times establ i sh - you can feel a differen t sort 
of a tmosphere then . Then� defini tely� i t 's not  a 
teacher/s tudent thing - they play the role  very wel l  in 
class, and when the kids have gone when they are 
l ingering after class - then the rol e 's gone - i t 's  just 
peopl e having a cha t .  

(TM . 1 9 ,  Interview, 2 1 . 1 1 . 8 4 )  

This v1ew of  a qualitat ively diffe rent relat ionship exi s ting in 

s ituat ions outs ide the clas sroom,  or at leas t in the absence o f  the 

pupils , was common among the teachers : 

I fel t very much tha t i t  did me good.  It gi ves another 
form of conversa tion separa ted from teaching. I 
guess i t  makes for a more fri endly relationship - a t  l east 
outside class .  In the class i t ' s  pre t ty much a 
teacher/student rel a ti onship� outside i t 's  more an 
adul t/adul t rela ti onship . So� i t  does vary on the 
si tua tion .  

( TF . 9 ,  Interview ,  30 . 1 1  . 84 )  

For TM . 1 6 ,  this adult/adult  inte raction outs ide the c las sroom 

context was not only different from that poss ib le with the pup i l s  but 

also ' neces sary ' for the adult student : 

. . .  wha t  I sai d  earl i er was tha t  they have made a 
courageous move they have dis tanced themsel ves from 
their own peer group - the adul ts� then� may wel l  stay 
behind after class as a re-es tabl i shment of the vari ous 
roles they have� and� I think� probably tha t 's  her [ F . 1 4 ] 
re-es tabl ishment - or any adul t student - re-establishing 
the rapport between adul ts . I think tha t 's  very 
important for them - so� I ' ve go t the time to do tha t .  
You never get tha t from ordinary students [ pupils ] - not 
in the same sense .  Wi th the pupi l s  the roles are cl early 



establ i shed - they may come up to you but i t ' s not 1n the 
sense of ' two adul ts ' toge ther . 

( TM . 1 6 ,  Interv iew, 2 1 . 1 1  . 84 )  
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One qualification teachers  p laced on  this type of interaction was 

that it was ' appropriate ' only in s i tuations where the pup i l s  were not 

present . Some teachers emphas ised the need to maintain a 

student/ teacher relationship within the classroom ,  res t ricting the 

adult/adult interact ion to other s i tuations . Incident s  were c ited by 

some teachers where an act ion by an adult s tudent , perhaps appropriate 

within an adult  to adult relationship , had c reated difficulties when 

it occurred during a les son . TF . 1  e laborated on this when referring 

to an experience from a previous year : 

She was ac tual ly my first adul t studen t .  Al though 
she was very sweet and worked very hard, she was a Dutch 
lady and had problems wi th her - her first tongue was 
obviously Dutch - and she was just very exuberan t .  She 
used to actual ly yel l  out  in c lass [laugh] . I had a top 
stream Engl ish Fifth Form and, of course, they used to 
' break-up ' a t  some of the things she said because of the 

way she said i t, you know, and i t  used to annoy me 
some times . I can remember being real ly angry wi th them 
because I 'd gi ven them some thing to do and they 'd  done i t  
very poorly. Anyway, I ran ted a t  them for about fi ve 
minu tes . I mus t  have l ooked rea l ly angry, and they were 
real ly qui e t .  Then, she pu t her hand up and I said 
"Yes ? ", and she said "Do you know tha t you l ook bea u tiful 
when you ' re angry ? ". I coul d have ki cked her - I rea l ly 
coul d - i t  jus t comple tely des troyed the who l e  a tmosphere 
in the class . I may as wel l  not have said anything to the 
kids [laugh] . 

· 

(TF . 1 ,  Interview, 6 . 6 . 84 )  

While all teachers reported o n  adult/adult  interact ions , i t  was 

apparent that some were 

TF . S ,  TF . 9 , and TM . 1 9  

more invo lved than others . In particular , 

were more frequently approached by adult  

students .  Similarly , not all adult  students were as likely a s  others 

to engage in thi s form of interaction ( for example , F . 1 0 ,  F . 4 , and 

F . 30 were more often involved than , for ins tance ,  M . S or  F . 1 6 ) . There 

was also some sugge stion of a pos s ib le ' age factor ' 1n that the 

teachers reported such interactions occurring primarily with those  

students in  the ' older ' age group . 

Overa l l ,  this type of interact ion between teachers and adult 



235  

students outs ide the c lassroom context was somewhat dependent upon 

the individuals involved . However ,  the potential for such interaction 

was ,  by definition, res tricted to adult students thereby reinforcing a 

further difference between the s tudents and the pup i l s . Many o f  the 

teachers were wil l ing to devote cons iderab le time to such interact ion , 

and viewed it as  being ' necessary '  for the adult s tudents . 

4 . 2 . 4  TEACHE R / STUDENT CONFL I CT 

Throughout the present inve stigation, adult s tudents and teache r s  

expres sed ' satisfaction ' with their relat ionships and interact ions . A 

typical instance of  the general form of  teacher comments on adu l t  

students is provided by TF . 1 3 : 

There 's always been a good rapport between the adul t 
students and Staff. We ' ve appreci a t ed their presence .  
But there 's  always the odd one out who gra tes a l i ttle  bi t 
on someone 's  nerves [laugh], or has made herself or 
himself persona non grata at times . . . but, nevertheless, 
the contri bution has been tremendous . 

( TF . 1 3 , Interview,  1 3 . 6 . 8 4 )  

The general consensus among teachers  was that the adult s tudents 

were ' more than we lcome ' and that ' more ' should be encouraged to 

return to schoo l .  Simi larly , the maj ority o f  adult s tudents reported 

generally favourable re lat ionships with their  teachers . 

of  F . 1 0  were typical : 

The comments 

I found them real ly good thi s  year.  
problems wi th them. I found they 
fri ends, real ly, than teachers . 
supportive and everything . 

I didn ' t  have any 
turned more to be 

I found them real ly 

( F . 1 0 ,  Interview , 4 . 1 2 . 84 )  

While this was the case 1 n  general ,  there were ins tances  dur ing 

the course of the year where ' conflict ' s i tuations arose  between adult  

s tudent s and teachers . The term ' conflict ' is  u sed in  this context to  

include situations where at least  one party reported some ' anger ' over 

the events and where both part ies were aware of the s ituat ion . Thi s  

definit ion excludes  those  inc ident s where , for examp le , an adu l t  
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student pas sed some critical comment regarding a teacher who remained 

unaware of the event . 

Before proceeding to elaborate further ,  it 1 s  appropriate to note  

that the se conflict s ituations were relative ly rare 1n the pre sent 

research . Indeed , only three such incidents were reported during the 

course o f  the year . While not denying the importance o f  these  to 

those involved,  nor the impact they had upon aspects of  the 

experiences  of becoming an adult  s tudent for these individual s ,  thi s  

small  number  of incidents doe s  not appear to war rant detailed 

commentary at this point . The case studies of the se  s i tuations are 

provided 1n Appendix E ,  and discuss ion here wil l  focus upon the 

general aspe c t s  of such conflict . 

The first  conflict  situat ion involved F . 1 5  and , o f  the three , 

precipitated one of  the crit ical inc idents of the year  when, early 1n 

Term Two , she b rought to the attention of the Princ ipal a number  of 

matters over which she was ' angry ' . The basis of F . 1 5 ' s  comp laints 

concerned the point that she found it difficult to manage her schoo l 

and external commitments due to the t ime she was devoting to one 

subject . F . 1 5  then withdrew from this subject  early in the year ,  an 

action which subs equently contributed further to the conflict  

situation . At  enro lment , the Dean had informed F . 1 5  that only two 

subjects  were required for her goal of entry to univers ity , whereas 

she actual ly needed four be ing under the age of twenty-one . When this 

was ' discovered ' by F . 1 5 , she became critical  of the lack of guidance 

she was given , and this added to her initial concerns over the amount 

of work she had been expected to undertake in one parti cular subj ect . 

As wel l ,  F . 1 5  was also critical of certain teacher prac t i ce s ,  such as  

the ' lack of contro l ' one teacher maintained in c la s s .  Armed with 

these  issue s ,  F . 1 5  confronted the Princ ipal . She left s choo l shortly 

afterwards indicating that matters  could not be resolved to her 

satisfaction . 

The other two incidents each invo lved a s ingle teache r  and 

student in a conflict situation . One of these  students ,  F . 1 4  on one 

occas ion went to school for her sole class  of the day to find the room 

empty, later determining that they had moved location . The following 

day, F . 1 4  brought the matter to the teacher ' s  attention in front of  
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the entire c las s . The teacher v iewed this as  ' inappropriate ' i n  that 

it was an adult/adult  form of critic ism and should not have been 

conducted with pupi l s  present . Having strongly expressed her 

disapproval of 

cons idered the 

the teacher ' wa s ting he r time ' , both F . 1 4  and TM . 1 6  

i ssue closed . In the third situation, F . 1 6  reserved 

her criticisms of TM . 1 S ' s  ' sexi s t  and anti-gay j okes ' to out s ide the 

· classroom . F . 1 6  first  informed the teacher after the class  then 

followed this with a letter ( see Appendix E )  detailing her obj ections 

to the teache r ' s  practices . The outcome of this was that the teacher 

accepted F . 1 6 ' s  case as  ' completely val id ' and subsequently reported 

to the researche r  that his practices  had altered as  a result of this 

interchange . 

These three inc idents show that some adult s tudents were  both 

wi ll ing and able to question practices and policies and attempt to 

effect changes . 

SUMMARY AND D I SCUS S I ON 

The class room teachers contributed to the integrat ion of  the 

adult student into the overall s choo l culture and at the same time 

influenced the development of an adult  s tudent subculture . 

The preceding discuss ion noted that the adult  students adopted 

the use of a formalised form of addre s s , generally referring to their  

teachers by  t i t le and surname . In s o  doing , the adult  s tudent s 

adopted , and appeared to accep t ,  as  ' appropriate ' the same form of 

address  for the i r  teachers as did the schoo l-aged pup i l s . Thi s  

formalised form of  address  was seen b y  some adult students as  directly 

contributing to the maintenance of a form of ' pupi l/ teache r ' 

relationship between them and the i r  teachers . As such, thi s  as s is ted 

in the proces se s  of integrating the adult  student into the s choo l  

culture in a pos it ion within the hierarchy of re lationships s imilar to 

that of the pup i l s . 

Adult students and teachers  also  reported thes e  forma li sed 

teacher/student re lationship s wi thin the classroom context . The 

' policy ' of the teachers  appeared to be to treat pup i l  and adult  
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s tudent a s  be ing the ' same ' ,  t o  s e e  both as  being ' part ' of  the c las s . 

The maj ority of teachers  saw this as  both ' de s irable ' and 

' preferable ' ,  while adult  students reported the outcomes in terms o f  

it promoting a sense o f  ' belonging ' .  Overal l ,  there was a general 

consensus ,  among teachers and adult s tudents ,  that there should not be  

any great extent of differentiation between pupil  and adult s tudent �n 

terms o f  the clas s room re lationships . Even 1n some aspects  o f  

discipline , adult students and pupils  were t reated 1 n  the same manner .  

It  was also reported that the Schoo l  Reports for the adul t  

s tudents exhib ited a marked simi larity to those of  the pup i l s , 

certainly in the extent that both contained teacher comments addres sed 

mainly in the third person . 

Through such teacher effects , the adult  s tudent was integrated 

into the schoo l  culture , and treated 1n an equivalent manner to the 

pup i l s ,  particularly within the c las sroom context . 

The foregoing discu s s ion has also illuitrated that the teachers 

perceived adult student s as be ing ' more mature ' ,  ' more enthusiast ic ' ,  

' mo re experienced and knowledgeable ' , and as having ' more we l l-defined 

set goals ' compared with the pup i l s . In part icular , the adult  s tudent 

was considered to have a ' settling influence ' in terms of c las s room 

behaviour , to provide a source of ' other adul t '  op inion and knowledge 

to supplement that of the teache r ,  and to act as a ' ro le mode l '  for 

' de s i red ' behaviours and work habits . 

s tudent required accepting such 

expectations and be ing wil ling to ' ho ld 

clas s room . 

As such , becoming an adult  

differential treatment and 

back ' from dominating in the 

The teachers differentiated between the pupils  and adult s tudents 

1n terms o f  attendance requirements .  I t  was noted that the teachers  

adopted a po licy of ' flexib ility '  govern1ng adult s tudent attendanc e ,  

whi le the pupil was ' required ' to attend all classe s . The s e  

differences 1 n  attendance ob ligations clearly indicated a subculture 

' boundary ' between the pup i l s  and the adult  students .  

Becoming adult students also invo lved being ab le to accept that 

general disciplinary comments were not neces sarily directed at them . 
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I t  was suggested that the adult s tudents were required to ' dis tance ' 

themselves from dis c iplinary act ions �n the classroom context , even 

when they . found the s ituation personal ly embarrass ing . 

While  the se differentiating effects were located within the 

classroom context , it was also  evident that a more adult/adul t  form of  

interaction occurred between teachers  and adult s tudent s . This 

usually took place outs ide the c lass room and p rovided a fur ther 

example of  the differentiat ions between pup ils  and adul t  s tudents . 

Although relatively infrequent , conflict  s i tuations did arise  

between adult student s and staff members . As wel l  as  demons t rating a 

further factor in the differentiat ion between pupil and adult  student 

in terms of the form such conf l i c t  took, the accounts provided in this 

thesis  indicate the ' power ' of those �n control to define the 

' appropriate ' behav iours ' acceptable ' within the social context . In 

the conflict  s ituations described , it was apparent that ' change ' was 

more like ly to occur where the interact ion was adult  to adult  and 

occurred outs ide the classroom . However ,  even under these  general 

conditions , there remained the pos s ibility - as with F . 1 5 - that the 

' case ' could be ' dismis sed ' on the grounds of the form be ing 

' inappropriate ' regardless  of the ' accuracy ' of the concerns . 

Certainly, this particular inc ident c learly establishes the point that 

if the conflict  cannot be re solved , the mos t  viable  option for the 

student is to withdraw from the s i tuat ion . 

Overal l ,  the c lassroom teachers contributed to the processes  by 

which the adult subculture was different iated from the pup il group 

and , through the ir  policies and practices , as s i s ted in es tablishing 

the ' boundaries ' between the g roup s . 

Thes e  two processes of integration and different iation, then , 

were the outcome of a variety of  influences as  the individual 

underwent the exper�ences of  becoming an adult · s tudent . Thes e  

influences  stemmed from the individual student , the social  context of  

the schoo l ,  and the interact ions among the various people involved . 

The result saw the student , at one and the same time , become ' part ' of  

the overall schoo l  culture , and a member of the differentiated adult  

student subculture . 
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In the section to fo llow , the discuss ion wi ll  focus exp lic i t ly on 

the adult subculture ' in action ' as the s tudents encountered various 

Decision Po ints dur ing the processes  of becoming adult  students . 

P a r t F i -v e  

D e c i s i o n. P o i n t s  

The second re search obj ective for the present inve s t igation 

focus sed on deriving an account of the processes  invo lved in becoming 

an adult student . The preceding sect ions have presented a discuss ion 

of the influences upon this process  which s temmed from the fac tors  of 

Returning to School ,  School Policy,  Adult  Status and the Role of the 

Dean, and through the adult student being In The School and In  The 

Classroom . Before introducing and discu s s ing the next aspect of the 

processes  and exper1ences of becoming an adult student it  l S  

appropriate to recap itulate briefly . 

Becoming an adult student has been taken to be an ongo 1ng 

proces s ,  comp lex and dynamic ,  and multidimens ional ,  invo lving the 

interp lay of biographical , contextual ,  and interactional factors . The 

ma1n concern here has been with the effects of such factors of 

inf luence . 

I t  has been noted that the adult  s tudent s came to the s chool 

already in pos s e s s ion of a pr1or background and experience whi ch 

directly imp inged upon the processes  they underwent in the s choo l  

context . Furthermore , this  ' external ' s i tuat ion was in itself ongo ing 

and not only an inf luence upon the ir exper 1ences in schoo l ,  but also  

influenced by  the ir  re turn . This  background was clearly evident in 

terms of the goals he ld by the adult s tudent s ,  as we ll  as  the ir  

pe rsonal circums tances and predispositions towards schoo ling . 
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While the decis ion to return to s choo l  may have been taken some 

t ime pr1or to actual enro lment , it was the act of enrolling at s choo l  

which is  held to have ini t iated the proces ses o f  becoming an adu l t  

s tudent . Once entry , 1 n  accordance with s choo l  policies  and 

pract ice s ,  was obtained the individual was inducted , over t ime , into 

the s chool  culture and came to ' occupy ' a ' ro le ' and status at least 

s imi lar to the schoo l-aged pupil s . Thi s  has been termed the p roce s s  

of  integration . 

The proce s s  of integrati on was influenced by a variety of  factors 

which were both interrelated and interactive . For instance , the adu l t  

s tudents were inducted into the schoo l  partly a s  an outcome of thei r  

prior exper iences and predispositions , along with the ' fami l iarity ' o f  

the environment , ' s imilarity ' of appearance and the interactions with 

others in the social contex t . The preceding discu s s ion i l lustrated 

the effects 9f both the Dean and Classroom Teachers . The Dean s ought 

to place adult student s 1n sen1or classes  reflecting a general 

percept ion among the s taff that pupils  at thi s  level were mos t  

' s imilar ' t o  adult students 1n a numbe r o f  characteristics , thereby 

' easing ' integration . In the clas s room context , the teachers gave 

emphas i s  to the ' approp riate ' role relat ionship being one of  

teacher/student , rather than adult/adult . As  an outcome of these  and 

other effect s ,  i t  was noted that the adu l t  students became 

' identified ' ,  and responded to , as ' part of the class ' ,  occupying a 

s imi lar pos ition and role within the hierarchy of relationships to 

that of  the school-aged pup i l s . 

The processes  of becoming an adult s tudent were also influenced 

by the es tablishment of an adult student subculture which identified 

the students as different . D i s cuss ion has indicated the ways in which 

both the Dean and Classroom Teachers implemented policies  and 

practices  which gave empha s i s  to the ' difference s '  between adu l t  

students and school-aged pup i l s . I t  was repo rted that s taff members 

allowed adult student s cons iderab le ' flexibility ' 1n terms o f  

attendance obligations , whereas pupils  were requi red t o  attend all  

classes  and subject  to  sanct ions if they did  not comply .  Thi s  freedom 

from attendance requirement s was both necessary to the adult student 

and an integral component in the definition of adul t  student statu s . 

Furthermore , Dean and teachers he ld different expectations for the 
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pupils  and adult s tudents which p rovided the bas i s  for  differential  

contributions from ,  and treatment o f ,  the two groups in the classroom 

context . Both pup ils  and adu l t  students became aware of  these  

' difference s ' which led to the separation of ,  and e stab l ishment o f  

boundaries around , the adult s tudent subculture , perhaps mos t  overtly 

evident in the context of  the Adu l t  Student Commonroom . 

These , then , were the two central processe s  evident in the data 

presented to  this point . Thi s  is  not to suggest that the s e  were the 

only factors  invo lved in becoming an adult student , nor that the adult  

students were ' pa s s ive rece ivers ' of  an  imposed procedure . As  the 

data c learly indicate s ,  the adul t  s tudent s were act ive partic ipants 

and not the ' end-po int ' of s ome deterministic proce s s . The adult  

student s demonstrated both individualistic and idiosyncratic 

characteris tics  in the ir re sponse to  the processes  o f  integration and 

differentiation . In this context , discus s ion has indicated the 

importance of the ' self- identificat ion ' with t!1e status of adult  

student , an integral component to  the proce ss  of  becoming an  adult  

student whi ch could override the definit ions of  the s i tuation imposed 

by o thers . Becoming an adul t  s tudent , then,  was not merely a proces s  

o f  status ' attribution ' by s choo l  s taff and peers . S imilarly, it  was 

noted that individual s tudents underwent processes  of ' se lf­

evaluation ' of the ir return as  we l l  as deriving a ' se l f  compromi s e ' in 

terms of attendance patterns . Becoming an adult s tudent , in o ther 

words , is  the outcome of an ongo ing , interactive , proce s s , exhibiting 

individual variations of interpretat ion, cons truction, and 

participation . I t  1s upon these aspects of the processes  and 

experiences that the present sect ion is to focus . 

The following discuss ion 1 s  concerned with various dec i s ion­

making strategies  within imp inged upon the proces s e s  of becoming an 

adult student . These ' Decis ion Po ints ' are presented here in terms o f  

three basic  que s t ions : ' To D rop A Sub j e ct ? ' ;  ' To Attend S chool? ' ;  

and , ' To Become an Adult S tudent ? ' .  These , in turn , represent the 

notion of the adult student subculture ' in act ion ' . 
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5 . 1  TO DROP A SUBJECT ? 

The adult students made sub j ect cho ices based on c redential-based 

goa l s , in the maj ority of case s . Then, in consultat ion with the Dean ,  

a particular course of study was dec ided upon for each individual and 

they were allocated to both a part icular leve l and teacher and the 

year of s tudy was commenced . But it was only a matter  o f  a few weeks 

before some of the students dec ided to withdraw f rom cer tain subj ect s .  

Before embarking upon a discuss ion about thos e  who did drop a 

subje ct  it  is appropriate to note that the number o f  sub j ects taken by 

an adult  student represented a comprom�s e  between the goals they 

sought and the i r  external commitments . In the maj o rity of cases ,  thi s  

resulted i n  a s ituation where the adult student could not withdraw 

from a sub j ect  and still  achieve their goals : 

Tha t 's the main reason why I won ' t  drop 
doing - i t 's pointl ess, real ly, to drop 
wi th three and not get ting accredi ted!  

( F . 1 0 ,  Interv iew, 30 . 4 . 84 )  

any subjects I 'm 
one and ending up 

In terms of  such goals , the fol lowing general ' restrictions ' app lied : 

any adult  student required a m�n�mum of four Seventh Form subjects  to 

be eligible for Univers ity Bursary ; a m�n�mum of four Sixth Form 

subjects  were required to attain the ful l  qualificati on of University 

Entrance by either examinat ion or  accrediting ; if  aged under 2 1  

years , four U . E  level subj ects  were needed for entry to university ,  

two i f  ove r  2 1  years o f  age , and ; while single sub j e c t  pas ses  were 

availab le for School Cert ificate , four were generally assumed to 

represent the ' attainment ' of  the full qualification . 

The option of withdrawal f rom a sub j ect  was avai lable to the 

adult  s tudents ,  and some did so during the course  o f  the year . The 

focus �n the present section is upon those  students who dropped a 

subj ect , yet remained enrolled at school at leas t for some time 

afterwards . The one case where a student withdrew from her only 

subject  is  discussed �n a subs equent sect ion . 
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Certain general patterns c a n  be dis cerned about s tudents who 

dropped a subj ect - see , Table 20 . Firs t ,  adult students  tended to 

withdraw from only one of their  

them s t i l l  e l igible for the ir 

courses which, 

credent ial-based 

in most  cases , left 

goa l s . In thi s  

s ituation, retaining four S ixth Form level subj ects  meant that M . 4 ,  

M . S ,  F . 1 6 ,  F . 1 7 ,  and F . 23 had the required number to attain the ir  goal 

of Univers ity Entrance if  they were successful in the ir examinat ions . 

Simi larly, both F . 1 9  and F . 2 4 could . s t i l l  attain the ir goals  despite 

withdrawing from one of the ir two subj ec ts . The two except ions - M . 6 

and F . 1 5 - w i l l  be di scus sed short ly . According ly,  a dec i s ion to 

withdraw from a subj ect had l i t t le effect upon the goal s  the s tudents 

had set for themselve s .  

Code 
No . 

M . 4  

M . S  

M . 6  

F . l 3  

F . 1 5  

F . 1 6 

F . 1 9  

F . 2 3  

F . 2 4 

T A B L E  2 0  

Dropping Sub j ects 

Subject Dropped 
. 

Chemi stry ( 4 )  

Techn ical Drawing ( 4 ) 

Eng l i sh ( 4 )  

Geography ( 4 )  

Geography ( 4 )  

Mathematics ( 4 )  

Mathematics ( 4 )  

1\rt Hi story ( 4 )  

Economics ( 2 )  

Da te 
• • 

1 4 / 2  

29/6 

8/4 

27/2 

1 / 3  

2 7 / 2  

2 7 / 2  

1 3 / 2  

6 / 3  

. '111e figure in brackets indicates the m.vrber of subjects 

the student continued with . 

. .  The date at which the researcher became aware, or was 

informed, that the student had withdrawn fran a 

subject. Day/Month indicated; (Note : 1/2 = start 

of school year. 

The second point i llustrated by  Tab le 20  i s  that the dec i s ion to 

drop a subj ect was general ly taken early in the school year . The one 

exception was that of M . S who remained enrol led in Technical  Drawing 

unt il mid-year ,  a lthough he reported during the later s tages of Term 

One that he was ' making little  effort ' in the subj ect . 

In dec iding to withdraw from a subj ect ,  the adult  s tudents 

reported a number of contributory factors : 



I 'm dropping Technical  Drawing. I 'd ra ther spend 
the time in Art . There 's  too much background [ in 
Technical D rawing ] I can ' t  remember [ from prior s chool ing ] 
- i t 's  too l ong ago and I jus t don ' t  know how to begin, so 
I 'm dropping i t .  I ' l l  drop Technical Drawing and 
spend a l l  the time in Art - I need a good deal for the 
Art,  so tha t 's  decided.  Yeah . And I don ' t  real ly 
enjoy i t  tha t much . 

(M . S ,  Fie ldno te s , 2 9 . 6 . 84 )  
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The maj o rity c i ted general reasons for withdrawing , such as  a 

' lack of  background ' and the 1ncrease in time to devote to other 

courses . In each case there were those idiosyncrat i c  reasons which 

also contributed to the decis ion to drop a subj ect . For ins tance , as  

wel l  as the ' lack of  background ' and the needs accru ing from her ful l­

time work commitments ,  F . 1 9  reported that her dec i s ion to drop 

Mathematics  was also due to the fact that : 

Of course, when I was a t  
encouraged t o  do Ma ths; 
hanging over me . 

school ,  girls weren ' t  exa c tly 
ei ther, and I think tha t 's  s t i l l  

( F . 1 9 , Interview , 7 . 6 . 84 )  

I n  this cas e ,  pr1or school ing experiences - F . 1 9  was aged 38 and left 

school orig inally 1n 1 962 - was also  an influence upon the decis ion-

making proce s s e s . Current exper1ences within the s chool also  

contributed : 

As for Economi cs - wel l !  I just lacked the mot i va ti on 
there to persevere wi th tha t .  I just didn ' t rea l ly enjoy 
i t  and I was the only adu l t  studen t - of my age group 
[ 4 2 ]  - and I think tha t  if I 'd had someone of my age 
group tha t might  have helped things a bi t .  There were 
qui te a few smart young pup i l s  in tha t group who rea l ly 
had answers for everything and I fel t  that I didn ' t  know 
anything and they knew more than me [laugh] - and perhaps 
they did .  I just di dn ' t  l ike being in tha t si tua ti on 
[laugh ] .  

( F . 2 4 ,  Interv iew , 30 . 4 . 84 )  

From the se  instances ,  i t  1 s  apparent that adult students dropped 

subj ects primarily on grounds of ' lack of background ' and an intent ion 

of giving more time to the ir remaining subj ects , as we l l  as  a variety 

of individualistic  reasons which also contributed . As a consequence ,  

dropp ing a subject  often represented a case o f  ' rationa l i s ing ' an 



2 46 

initial enrolment dec i s ion . Certainly , thi s was the s i tuation with 

the maj ority of  those s tudent s l i s ted in Table 20 . 

Not all  s tudents faced with a ' lack of background ' ,  and even with 

' lack of progre s s ' ,  decided to drop a sub j ect . A case in point is 

F . 23 .  On a number  of occas ions , F . 23 reported a ' lack of  background ' 

1n both Eng l i sh and Mathematic s ,  and cited this as a factor 

contributing to her low examination marks ( see Appendix D )  in the s e  

subj ect s .  Desp ite thi s ,  F . 2 3  pers i sted , although she was attending 

school  infrequently . She left at the end of Term Two , but sat the 

end-of-year external examinat ions . A s  discu s s ion 1n a subsequent 

sect ion will  show, F . 23 did not complete the processes  of becoming an 

adult student , although it appeared that this was due to factors  other 

than her decis ion to withdraw from Art History and her difficulties  

with English and Mathematic s . Pertinent to the pre sent dis cus s ion i s  

the manner 1n which F . 2 3 cons idered that her difficulties  with 

Mathematics should be resolved . While  acknowledg ing her ' lack of 

background ' in the subj ect  - report ing that she had not done a ' full ' 

mathematics course at secondary leve l - F . 23 reported her percept ion 

that it was up to the teacher to spend more  time wi th her in c las s in 

order to compensate for these  diff iculties  and bring her to the same 

leve l as the pup i l s . The teacher rej ected this  opt ion not ing , to the 

researcher ,  that F . 23 ' s  ' background ' would require extens ive t ime to 

build up , that there were thirty others in the class  to conside r ,  and 

how her frequent absences effectively negated any progress  she was 

l ikely to make . This view of F . 23 represented one response to the 

s i tuat ion where an adult student experienced difficulties with subj ect 

content . A more comment response was as des cribed by F . 2 4 :  

The Engl i sh teacher 's qui te good too . I can approach her 
bu t I 've go t to approach her when . . .  she seems to have a 
bi t of spare time . She seems to be busy and there 's  
other pupi l s  . . .  wai ting to  see  her too . . .  I feel  
sometimes tha t I shoul d know the answer. I ge t the 
feel ing tha t I should know i t  - tha t I 'm an adul t studen t 
and I should sort i t  out for myself. I think tha t I 
should  know the answer and no t have to come and ask her. 
Then I think "Well ,  if I think tha t wha t  am I doing here ! " 
- if I knew al l the answers I wouldn ' t  be here ! [laugh ] .  

(F . 2 4 ,  Interview, 30 . 4 . 84 )  

Thus , whi le such difficulties  with content did not neces sarily 
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lead to the s tudent cons idering withdrawal from a subject they did  

have an effect upon the individual .  Certainly , F . 24 ' s  comments 

indicate a perception which was evident with some adult students that 

they should ' know the answe r s ' as  a result  of thei r  age , and thi s  led 

them to frequently adopt the s trategy of seeking a s s i stance after the 

clas s . 

Two further students warrant 

dec i s ions to withdraw from a subject  

the i r  becoming an  adult student . 

cons ideration because the ir  

had a profound influence upon 

The s ituat ion of M . 6 was particularly comp lex in that not only 

did he drop a subject - English  - but he also changed f rom S ixth Form 

to Seventh Form level in both B io logy and Chemi stry,  only then to 

revert  back to S ixth Form in the s e  sc1ence s  by mid-Sec ond Term .  Thes e  

changes represented the outcome of  a number of  influences . M . 6 was a 

1 9-year-old student who was enrol led by his mother .  He was 

' continuing ' at s chool  having during the pas t  four years made two 

attempts , one successfu l ,  at School  Certificate,  and two at Univers ity 

Entrance passing only one subj ect , Chemis try . His dec i s ion to drop 

English was at the instigation of the teacher who pointed out to M . 6 

that he was very unlikely to succeed . M . 6  accepted this judgement 

repor ting that he was currently rece 1v1ng external spec ial i s t  

ass i stance with language and written express1on difficulties ( see 

diary entry on p . 99 ) . In the p resent context ,  it  i s  the outcome of 

the se changes  to his course that are of some importance . Firs t ,  the 

dropp ing of Eng lish, and the difficulties  he experienced with his 

other subj ects , led to M . 6 ' abandoning ' his goal s  of  Univers ity 

Entrance and dec iding that tertiary educat ion was ' beyond ' him at this 

stage . The second ,  and more s ignificant outcome , der ived from the 

change in c lass level . As a consequence of thi s ,  M . 6 came into c loser  

contact with the Seventh Form pup i l s ,  some of  whom he  knew from his  

prior s choo l ing . It  was with thes e  pupils  that M. 6 then spent mos t  of 

his t ime , and subsequently reported that he now ' identified ' himself  

as  ' one of  them ' . This marked an important stage for M . 6 and saw him 

as sume the status of ' pup il ' and become part of thei r  subculture , not 

an adult  s tudent as he separated himself from membership of  the adult 

student subculture . 
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In F . 1 S ' s  cas e ,  her deci s ion to withdraw from 

consequences  for her becoming an adult s tudent . 

thi s  subject  was taken on the bas is that F . 1 5  

Geography also  had 

The decis ion to drop 

cons idered the work 

requirements as excess �ve and as ' interfering ' with her external 

commitments and relationships . As a result , F . 1 5  ass igned precedence 

to her ' adult ' life outs ide schoo l and subsequently left school .  In a 

sens e ,  F . 1 5  almost  placed a total emphas i s  upon the adult  component ·o f  

her life and withdrew from membership o f  the adult s tudent subcu l ture . 

The decision of  students to withdraw from a subject  illus trates a 

further difference between them and the school-aged pup i l s . M . 1 6 ' s  

s i tuation is  worthy of comment here : 

M. 1 6  wasn ' t  an adul t studen t 
soon as he changed to an adul t, 
Tha t 's why he changed so 
[maths ] - from wha t  I ' ve heard. 
the pupil rol l ,  he couldn ' t  
class.  

when I first had him. As 
he s topped coming [laugh] . 
he could drop tha t subject 

If he 'd  s tayed on 
have done i t  - dropped a 

(TM . 1 4 , Interview, 1 5 . 6 . 84 )  

While M . 6 did not cite  thi s  a s  a reason f o r  h i s  change in status , thi s  

anecdote seems to indicate that an adult  s tudent could more eas i ly 

withdraw from a subject  than could a pupil . 

5 . 2 TO ATTEND S CHOOL ? 

I t  has already been established that the �s sue of absenteei sm 

among adult students was of  maJ or concern to the schoo l staff . I t  has 

also been shown that while  schoo l staff operated from a perspec t ive 

which saw ' full ' attendance as  the ' ideal ' ,  the adult students were 

permitted ' flexibil ity ' �n their  attendance obl igations . The 

student s '  ' freedom ' from attendance obl igations was seen as  an 

important component in the proces ses  of differentiat ing them from the 

pupils and significant for defining ' adult  status ' .  The importance o f  

freedom from attendance ob ligat ions was clearly indicated by M . S ' s  

comment s :  

You haven ' t  go t the rul es to ge t a t  you like when you were 



a pupi l .  You don ' t  have to come if you don ' t  want  to . 
You only l e t  yourself down if you don ' t  come . You 

don ' t  ge t them on your back - the kids do - they get 
nagged to ge t to class . . .  you jus t do wha t  you wan t to do . 
Pu t i t  this  way, I wouldn ' t  have come back if we 'd had 
the same rul es as the kids do . Most  of the other people  
wouldn ' t  have ei ther . 

( M . S ,  Interview, 9 . 8 . 84 )  
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The present sect ion p rovides elaborat ion on the � s sue o f  

attendance . I t  should b e  noted from the out set that adult s tudents ,  

unlike pupi l s ,  were not under any ' legal obligation ' ,  nor any schoo l  

imposed regulat ions , t o  be pre sent a t  school . a  I t  was this provis ion 

which provided the condi tions for the s tudents  to as sume 

respons ib ility for determining the ir own attendance patterns . 

5 . 2 . 1  THE ATTENDANCE RE CORD S 

Two sources of data recording adult student ab sences , 

supp lemented by re searcher observat ions , were avai lable in the present 

research context . The first  was the School  Reg ister maintained by the 

Dean on the bas is of class  ab sence re turns o f  teachers . 9  Thi s source 

provided the information for the calculation of  the percentage o f  

ab sences  for each student repo rted i n  Tab le 2 1 . 

There we re some disc repancies �n this reco rd . In the fi�st  

instance , the Register recorded M . 9 and F . 1 2  as  ' enrolled ' ,  ye t 

ne ither attended school  at al l .  This  reflected a s chool  practice 

8 This , in part , being derived from the point that all were over the school leaving 

age of 1 5 ,  but also from the point that this ' lack of obligation' was part of the definition 

of ' being ' an adult student . However , there was some lack of clarity as to certain aspects of 

their obligation to attend. Certainly, regulations for external examinations contain criteria 

for levels of student attendance and completion of requirements .  Yet , there were instances­

notably F . 23 - where a student was ' allowed ' to sit the exams with a very low attendance rate . 

Similarly, accrediting is also seen to require specific amounts of attendance , yet this did 

not appear to have any influence on either M. 5 or F . 1 6  - both often absent - being accredited. 

Thus, while the school staff ' expected ' the adult students to attend, they were under no 

obligation, nor , it appeared, were there any ' sanctions ' which were invoked , to ensure that 

they did. 

9 while it is a legal requirement for the school to maintain a School Register in 

which pupil absences are duly recorded, no such obligation exists in the case of adult students .  



Code 
No . 

M . 4  

M . 5  

M . 6  

M . 7  

M . 8  

M . 9  

M . lO 

M . l l  

M . l 3  

M . l 5  

M . l 6 

M . l 7 

F . 9  

F . lO 

F . l l  

F . l 2  

F . l 3  

F . l 4  

F . l 5  

F . 1 6 

F . l 7 

F . 1 8 

F . l 9 

F . 20 

F , 2 2 

F . 2 3  

F . 24 

F . 26 

F . 27 

F . 28 

F . 29 

F . 30 

F . 3 1 

F . 3 2 

F . 33 

F. 34 

.. 

T A B L E  2 1  

P e rcentage o f  Total Half -Da y s  Student Absent 

Da t e  
Enrol l ed 

• 

1 (2 

1 / 2  

1 / 2  

l / 2  

l / 2  

1 / 2  

1 / 2  

1 / 2  

2 9 / 2  

2 6 / 3  

2 7 / 2  

2 6 / 4  

1 / 2  

1 / 2  

1 / 2  

1 / 2  

1 / 2  

1 / 2  

1 / 2  

1 / 2  

1 / 2  

1 / 2  

1 / 2  

1 / 2  

1 / 2  

1 / 2  

1 / 2  

1 / 2  

1 / 2  

1 / 2  

1 3 / 2  

1 3/ 2  

2 1 / 2  

2 9 / 2  

3 / 4  

2 7 /6 

Percentage of Absences•• 
Term 1 Term 2 Term 3 

1 6  

2 

1 4  

70 

3 
100 

2 1  

1 4  

2 1  

2 

1 0  

0 

34 

0 

3 
100 

26 

8 

3 1  

1 1  

1 2  

6 

2 

6 

9 

1 7  

4 

1 7  

4 5  

3 

0 

3 

20 

1 

0 

1 0  

1 6  

1 1  

1 1  

7 

0 

0 

4 7  

4 3  

1 1  

6 6  

2 5  

1 4  

2 1  

2 0  

5 5  

2 

100 

14 

5 

3 8  

1 1  

0 

1 1  

1 4  

1 1  

1 0  

27 

1 

1 

1 2  

3 1  
4 4  

2 4  

1 

4 

1 9  

6 

1 1  

Providing the day and m:xlth. 1/2 = first day of school year • 

Da te 
Left . .. 

1 9 / 3  

30/ 1 1  

1 7 / 8  [ 2/ 1 0 ] 

1 4 / 2  [ 5/ 3 ]  

30/ 1 1  

1 / 2  [ 5/ 3 ]  

1 7 / 2  [ 5 / 3 ]  

4 / 5  

1 6 / 4  [ 1 4 / 6 ] 

3 0 / 1 1  

30/ 1 1  

30/ 1 1  

9 / 4  

30/ 1 1  

1 7 / 8  [ 1 9 / 1 1 ]  

1 / 2  [ 5 / 3 ]  

1 7 / 8  [ 2 / 1 0 ] 

30/ 1 1  

1 4 / 6  

30/ 1 1  

3 0 / 1 1  

1 6/ 7  [ 1 7 / 9 1 

30/ 1 1  

1 5 / 3  

1 2 / 3  

1 7 / 8  [ 30/ 1 1  J 
30/ 1 1  

5 / 3  

3 1 / 5  [ 5 / 1 0  J 
3 0/ 1 1  

2 6 / 3  

3 0/ 1 1  

5 / 7  

30/ 1 1  

2 5 / 5  

30/ 1 1  

Expressed as a percentage in terms of the total length of student' s  enrolment for each tenn. 

Term 1 • 124 half-days, Term 2 • 122, Term 3 • 94 [Up to tilre of external examinations where 

absences were no longer recorded - 14/ll J .  Derived fran School Register and requiring caution in 

interpretation. In particular, a nunber of instances were observed where students were absent fran 

school but this was not recorded. Furthenrore, situatioos where a student was being recorded as both 

'present• and ' absent ' for C'OOsiderable periods of time after having actually left school, such as 

the cases of H.13, F.18, and F . 27 .  

Two figures are provided. The first i s  ba sed  on the researcher ' s  records and provides the date on 

which the sttxlent was last observed at school, or rep::>rted as the date of leaving. The figure in 

brackets is the day on which the withdrawal was recorded in the School Register . Those retained until 

5/3 appeared to reflect school policy of keeping a student on the roll until the March 1 Departn'ent of 

Education Return was ccmpleted. other cases resulted frcm factors such as the student not informing 

the school of their withdrawal, the tilre it took for the Dean to receive infonnation regarding a 

student leaving school, and a variety of other ' administrative errors ' .  30/11 a final day of the 

school year. 

2 5 0  



reported by the Dean �n the fol lowing terms : 

The Boss wan ts me to keep h er [ F . 1 2 ] , and any 
the rol l  un t i l March b efore I take them off. 
part of the 'numbers game ' for extra s taffing . 

( D . 1 ,  Fie ldno tes , 2 2 . 2 . 8 4 )  

o th ers on 
I t ' s  a l l  

25 1 

As a result of thi s ,  there were occas �ons where s tudents  remained on 

the roll  for some time after they had ac tually left schoo l .  F . 1 8 ' s  

situation illustrates this . Although leaving school in July,  F . 1 8  was 

still  reported as  ' present ' ,  with occas ional ' absences ' ,  unti l  

September .  Simi larly , F . 2 7 infrequently attended in Term One , was a t  

schoo l  on only a few occas ions �n Term Two , yet was reported a s  

' present ' in this Reg i s ter . One reason for these inac curacie s ,  c i ted 

by both the Dean and teachers , was due to  some teachers  not recording 

adult student attendance .  

A second source of  information was the record o f  attendance kep t 

by the Dean from which she compi led the School Reg i s t e r ,  and 

accordingly to which the same restrictions mus t  be appl ied . Yet ,  the 

Dean ' s records did contain some data no t availab le in the Reg i s ter  

( for examp le , a class  by  class  record of attendance ) ,  which then 

appeared to prov ide a more comp lete account of s tudent attendance . 

This is reported in Tab le 22  on the fo llowing page . 

While recognis ing the inherent difficulties with attendance 

data , it remains pos s ible to discern some general points regarding 

adult  student attendance patterns . On the bas i s  of the data reported 

in Tab les 2 1  and 2 2 ,  it  is readi ly apparent that a number of adult  

students were frequently absent . In particular , F . 1 1 ,  F . 1 3 , F . 2 3 , and 

F . 3 1 had significant pe riods of absence . The data also indicates that 

absences generally increased as the year p rogressed . Le s s  ev ident in 

the data , but readily apparent from ob servation , was that absences 

were more frequent immediately before and then following examinations , 

particularly during Term Three . Finally , the se tables also illustrate 

the po int that some s tudents - such as M . 1 7  and F . 1 0 - maintained 

almo s t  ' full ' attendance during the year . 

Such data , however ,  prov ide s little ins ight into either the 



T A B L E  2 2  
Percentage o f  Days w i th 

R e c o rded Absences 

Code Percentage of Days wi th Recorded Absences• 

No . Term 1 Term 2 Term 3 

N . S  1 5  2 3  36 

M . 6  29 4 4  l O O  

M . 8  1 5  10 15 

M . l 5  2 3  30 4 2  

M . 1 6 3 1  2 6  31 

M . 1 7  0 5 2 

F . 10 2 0 7 

F . 1 1  3 2  6 1  9 3  

F . l 3  40 51 100 

F . l 4  2 1  2 6  1 7  

F . 1 6 3 5  49 5 1  

F . l 7  1 9  3 3  4 7  

F . 1 8 0 1 1  2 0  

F . l 9  1 5  2 3  20 

F . 2 3 34 64 lOO 

F , 2 4 8 2 5 

F , 2 7  6 5  7 2  lOO 

F . 28 5 20 8 

F. 30 4 1 8  3 1  

F . 3 1  6 5  4 7  -

F . 3 2 2 1 8  1 9  

F . 3 4 - 1 1  1 5  

• Derived fr011 Dean 1 s records in which wa s  reported a period by 

period listing of all absences for this group of adult 

students. 'Ihe available record only listed those who 'or!"ere 

still 'officially' enrolled fran Term 2 onwards . For the 

canpilation of this table, each day of the term where an 

absence was recorded , be that single period or full day, was 

counted as a 'day with absences' which was then expressed as 

a percentage of the total of the student 1 s total enrolment 

for that term. Term l • 62 days, Term 2 a 611 and, Term 

3 • 47. Subject to the """"' qualifications as previously 

noted for school-based absence records . For instance, F.lB 
still being recorded as 1 present ' in Term 3, despite having 

left school mid-'l'erm 2 .  

students' perception of their attendance record or the reasons for 

their absences . It is to these aspects that discussion now turns . 

5 . 2 . 2  ATTENDANCE : THE STUDENT PERSPECT I VE 

2 5 2  

In the first instance, it was evident that the adult students 

themselves held a different percept ion of their attendance record than 

did the staff, particularly the Dean who was earlier reported as 
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seeing absenteeism as the ' worst ever ' . A self-rat ing o f  attendance 

was derived from responses to Questionnaire Part Three, and is 

reported in Table 23 . 

T A B L E  2 3  

At tendance Record : Student Perceptions 

A t tendance Scales Adul t Studen t ' s  Ra t i ngs 

Exce l lent, hardly m i s sed a c l a s s  M . 5 ,  F . l O 

Ave rage, mi s sed a few classes M . 4 ,  M . l 3 ,  M . l 7 ,  F . l 4 ,  F . l 7 ,  F . l B ,  F . l 9 ,  
F . 2 4 ,  F . 2B ,  F . 30 ,  F . 3 1 ,  F' . 3 2 ,  F . 3 3 ,  F . 3 4 

Average [ to ]  Below ave rage M . l 6 

Below averag e ,  frequently m i ssed classes M . 6 ,  M . l 5 ,  F . l 6 ,  F . 29 

Below average [ to ]  We l l  below average F . l 3  

We l l  below average, m i s sed more classes than attended M . l l ,  F . 23 

Comparing Table 23 with the two prev1ous tables, it 1s apparent 

that some adult students viewed their attendance record in a more 

' favourable' l ight than perhaps the o f f icial account would suggest. 

M . S rated his attendance as 'excellent ' yet had a number o f  absences 

and was reported by his English teacher as being ' fortunate' that his 

record was not brought to the at tent ion of staff during accredi t ing 

decisions as he would not have met the required attendance criteria 

for this award. 

' negat ive' l ight. 

Others, i t  appears, saw their records 1n a more 

For example, M . 1 1  was only absent on a few 

occasions, yet evaluated himself as ' well below average'. 

When attent ion 1s then focussed upon the ' reasons' for absences, 

it becomes apparent that a variety o f  sources were o f  influence. F. 13 

provides a typical example. She recounts some contributory factors to 

her absences as being: 

Wel l )  I don ' t  come to s chool on Thursday because I go to 
work anyway) and I ' ve only go t two c lasses and one of them 
i s  Economi c s . SoJ I don ' t  mi s s  much tha t day . Like) 
Tuesday I didn ' t  wake up so I di dn ' t  b o ther c oming 
[laugh ] .  When you wake a t  2 . 30 in the afternoon i t ' s n o t  
rea l ly worth i t  [ l a ugh ] .  Norma l ly I try t o  come b u t s ome 



days I just don ' t  feel l ike i t - I wan t to ca tch up on the 
[ televis ion ] 'Soaps ' .  

( F . 1 3 , Interview, 2 5 . 5 . 84 )  

2 5 4  

Over  the period o f  her enro lment , F . 1 3  cited the following a s  causes  

for  her frequent absence s :  

S lept in ; 
father ' s  
had hair 
ho liday ; 
change s ;  
others . 

couldn ' t be bothered ; it ' s  boring ; 
wedding ; j ob commitment s ;  watching 

done and didn ' t  want anyone to see it ; 
too tired ; moving house ;  weather ;  

don ' t like teacher/ subj ect ; and a 

illne s s ; 
' Soaps ' ;  
went on 

time table 
number of 

Such a ' l ist ' sugges ts  her absences were the result  of  a variety o f  

factors , some aris ing from within the schoo l  context and others  from 

exte rnal commi tments . Thi s  was the case with the maj ority of  adult 

students ,  certainly to the extent that no single fac tor appeared to be 

the maj o r  cause of  ab sences . 

In addition, there were tho se ins tances whe re ab sences were a 

result  of  interactions be tween adult students , as  the following 

inc ident illustrated : 

F. 9 I can ' t  be bothered going to Bi ology. Have you go t 
anything now? 

F. 1 5  No, I ' ve go t a free [ Period ] . 

F.  9 Wel l  - i f  I don ' t  go to Bi ol ogy what  have you go t 
next Peri od ? 

F. 15  Economi cs . Maybe I won ' t  go to tha t ei ther . 

F. 9 Okay . Fuck Economics, fuck Biology - we 're not 
going . 

F .  15  Righ t .  
instead. We 

Fucking nea t idea . Let 's  go up town 
can cal l  in to work and pick up the car . 

F. 9 Righ t .  Let 's  go . 

( Fie ldno te s , 6 . 3 . 8 4 )  

Thi s  is  not to suggest that the adult student s were unaware that 

absences  might prevent them from achieving credent ial-based goal s . 

F . 1 6 ' s  comments upon her end-of-year School  Report demonstrates thi s : 

Bu t, what  [ teacher ] said  abou t study - tel l ing me to study 
- makes me think I ha ven ' t  been Accredi ted. I 'm s tarting 
to worry. I ' ve had a l o t  of absences - 25 half-days . 



That 's jus t thi s  term. My Engl i sh teacher said she 
had kept qui e t  about my absences for the Accredi ting .  So, 
I ' ve defini tely had too many. 

( F . 1 6 ,  Fie ldno te s ,  7 . 1 1  . 8 4 )  

2 55  

Then, when F . 1 6  was Accredited ,  she expre s sed cons iderab le surpr�se  

that her attendance record had not been ' held  against he r ' . 

5 . 2 . 3  THE ' AB SENTEE ' A NE GAT IVE REFERENT 

At this juncture , one further area in which absences exerted some 

influence upon the proce s s es of becoming an adult student is worth 

cons ideration . On a number  of occas �ons , the �s sue of  attendance 

arose during interac tions among adult s tudents in the Commonroom . 

There was a sense in which those frequently ab sent were used as  a 

' negative referent ' sugg e s ting some thing of a rej ection of tho se  not 

' playing the game ' and at tending c las s . For ins tance , fo llowing a 

period of absence s ,  F . 1 3  returned to schoo l  and the conversation be low 

ensued as others noted her ' presence ' among the group : 

F. 1 1  Bloody hel l ! 

M. 1 6  

F .  1 3  
wel l !  

Chri st ! 

Don ' t  pick on me ! Leave me alone . No t feel ing 

M. 1 6  D .  1 wi l l  be asking you to get a bloody l eaving slip ! 

F. 1 3  Jus t  shut  up ! I 'm no t feel ing wel l . I was sick .  
You can ring my doc tor if you want to  know. 

F. 13 Everyone 's been g1 v1ng me shi t  thi s  morning [laugh] . 
My Economi cs teacher was too . It 's no t my faul t .  

I Did they ask you where you 'd been la tely? 

F. 1 3  No . No t qui te [laugh] . Jus t  sai d  "Oh, a new 
student ! "  [laugh] . 

F. 1 0  Good gri ef! 

F. 1 3 Don ' t pick on me . 

F. 10  No t worth coming ba ck 1 s  i t ?  
away ! ? Shocking chi l d .  

The time you 've been 

( F ie ldnote s ,  3 . 8 . 84 )  
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This  type o f  conversat ion , where the ' absentee ' was ' admonished ' 

by others occurred on a number of occas ions . I t  was apparent that the 

other adult s tudents used F . 1 3  as a ' bench mark ' by not ing that the ir  

attendance record was at  least ' be t ter ' than hers . Then,  as  her 

absences cont inued , others in the group c i ted F . 1 3  as an examp le of  an 

individual who was ' not  an adult s tudent ' because she was ' never 

present ' at s choo l .  

However ,  there remained the extent to which at  leas t  some 

absences were ' expected ' by the adult  s tudents 

perspective 

and appeared 

that al lowed 

to be 

the deemed as ' ac ceptable ' within a 

individual to determine ' app ropriate ' attendance rates . In turn , this 

reflected the general opinion among the adult student s that the return 

to school was but part of ongo ing live s ,  and not necessarily even the 

mos t  important part : 

It 's importan t to me tha t study is  only a part of my l i fe 
and no t the whole of i t . 

( F . 3 2 ,  Fie ldnote s ,  5 . 4 . 8 4 )  

I t  was this v1ew of  the ir  return to  school which provided the 

rat ionale for the self-determination of attendance patterns and which 

appeared to underp in the individual variations discus sed in this 

sect ion . 

5 . 3  TO BECOME AN ADULT STUDENT? 

It has been 

s tudents who were 

(M . 8 being the 

investigation . 

no ted prev iously 

enro lled at  s choo l ,  

except ion) remained 

that of the o riginal 36 adult 

1 5  comp leted the year of  whom 1 4  

as part ic ipant s in the present 

In the fol lowing discu s s ion,  an indicat ion of  the inf luences  

which contributed to  the de cision to withdraw, or  ' drop out ' from 

school  or from the adult student subculture , is to be provided . 

On the bas is of  the information g 1ven 1n Table 24 , it 1 s  



Code 
No. 

M . 4  

M , 6 

�1 .  7 

M . 9  

M . 1 0 

M . l l  

M . l 3  

F . 9  

F . l l  

F . 1 2  

F . l 3  

F . 1 5 

F . 1 8 

F . 20 

F . 2 2 

F . 2 3 

F . 2 6 

F . 2 7  

F . 29 

F . 3 1 

F . 3 3  

. 

.. 

... 

Age 

19 

1 9  

1 8  

1 8  

1 7  

2 0  

2 1  

1 7  

2 2  

2 4  

1 8  

1 9  

3 7  

4 8  

24 

1 7  

1 7  

1 7  

2 4  

1 7  

29 

T A B L E  2 4  

The ' Dropou t s ' 

Date Da t e  
Enrol l ed Left 

. . .  

1 / 2  1 9 / 3  

1 / 2  1 7 / 8  

1 / 2  1 4 / 2  

1 / 2  1 / 2  

1 / 2  1 7 / 2  

1 / 2  4 / 5  

29/2 16/4 

1/2 9 / 4  

1 / 2  1 7 / 8  

1 / 2  1 / 2  

1 / 2  1 7 / 8  

1 / 2  1 4 / 6  

1 / 2  1 6 / 7  

1 /2 1 5 / 3  

1 / 2  1 2 / 3  

1 / 2  1 7 / 8  

1 / 2  5 / 3  

1 / 2  3 1 / 5  

1 3/ 2  2 6 / 3  

2 1 / 2  5 / 7  

3/4 2 5 / 5  

Length o f  
Enrol ment 

. . .  

6 . 5  weeks 

2 terms 

2 weeks 

Nil 

2 . 5  weeks 

1 term 

6 . 5  weeks 

9 . 5  weeks 

2 terms 

N i l  

2 terms 

1 . 2  terms 

1 . 6 terms 

6 weeks 

5 . 5  weeks 

2 terms 

4 . 5  weeks 

1 . 1  terms 

6 weeks 

1 .  5 t e rms 

6 weeks 

Provides day/nonth, where 1/2 ,.. First day of school year . 

Provides day/rronth. Based on researcher's observatioos as to last 

day student attended school .  [Note: In many instances, the 

student was retained on the official school roll for sane time 

after being observed as having left school - see prior tables 

reporting attendance] • 

Based on researcher ' s  figures. Term 1 = 12.4 weeksr Term 2 = 12. 2 

weeks, Term 3 = 9. 4 weeks [up to ccmnencement of external exams ] ,  

of ' J;OSsible ' length of enrolment . 

257  

possible to make certain generalised statements about those who 

dropped out. I t  is apparent that a slight majority ( 5 7  percent) of 

those leaving school did so without completing a full term at school. 

Also evident from the Table are gender patterns where seventy one 

percent of males and fifty percent of females who left school did so 

within a few weeks of their enrolment. As for age pat terns (see  

Table 2 5 ) , 69  percent of those under 25  years of age dropped out. The 

data also indicat es that 78 percent of females and 58 percent of males 

under 25 took the alternative of leaving school. In summary, those in 

the younger age groups were more likely to drop out and the younger 
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males reached this decision within a few weeks of their initial 

enrolment. School staff suggested that this had been a pattern in 

previous years as well. 

5 . 3 . 1 

T A B L E  2 5  
Length of E n r o l me n t  of Sampl e  by Age - g roups 

Numbers Age-groups 
Enrol led a t :  1 6-20 2 1 - 2 5  26-30 31 -35 46-40 

N F N F N F N F �� F 
Start of yea r 10 8 2 6 2 3 3 

End of year 4 1 1 2 1 3 2 

REASONS FOR W I T HDRAWAL 

40+ 
N F 

2 

1 

The decision to withdraw from school was usually an outcome of a 

self-evaluation process by the adult student. Earlier discussion 

illustrated that the processes of becoming an adult student involved a 

consideration by the student of 'costs' and 'likely benefits'. What, 

then led to adult students withdrawing from school? 

It has already been noted in previous discussion that there were 

those (fo r  example, M . 6 ,  F . 2 3 ,  F . 3 1 )  who enrolled as adult students, 

yet withdrew from the subculture some time before leaving school . 

These students constitute a slightly different g roup from those who 

remained members up to the time they withdrew from school. On the 

other hand, the decision to withdraw - from both the subculture and 

eventually the school - by those such as M . 6 ,  also represented a 

'consideration of options' o r  self-evaluation of their return. 

A variety of individual reasons appeared to underpin a student's 

decision to leave school . For F . 20 it was the situation at school 

itself which was cited as the c ontributory factor: 

I go t fed up . You ' d  go in there and the tea cher wou l dn ' t  
turn up ! Then - i f  h e  turned up - he was ha l f-an -hour 



late or even more ! . . .  and I though t "Oh, blow i t " . I 
couldn ' t  be bo thered wasting my time going in there . 

( F . 20 ,  Fie ldno te s ,  27 . 4 . 84 )  

2 5 9  

Whi le for M . 1 1  i t  was h i s  full-time work commitment s which he reported 

as directly influencing his dec i s ion to leave school : 

. . .  hassJ e of just ha ving to l eave work . . . [ to ]  . . .  go to 
school . Tha t  rea l ly upsets things - ups e ts your day. 

Even if i t  is  only for an hour, i t  interrupts your 
whole day [ at work ] . 

(M . 1 1 ,  Fie ldnote s ,  1 8 . 6 . 84 )  

For M . 4 the processes  o f  self-evaluat ion included an examinat ion of  

reasons for  enro lling at  s choo l  in  the first  place . 

felt  that : 

As a result he 

I don ' t  even know why I came back to school excep t to 
escape my responsi bi l i ties . Now, I feel tl1a t I shoul d  
face up to them and the only way I can do tha t i s  t o  go 
back to the farm where I feel tha t I wan t to b e .  I wen t 
back for the weekend to try and sort i t  out and I didn ' t  
wan t to come back down here . I jus t wanted to stay there . 
It 's wha t  I want to do . 

(M . 4 ,  Fie ldnotes , 1 4 . 3 . 84 )  

One o f  the more usual reasons - financ ial s ituation - leading to 

a withdrawal from school was c ited by M . 7 :  

I wanted to ge t back out to work - I came back too early-
my school days were too recent,  I think. I l eft 

now because I was just keen to go and do some thing ra ther 
than settle down to school again . I jus t wan ted to have a 
good time ! I wasn ' t  going to be any differen t than 
before, so i t  was a comp l e te waste of time for me . So, I 
l eft and go t a job . I wasn ' t  ready to come back and do 
the study that 's required . There was no incentive 
for me to stay. Money was defini tely part  of i t !  I 
ge t $300 zn my hand a week now! So, tha t was another 
reason . Also, I was l i ving a t  home and having hassl es 
wi th Mum so I had to move in to a flat  as wel l .  There was 
no way, then, tha t I could stay a t  school ! I coul dn ' t  
fla t  and live on $6 a week ! So tha t 's real ly why I l eft . 

I couldn ' t  handl e i t  the amount you ge t can ' t  
support you which means you 're forced to cadge off your 
parents and lose your independence ! That  I di dn ' t  l ike­
you know - having to beg ! The school part was good, 
but losing my independence wasn ' t !  I jus t coul dn ' t  handl e 
tha t and tha t 's the ma in reason why I l eft . 

(M . 7 ,  Fie ldnotes , 1 7 . 4 . 8 4 )  
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F . 1 5  also  noted her ' dependence '  upon her fiance for  money as  

contributing to her decis ion to  leave . Similarly , F . 9  left school to  

seek a j ob in  order that she  could leave home , while  F . 33 noted the 

' difficulty ' o f  returning to the fami ly home after a number  of years  

of independent living . F . 33 also  reported that she was required by  

circums tances  to  ' return ' to  the ro le of ' dut iful daughter ' ,  as wel l  

a s  cope with the common difficu lty among adult students of  finding a 

quiet area for study . As an outcome , then , of this s i tuation F . 3 3 

also left schoo l to take up a full-time j ob and to move to a flat , a 

result which she reported as be ing 

. . .  a shame real ly as I was qui te enjoying i t  here [ s chool ]  
bu t the need for money and a fla t  i s  much more urgen t .  

( F . 3 3 ,  Fie ldnotes , 23 . 5 . 84 )  

In  these and other ins tances , the common factors influenc ing a 

decision to leave revo lved around the is sues of financ ial concerns and 

interpersonal relationships .  The latter factor  could exert  

cons iderab le influence upon the proce s ses of becoming , and rema1n1ng , 

an adult student . 1 0 Further sub stantiat ion of this may be derived 

from the po int that a maj ority of tho se who remained at schoo l  made 

frequent mention of the importance of the support of family and 

friends in the i r  cont inued enro lment at schoo l :  

If you di dn ' t  have a rela tionship wi th your fami ly tha t  
unders tood - I think i t  could really pu t qui te a s train­
I don ' t  think tha t if my fami ly hadn ' t  been 
unders tanding or anything� I don ' t  think I would have 
succ eeded in going on rea l ly .  Yeah - you need your 
fami ly to ge t you through� I reckon . And� jus t ha ving 
tha t  support from your teachers and your fri ends has been 
importan t �  too . If you are encouraged abou t some thing.  

I fel t  tha t pushed me along� too� knowing tha t  
people  were behind me - support i ve .  

( F . 1 0 ,  Interview, 4 . 5 . 8 4 )  

Indeed , of  the 1 4  adult students remaining a t  school for the 

duration of the year , only F . 28 reported her husband be ing somewhat 

' unsupport ive ' of her school ing : 

1 0  Although not a factor in the present research, the Dean and a number o f  the 

teachers reported past instances where a husband had explicitly prevented his wife who was a 

student fran remaining at school. This , they suggested, was a ' major cause ' of women 

withdrawing from school . There was , however, a suggestion by one teacher that F .  22 had left 

due to pressure from her husband but this could not be confirmed (see , Appendix D ) .  



. . .  1n l o ts of ways, I don ' t  real ly bel i eve tha t he wen t 
out of his  way to stop me going to school .  These [ j ob s ]  
just arose and someone had to a t tend to them - as he was 
too busy, tha t mean t me . He used to - I wouldn ' t  
say he was ever mal i cious or anything, but he - um­
"Where are you going today ? "  - and I 'd say "School " - "Oh, 
no t tha t again ! Why can ' t  you stay a t  home ? You 're 
running up too many mi l es in the car . Pe trol 's  expensi ve " 
- jus t things l ike tha t .  Bu t,  in the end, when I go t 
School C he seemed qui te pleased - you know, i t  probably 
would have been differen t if I had failed - but  he seemed 
qui te chuffed, I think, tha t I go t i t .  

( F . 28 , Fie ldno te s ,  7 . 2 . 85 )  

2 6 1  

At this point , i t  � s  re levant t o  note that a l l  adult s tudents 

reported that the ir  return to school  exe rted cons iderab le influence 

upon the ir live s outs ide the s chool  s i tuation . In part icular , they 

cited ins tance s  where s choo ling commitments resulted �n le s s  time 

avai lab le for interact ion wi th family and friends , o r  to engage �n 

var�ous social or  sporting ac tivities . 

this : 

F . 2 4 ' s  comments illus t rated 

In one respect I haven ' t  go t as much time to spend wi th 
the chi ldren - l ike wi th reading to them. I feel tha t I 
want to go back and read some thing out of a His tory book 
or read my His tory notes and, by the time I ' ve go t the tea 
prepared and we 've had i t  and I ' ve done the dishes, I feel 
tha t I jus t don ' t  have time so much - especia l ly if 
there 's a tes t coming up or we have to  do a projec t wi th a 
bi t of reading in i t . The chi l dren are perhaps mi ssing 
out and perhaps I 'm a bi t more grumpy towards them 
some times than I norma l ly am .  

( F . 24 ,  Interview, 30 . 4 . 8 4 )  

Becoming , and rema�n�ng , an adult student , then , required the 

individual to successfully ' manage ' a variety of act ivities : 

5 . 3 . 2  

I successfully managed to combine ful l - time study, part­
time work, mo therhood, marriage, and housework - woul dn ' t  
have lasted out the year i f  I hadn ' t .  

( F . 3 2 ,  Interview , 30 . 1  . 85 )  

THE ' DROP OUT ' A NEGAT I VE REFERENT 

Tho se who left school  dur ing the year also  contributed to the 
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proces ses of becoming an adult s tudent by providing a component o r  

reference point 1 n  the def inition of ' adult s tudent ' .  The case of  F . 9  

can be given as an examp le . A few days after having left schoo l ,  F . 9  

returned to the Commonroom announc ing that she had come in for a 

' chat ' . I t  was observed that those present ' ignored ' F . 9 and did not 

respond to her effort s at initiating conversation beyond making po lite 

' acknowledgement ' of her presence . Reflecting on thi s inc ident later 

1n the day, F . 1 0  remarked that the other adult students did not 

' really want F . 9  1n there s idetracking everyone ' .  F . 30 commented : 

Everyone 's wri tten F. 9 off. She 's no t one of us any more 
- because "You 're not trying ". I noti ced tha t ac tua l ly. 

It was as if  she was no longer part of us . She was 
righ t on the outer . 

( F . 30 , F ieldnotes , 2 7 . 4 . 84 )  

I n  thi s sense , those who left  school were taken b y  those  rema1n1ng to 

characteri se  an adult s tudent as one who ' trie s ' and who continues at 

schoo l .  There were nume rous occas 1ons where the adult students 

referred to  others leaving in similar terms , often 1n the context o f  

the individual stating that they we re still a t  school : 

. . .  a t  least I 'm going and I 'm doing i t .  I 'm not dropping­
out or anything . The ac tual business of going and keeping 
i t  up is the main [ achievement ] .  

(M . 1 1 ,  Interview , 30 . 4 . 8 )  

Part of  the subculture involved rema 1n1ng at schoo l  for the 

year , succe s s fully ' manag ing ' finances and both schoo l and external 

commitments and relationships .  

At thi s  point , then , it has been stated that only those  students 

who remained at school  for the year could complete the proce sses  of  

becoming an adult student . Tho se who withdrew from school ,  or from 

the adult s tudent subculture firs t ,  therefore cannot  be cons idered as 

be ing ' adult  students ' in the se terms . I t  now remains to discus s the 

data subsumed within the se  ' Decision Po ints ' before the focus moves  to 

a cons ideration of the Goal Achievements experienced as part of  the 

processes  of becoming an adult student . 
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SUMMARY AND D I SCUS S I ON 

Becoming an adult student was the outcome of a proce s s  invo lving 

the complex and dynamic interac tions among individuals  within the 

social context . In thi s ,  students were participants �n the 

interpretation and cons tru c t ion of individual i sed p rocesse s  of 

becoming an adult student and membe r of the subculture . 

In the preceding section, it has been argued that the dynamic s  of 

the adult student subculture �n ope ration were evident �n the 

responses of members to three ' rituals ' ,  here stated as quest ions . 

These que st ions were : ' To D rop A Sub j ect? ' ;  ' To Attend School? ' ,  and ; 

' To Become an Adult  Student? ' .  As particular individual s  addre ssed 

these � s sue s ,  they became invo lved in a process  of  rationalization 

whereby they sought to evaluate the ir return to school and their 

status . In so do ing , the adult  student was engag ing �n decis ion­

making act ions and activi ties  invoking considerat ion of factors 

de rived from both school and external context s .  The se decis ions , 

then , reflected the nexus be tween the ' adult ' component - background , 

experiences , external life and commi tments , and goals  and the 

' student ' component invo lving membership of the school as an 

institut ion . The outcome of such a proces s ,  it was suggested , saw 

individuals  evaluate whe ther o r  not to cont inue at school ,  or  at 

least to cons ider the fo rm of the ir  commi tment to schoo l .  

During the proces s of evaluating the ir course s ,  the adult  

students were acting under cons t raint s imposed initially by a 

compromi se between the ir external commi tments and the particular 

requirements  of the ir credent ial-based goal s . In the maj ority of 

cases where student s withdrew from a subject ,  they retained the ir 

eligib i l ity for the particular qualification sought . The two 

exceptions to this were M . 6 and F . 1 5 , both of whom we re reported as 

not becoming adult students primar i ly because of the i r  decis ions to 

withdraw from a subject . M . 6 was to ' become ' a ' pup il ' by proce s se s  

o f  self- ident ification with other  pup ils rather than adult  students ,  

to which his decis ion to change subj ects  and class leve l s  contributed . 

For F . 1 5 , her dec i s ion to drop Geography was part of  the overall 
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conflict s ituation whi ch eventually resulted 1n her withdrawal from 

s choo l .  

Whi le a decision to withdraw from a subj ect generally inc luded a 

cons iderat ion of  a perceived ' lack of background ' and a wish to focus 

greater effort upon the remaining courses , it  was also indicated that 

a variety of  idiosyncratic reasons usually influenced each particular 

s tudent . I t  was also pointed out that the respons ib ility to drop a 

subj ect lay wi th each individual  adult student , invariably an action 

taken without consultation with s taff members excep t in the case of 

M . 6 .  

Students '  attendance patterns also  were highly individualised and 

involved var1ous comprom1ses between their  schoo l  and external 

commitments . In reaching such a comprom1 s e ,  the student s reported a 

variety of factors contribut ing to their non-attendance at schoo l .  

Moreover ,  students ' percept ions o f  attendance differed somewhat from 

those he ld by s chool staff . Patterns of attendance varied over the 

year with ' peaks ' of absences  before and after each examinat ion period 

and during Term Three . 

The final part of this discuss ion focussed upon those  who left 

school during the course of  the year,  and those who withdrew from the 

adult student subculture so as to ' ident ify '  with the pup i l  g roup . 

Students ' decis ions to leave brought into play a self-evaluat ion which 

saw the likely ' benefits ' of staying not outwe ighing the ' co s t s ' 

incurred through remaining at schoo l .  Two such ' co s t s ' were 

' financial ' cons iderat ions and ' relat ionship ' 1 s sue s . Becoming an 

adult student required both financ ial support and a support ive 

relationship with family and/or friends to the extent that where thi s  

was not the case the s tudent was more likely t o  leave school . In 

short , becoming and remaining an adult student appeared to requ1re the 

' successful  management ' of financ ial s i tuat ion, schoo ling commitment s ,  

and external commitment s in terms not only of occupat ion and other 

tasks but also relationships with family and friends . 

One final aspect of the processes  of becoming an adult student , 

apparent throughout the discuss ion so far ,  has been s tudents be ing 

confronted by var1ous incidents and events ,  or ,  more precisely,  
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situat ional ' ep i sode s ' .  These  differed in type , intensity ,  duration,  

and outcome . This aspect of the p roce s s  has perhaps  been more evident 

in the pre sent section, although common to the ent ire experience . An 

examp le of  this is provided whe re both F . 1 1  and F . 28 reported a ' lack 

of support ' in their re turn to s choo l  from the ir re spective husbands . 

While F . 1 1  was to leave schoo l ,  1n part as  an outcome of  this , F . 28 

remained . Other ep i sodes also p roduced different outcome s . Both F . 1 0  

and F . 1 5  reported cons iderable difficulties concerning the amount of  

work required in  Geography , yet F . 1 0  stayed at  schoo l  while thi s  

situation was a maJ or  contributory fac tor to F . 1 S ' s  confl ict with 

school s taff , and eventual dec i s ion to leave s choo l .  At this po int , 

it remains to illustrate the extent to which the se adult students 

achieved the goals which provided the reasons for the i r  return to 

school . 

P a r t S .i .x 

G o a l  A. c h. .i e v e m e n. t  

The focus he re 1s  on the achievement of the goal s  he ld by the 

adult students . It 1s contended that the extent of achievement of 

their goals repre sents the degree to whi ch the 

an adul t  student 

categories  of 

' Credential-based 

were ' succe s s ful ' for the 

goals can be identified : 

Goals ' ,  and ; ' School  Awards ' .  

6 . 1  PERSONAL GOALS 

proce s s e s  o f  becoming 

individual . Three 

' Personal Goal s ' ;  

While the atta inment of credent ial-based goals  was large ly 
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dependent upon the student rema1n1ng a t  s choo l f o r  the durat ion o f  

the year,  and thereby becoming an adult s tudent , no such condi tions 

nece ssarily applied to personal goals . The re were some ins tance s 

where the se personal goals we re attained even though , and somet ime s 

because , the student left s chool .  I t  was therefore pos s ible for the 

individual to achieve certain personal goa ls  without becoming an adult 

student . 

6 . 1 . 1  AN INITIAL GOAL 

The ini tial goal for many of the adult students was that of  

reaching a decis ion to return to schoo l ,  and its  ' achievement ' became 

the actual enro lment . The comments of F . 30 g ive an illus trat ion : 

I want to run around tel l ing everyone "Why don ' t  you go 
back to school - why don ' t  you do something "  - because 
i t 's  jus t so much easi er than I ever thought i t  would  be . 
It took me three years to ge t the ge t-up-and-go to do i t-
jus t the courage . Now i t  jus t seems so easy. 

( F . 30 ,  Interview , 4 . 5 . 84 )  

This initial goal of  returning to schoo l was also related to  the 

student ' s  experiences of p rior schoo ling . In short , the longer  the 

period between experiences ,  and the mo re negative the perception was 

of prior school ing , the longe r it took to reach a decis ion to re turn . 

F . 30 and F . 34 w�re typ ical examp les . Both recalled the ir prior 

schooling as predominantly ' negat ive ' and ' unsucce s s ful ' and each 

reported a period of some years being taken to finally dec ide to 

return to schoo l .  

Even for those wi th recent schoo ling experiences , there was also 

an extent to which the ir decis ion to return rep resented a ' hurdle 

overcome ' .  The comments of F . 1 3  exemplify this : 

I found i t  hard to ge t back to school again . I 
smoked a packet of smokes 1n my firs t day ! [laugh ] .  In 
the first two hours ! I was a bi t nervous - I think 
we all  didJ though - everyone was puffing up large . We 
were all  a bi t pe trifi ed of l i t tle  Thi rd-formers and 
Sixth-formers trea ting us a bi t s trangeJ but they don ' t  
real ly.  I though t "Have I done the wrong thing 
coming back ? " .  Bu t i t  was too late - I 'd paid  my book 
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deposi t [laugh] . I was a bi t pe trifi ed of whe ther I woul d 
fi t in wi th peopl e .  I though t they were a pack of jerks-

everyone in the Commonroom . I though t "My gawd - wha t  
have I go t myself in to ! ? " because everyone l ooked as 
though they were rea l ly intel l igen t and had high hopes for 
themsel ves I though t "Hel l �  a l l  I wan t  to get i s  my 
U. E. " I thought I was real ly thi ck and the rest of them 
were ul tra brainy� bu t then I rea l i sed tha t they weren ' t  
[laugh] . Tha t 's why they were back a t  school - because 
they were thi ck too [laugh] . 

( F . 1 3 ,  Interview, 3 . 4 . 84 )  

PERSONAL GOALS O F  SCHOOL LEAVERS 

2 6 7  

An integral part of  the proce s ses  of  becoming an adult  s tudent 

involved the se lf-evaluation of the re turn to schoo l .  As an outcome 

of  this proces s ,  there were tho se who , in considering the ir options , 

dec ided to withdraw from s chool  and the refore did no t become adult 

student s .  This  type of si tuat ion did no t preclude the individual from 

achieving certain personal goals . For ins tance , M . 6 repo rted that his 

experiences had been predominantly negat ive , particularly in that his 

credential-based goals were perceived - both by himself and teachers-

as ' beyond ' him , and that academically he had ' achieved nothing ' .  On 

the other hand , he noted that his ' social  interaction ' had improved 

and that his return had enab led him to ' cons ider ' options and realise  

that school was current ly ' unsuitab le ' .  M . 6 saw the se as a personal 

' achievement ' which resulted from his re turn to s choo l .  

S imilarly, F . 1 8  reported that : 

. . .  I di dn ' t  like Typing as a subjec t .  I don ' t  ever wan t 
to do i t  as a job .  But - I real ised, too� tha t  I 
would ha ve to do i t  a lot  more than tha t to ever ge t a job 
typing . It was usel ess . I don ' t  suppose anything ' s  
ever was ted. Bu t�  a s  far a s  getting a job through i t  
went� I just knew I woul dn ' t .  I don ' t  regre t the 
fact  tha t I tri ed the Typing - a t  l eas t I found out tha t  I 
di dn ' t  l ike i t .  Tha t  I don ' t  ever want to do anything 
like tha t .  

( F . 1 8 ,  Fie ldno te s ,  24 . 6 . 8 4 )  

F . 1 8 ' s  return had also established a ' negat ive ' outcome through 

demons trat ing an option she did not wi sh to pursue . There were also 
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some ' po s itive ' aspects  of  the experience where F . 1 8  reported personal 

' benefits ' as having been achieved : 

It was good in tha t I had to ge t up every morning and ge t 
cracking and tha t I had some thing to do . It  was good for 
tha t .  [ Furthe r ]  one thing I did enjoy was tha t I 
me t o ther peop l e  through going - al though I have lost  
touch wi th mos t  of them. Tha t 's been good for me . It 's 
very l onely on your ow.n l ike this  - very lonely. 

( F . 1 8 ,  Fie ldnotes , 2 4 . 6 . 84 )  

Attainment of a variety o f  personal goals was pos s ible without 

experienc ing the comp lete proce s s e s  of becoming an adult student . 

Such goals could be attained independently of either remaining at 

schoo l o r  achieving credent ial-based goal s . 

i llustrate this : 

The comments of F . 3 3 

A l i ttle  bi t of a gain in knowl edge [laugh] - hopeful ly! 
[laugh] .  Achi evemen ts - crikey ! ? I think i t ' s just 
the self-sa tisfac ti on, isn ' t  i t  - of ac tua l ly learning 
something. I ' ve always bel i eved tha t wha tever you can 
l earn is a bi t of a bonus in life . . .  It ' s  a l l  a b i t  of 
an achievemen t to me . Whether or no t i t  has any end to i t  
- whether or not I con tinue I won ' t  have regre t ted 
coming because there are l o ts of things I have l earned. 
It 's  opened up, perhaps, new fi elds I never though t about, 
and I ' ve got books of my ow.n whi ch now make a bi t more 
sense - Chemis try and Physi cs books . So, jus t sort of 
self-sa tisfaction and sa tisfac ti on of l earning things . 

( F . 3 3 ,  Interview, 3 . 5 . 8 4 )  

It  can , therefo re , be sugges ted that ' credent ial success ' ,  and 

even becoming an adult student , �s not the only means whereby an 

individual may achieve something from a return to schoo l . In those  

cases where the self-evaluat ion proce s se s  lead to a dec i s ion to 

withdraw from schoo l ,  the return at least  produced the outcome of  

allowing them to : 

. . .  clarify their thinking [ and have ] a time-ou t to have a 
chance to consi der their op tions . 

( D . 1 ,  Fie ldnotes , 28 . 5 . 84 )  

Whi le attent ion has been focus sed upon those who left schoo l thi s  

�s  not to suggest that tho se who remained enro lled t o  become adult  

student s did  no t also  report achievement of personal goal s . All  those  

who enro lled at  schoo l ,  and who partic ipated in the research beyond 
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the init ial  s tages , reported some ' po s itive ' outcomes from the ir  

return to schoo l .  

6 . 1 .  3 PERSONAL GOALS OF ADULT STUDENTS 

In report ing the ' achievements '  and benefits to accrue from the ir 

return to schoo l ,  the adult students also cited a variety of  personal 

outcomes . F . 2 4  reported at one s tage that not only had the return 

broadened her knowledge and ski l l s , but also that her se lf-confidence 

and self-image had ' improved ' as an outcome : 

[ s choo ling ] i s  making me appreciate�  when I read some thing 
in the paper which has a hi storical ' bent ' to i t� and 
unders tand i t  a lot  bet ter. Wi th my wri ting� general ly� 
i t 's improved qui te a bi t if I want to wri te away for 
something - I feel tha t the Engl i sh has helped me there . 
I ' ve go t more confidence and I can express myself be t ter 
than I could and I can expl ain things to my chi ldren . 
It 's  helping there - ge t ting the message across to my 
chi ldren to try and do their best or there won ' t  be any 
jobs ! I feel tha t I 'm achi eving something ! 
Especially when i t  comes to Hi story I 'm l earning 
something new tha t I didn ' t  know before and I feel good 
abou t tha t .  

( F . 2 4 ,  Interview, 30 . 4 . 84 )  

A further illustration o f  this achievement o f  ' se lf-confidence ' 

and ' self-image ' is  provided by F . 30 ' s  report that her return to 

school 

. . .  changed me . I 'm more confi den t and self-assured­
about a lot  of things . I feel I could go out and apply 
for a job now and I couldn ' t  have done tha t three mon ths 
ago . I think i t 's changed my perspecti ve on l ife in 
general . Jus t  - even the people  I 'm mixing wi th - because 
my life was so narrow before and I didn ' t  socialise much 
and now I 'm seeing so many differen t people from different 
walks of life and different outlooks - tha t in i tself i s  a 
grea t thing . My marks have been good - be t ter than I 'd 
hoped - which gi ves me a l o t  of confidence .  A ma t ter of 
self-es teem - liking myself better and thinking "Gee�  I 'm 
not a vegetable  after all " something I 'd though t for 
years ! [laugh] . I ' ve proved to myself tha t I can do 
o ther things as wel l  as being 'mum ' .  Un til  now being 
'mum ' �  in my mind� was a ful l - time occupa tion .  

Bu t�  I 'm finding tha t I can cope wi th more than jus t 



mo therhood - I can add things to i t  and I feel I can go 
on . 

( F . 30 ,  Interview, 4 . 5 . 84 )  

For F . 1 6 ,  her return had several outcome s : 

My relationships have improved a bi t - I talk to more 
people  now. Al so, I suppose, I 'm thinking more 
abou t what  I wan t  to do after this  [ year] . Al so,  
I 'm more confiden t 1n myself and I ' ve found tha t I can 
ac tual ly do i t  and ge t good marks . 

( F . 1 6 ,  Interview, 2 . 5 . 8 4 )  
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While ' marks ' we re often reported b y  the adult s tudents when 

listing their ' achievements ' ,  they also indicated that such personal 

goals  as illustrated here were largely ' independent ' of examinat ion 

results . Over  the course of the present research , all  adult -students 

cited a number of individuali sed , personal goals which had resulted 

from their  return to s choo l .  

6 . 2  CREDENT I AL - BASED GOALS 

In the preceding sect ions , it has been demonstrated that becoming 

an adult student required the indiv idual to complete the s choo l  year . 

It  � s  now appropriate to focus here upon the role of the end of the 

year examinations for those  who became adult student s . 1 1 

First  it must be acknowledged that there were three cases where 

indiv idual s  who sat thes e  external examinations were not adult 

students under the criteria establi shed here . Prev ious discuss ion has 

shown that M . 6 ,  F . 1 3 , and F . 2 3 did not become adult students and that 

all had frequent periods of ab sence prior to leaving schoo l  at the end 

of Term Two . De spite this , all did s i t  for the ir external 

examinat ions , a situat ion the Dean cons idered as ' inappropriate ' ,  

part icularly in the cases of  F . 1 3  and F . 2 3 :  

1 1  A description of goals and achievements of all those enrolled - where applicable-

is part of the data files provided in Appendix D .  



That  jus t makes nonsense of the whole  thing .  Bu t,  see, 
that 's  out of my hands - it must  have been the decision of 
the Sixth Form Dean . See, the [ Form]  Dean i s  responsi ble  
for . . .  a l l  tha t lega l is ti c stuff to do wi th regulations­
and, if they let F.  13 and F. 23 si t the exam, wel l ,  as far 
as I 'm concerned, they shouldn ' t  have . 

(D . 1 ,  Interview, 4 . 1 2 . 84 )  
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I t  did remain possible , then ,  for an individual to s i t  external 

examinat ions wi thout becoming an adult student , or without maintaining 

regular attendance at schoo l .  Furthermore , the fact that F . 1 3  passed 

three of  the four subj ects  attempted in these exams ( although M . 6 and 

F . 2 3 did not )  supports the view that becoming an adult  s tudent i s  not 

a p rerequis ite condition for examination ' succe ss ' .  

Having acknowledged the s e  particular except ions , we now cons ider 

tho se who completed the scho o l  year ,  

The section 1 s  divided into two 

' Goal s  and Outcomes' . 

and did become adult s tudent s .  

subcategorie s :  ' The Exams '  and 

6 . 2 . 1  THE EXAMS 

The three examinat ion periods - school-based 1n June and October ,  

and external 1n November 

among the adult student s .  

were marked by an increase in abs ences 

The se ab sences appeared to p rovide a 

furthe r illustrat ion of  the differentiat ion be tween the adult students 

and pup ils in terms of  attendance ob ligat ions . During a conversation 

with a group of  adult students , the Dean reported that this practice 

was 

. . .  very hard on the pupi l s  though . They 've go t to 
continue to come to school and they don ' t  understand why 
the adul t studen ts should be a l l owed to stay at  home and 
swo t for the exams . It 's not real ly fair  on them. So, 
please, gi ve everyone a fair go over thi s .  

(D . 1 ,  Fie ldnotes , 1 7 . 9 . 84 )  

The adult students ,  1n contrast , reported that they felt they 

could more effectively use the ir time at home rather than attend 

revis ion les sons at school : 



There 's no t much point coming in 'cause we just seem to go 
over exam papers and tha t 's very boring . 

(M . 1 6 , Fie ldnote s ,  2 . 1 1  . 8 4 )  
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The opt ion of staying at  home rather than attend such revis ion 

les sons was adopted by the maj o rity of  adult s tudents ,  part i cularly in 

the period be tween the s choo l end-of-year examinat ions in October and 

the external examinations in Novembe r .  Thi s ,  however ,  1 s  not to 

suggest  that this time away f rom schoo l  was nece s sarily occup ied by 

the student revis ing for the examinations . For instance , M . S remarked 

that : 

I hope I ge t i t  Accredi ted.  I 'm no t doing any swo t  at a l l  
- I  jus t can ' t  b e  bothered - you know - after the last 
[ schoo l ]  exams i t 's  impossible  to ge t in terested aga1n . 

(M . S ,  Fie ldnote s ,  1 8 . 1 0 . 8 4 )  

This appeared t o  be the general situation with the o ther adult 

student s as we l l .  

Fo l lowing both sets of s choo l  examinations , the maj ority of adult 

students reported ' difficultie s ' in becoming 'motivated ' again . They 

reported fee l ing a ' need ' to ' relax ' and that a ' c limax ' point had 

been pas sed with the completion of the examinat ions . The fol lowing 

conversat ion between F . 1 0  and F . 30 exempl ifies  thi s : 

F. 30 Are you having trouble get ting interes ted again ? 

F .  1 0  Yes .  Now tha t the exams are over, I feel  a bi t 
bored wi th i t  al l .  

F . 30 Perhaps i t 's  jus t tha t the exams are over, now 
'SO wha t ? ' you know? There 's no pressure and no 
incentive to work, so you don ' t .  I 'm finding i t  really 
hard to ge t mo tiva ted again . 

F. 1 0  Yes .  

( Fie ldnote s , 26 . 6 . 84 )  

Overall , the examination per iods saw the adult students 

continuing with the process o f  seeking a compromise  be tween schoo l and 

external commitments . They reported a number of activities , including 

varying amounts of rev1s 1on pr ior to the examinations , as occupy1ng 

the ir time over the period before and after examinations . 
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I t  was evident that some ' anxiety ' did manifes t  itself ,  

particularly, during the first  examinat ion period . This varied with 

the individual concerned : 

You shoul d ' ve seen them . Talk a bou t nervous wrecks ! F .  1 5  
was si t ting there munching away [laugh] . She had two 
drinks [ at a hote l ]  before the exam to make her relax !  
[laugh ] .  M .  1 5  had a bad case of the nerves fi ve minutes 
before he walked 1n the door.  F. 13, l ike me . . .  she 
couldn ' t  care less . It  was just inconveni en t  having an 
exam and tha t  was a l l  there was to i t .  

( F . 1 7 , Fie ldnote s ,  7 . 6 . 8 4 )  

I t  was also  apparent that some of  this  ' anxiety ' concerning the 

examinations had effects upon relat ionships out s ide the s choo l 

context : 

I 'm thinking a bout l ea ving home for a week [laugh] . I 
honestly am - think I wi l l  move to a mo tel . Jus t  l i t tl e  
things - l ike - shi t  I go t shi t ty l a s t  night ! They 
[ children ] a l l  came home absolutely soaked . . .  and i t ' s  me 
tha t 's go t to hang their coa ts . . .  and bring their shoes in ! 

So, I ' ve gone on strike [laugh] .  Sai d  "I 'm no t 
cooking any more meals  un til  after the exams " .  There 's 
sti l l  washing to be done - sti l l  so much to do - i t  slacks 
me off a t  times . Tha t 's wha t  I think - you know - these 
kids [ pup i l s ] here, their paren ts can do it for them. 

( F . 1 0 ,  Fie ldnotes , 2 7 . 9 . 84 )  

F . 1 0  did not ' leave home ' ,  although she indicated that her family did 

make some efforts  towards a s s i s t ing he r with the housework during the 

examination period . 

The examinat ion periods also represented an ' intens ification ' of 

the experiences of becoming an adult s tudent . There was the 

noticeable increase in ab sentee ism, further emphas i s ing the ' freedom ' 

from attendance ob l igations characteris ing the adult  student s tatu s , 

and different iating them from the pup i l s . Then, the act of  s itting 

the examinations alongside the pup ils in a crowded hall  supe rv ised by 

teachers was reported as  providing an illus tration of the 

' equivalence ' of role and status between the two group s . During 

examinations , the re was an �ncrease in interaction in the Commonroom, 

as the adult students discussed the ' common top ic ' of the moment . 

Thi s  was part icularly evident in the time immediately fo llowing the 

examinations where discuss ion centered on the papers , the results-



2 7 4  

both ' expected ' and actua l ,  School  Report s ,  and the effects  upon goals 

of examinat ion outcomes . The examinations did appear to prov ide 

something of a ' unifying theme ' 1n terms of a shared and common 

exper1ence . Final ly,  there a l s o  appeared to be higher leve l s  of 

interaction between adult students and teachers fol lowing the 

examinat ions . He re , many of the adult s tudents reported approaching 

teacher s  outs ide the clas s room to discus s both the examination and 

their resul ts . 

In these  ways , then , the examinat ion periods appeared to ' focus ' 

the processes  of becoming an adult  student ,  providing a significant 

ep isode wi thin the exper 1ence s ,  rather than contributing some 

influence not already encountered in another s ituat ion . 

6 . 2 . 2  GOALS AND OUTCOME S 

While most of the student s reported credent ial-based goal s  as  a 

factor contribut ing to the i r  decis ion to re turn to school ,  a 

significant proportion left s choo l  without attaining such goals . I t  

would appear  processes o f  self-evaluation experienced whi le becoming 

an adult  student can lead to change 1n the goals sought by the 

individual .  This  pattern was no le s s  evident among those  who 

completed the p roces ses  of becoming an adult student . Of the 1 4  who 

became adult  students , only M . 1 7 , F . 1 0 , F . 3 2 ,  and F . 3 4 retained the 

full  comp lement of subj ects and goa ls  throughout the year . Two others 

- M. S and F . 1 9 - retained the ir  goals but both did drop a subject  

during the year . A summary of  these goa l s ,  and an indication as  to 

whether or not they were attained,  of the 1 4  adult  student s 1 s  

provided i n  Table 26 on the fo l lowing page . 

For those adult student s who changed their  goals  during the year , 

a variety of  factors were of inf luence . M . 1 S ' s  results  in  the s choo l  

examinations and his attendance record were c ited by him as  

contribut ing to  ' abandoning hope ' of be ing accredited Univers ity 

Entrance , while a ' lack of effort ' 

pass ing the external examinat ions . 

indicated : 

would , in his view, prevent him 

As an outcome of this , M . 1 5  



Code 
No . 

M . S  

M . l S 

M . l 6 

M . l 7  

F . lO 

F . l 4 

F . l 6 

F . l 7 

F . l 9 

F . 2 4 

F . 28 

F . 30 

F . 3 2 

F . 3 4 

.. 
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Adu l t  Student Goa l s  and Achi e v ements 

Stated Purpose of Enrolment • 

U . E ; Technical I n s t i tute, Interior Design 

U . E ; A ' better j ob '  

S . C ;  Broadcasting 

Preparation for following year , university 

U . E 1  Nurse training 

s . c ; kindergarten teacher training 

U . E ; university,  changed t o  Naturopathy 

U . E ;  kindergarten teacher training 

Credit towards N . Z .  C e rt i f i cate of Science 

U . E ;  A ' suitable job ' 

S . C ;  Nurse training 

U . E ; Teacher training 

U . B ; university for Medical Intermediate 

I n teres t ;  return t o  school next year 

Ac tual Des t i na t i on • •  

Achieved 

2 sub j ects U . E ;  bank o f f i ce r  

1 subject S . C ;  returned t o  school 

Achieved 

Achieved 

Part-time teache r ' s  aide 

1\chieved 

2 pa sses U . E ; ki tchen-hand 

Continuing 

1 subject U . E ;  housewi f e  

1 subject s . c ;  nursing ' i n future ' 

1 subj ect U . E ;  part- time cleaner 

Achieved 

Returned to school 

Derived fran questionnaire resp:>nses and student indications of preferred occupations, this provides a 

general indication of goals at the start of the year, and the only case [F .16] of a reported change of 

these goal s .  This is not to deny that others did not come to see these goals as becx:xning 'unlikely' in 

view of the outcanes of their experiences , but that they were not replaced with speci fic alternatives . 

'l11is provides their rep:>rted p::>Siticn at tJ1e ti.rl'e of last contact with the researcher. 

In s ome ways I think i t ' s been a bi t of a wa s te of t ime . 
You know - I ' ve spen t a l o t  of money and I ha ven ' t  rea l ly 
done anything .  I mean, i t ' s ma inly my fa ul t ,  b u t - wel l ,  
in fa c t  i t  i s - i t ' s s t i l l  been a b i t of a was te of t ime . 
You know, I though t I was ready for i t  - ready to go back 
and rea l ly ge t s tuck in to i t  and tha t sort of thi ng . 
Bu t, after a mon th o r  t wo ba ck, I found i t  was jus t the 
same as when I was in the Sixth Form i n  the fi rs t p l a c e .  
Exc ep t, of course, I had a n  excuse - I di dn ' t  have to 
bother t urn ing up - i t  wa s to ta l ly up to me . I di d to 
s ta r t  wi th, bu t, you know, a t  the end there - wel l ,  there 
was no hope of ge t t ing Accredi ted so I though t "Stuff i t ". 

(M . 1 5 , Interview, 4 . 1 2 . 8 4 )  

2 7 5 

In  M . 1 6 ' s  ca se , it  was the ' non-attainment ' of his  goal of School 

Certificate which saw him re turn to school in further  pursuit of this 

qual if icat ion , and ' defer ' his  long- term ambition of seeking a j ob 1n 

broadcas ting . Simi lar ly,  F . 28 remarked that her long- term goal of 

entry to nurse training had been deferred unt il some future t ime . 

Influencing her decis ion we re family commitments and involvement in 

he r husband ' s  business . 
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The circums tances surrounding F . 30 ' s  change 1n goals provides 

another case illus trating the idiosyncratic nature of the processes  of 

becoming an adult student . At the start of the year , F . 30 indicated 

that she wished , as her long-term goa l ,  to qualify as a s choo l  

teacher . Accordingly , she submitted her app licat ion for teacher 

training towards the end of Term Two . Although interviewed for 

teaching , F . 30 was unsucce s s ful . Yet ,  she decided to continue with 

this goal by undertaking a degree 1n Education at univers ity as  an 

alternat ive path to enter  teacher training . F . 30  then suc ces s fu l ly 

app l ied for provis ional admission to university and , over the early 

s tage s  of the 1 984  Chr i s tmas ho l iday perio d ,  expres sed cons iderab le 

enthusiasm for this furthe r study . By the s tart of 1 985 , F . 30 

reported that she had dec ided no t to enrol at univers ity, and that 

reaching this decision had caused he r cons ide rable concern . F . 30 

noted that her decision had been taken in view of her children ' s  needs 

and the fami ly needs for her to earn suffic ient money for thei r  

support . Further ,  a male f riend had advised her that the chi ldren 

' needed her at home ' rather than hav ing her occupied in further s tudy . 

At  this stage , then , F . 30 reported that her long-term goal of teaching 

was ' some time in the future ' and perhap s not unti l  her youngest  son 

( aged nine ) was ' o ld enough ' .  

These examples illus trate that credent ial-based and long-term 

goals  for future occupat ions exhib ited change during the course of  the 

p re sent invest igat ion . The se  changes were the outcome of a variety of  

influences , some from the s chool context and others  from the external 

s i tuation . 

Of the 1 4  adult students , 1 3  - F . 3 4 be ing the except ion - sought 

examination-based goals . Tab le 27 on the following page lists  the 

outcomes for these thirteen adult students . On the bas is  of these  

marks and results ,  it  1 s  evident that the adult students in  the 

p re sent research met with varying levels  of ' succes s '  or ' achievement ' 

in terms of the ir credential-based goals . 

The s tudent ' s  react ions to the se re sults var ied , not only in 

reflection of the marks achieved but also 1n terms of what they 

' expected ' . M . 1 5  had expected his result on the basis  of a reported 

' lack of effort ' ,  yet he s t i l l  expressed some ' disappo intment ' with 
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Adu l t  Student E x ternal Exam i na t i on R e s u l t s  

Exami nat ion Code Subjec ts and Marks (Percen t )  
No. * 

School M . 1 6  Eng 3 7 ;  Bio 4 1 ;  Econ 54 ; Sci 4 1  

Certif icate F . 1 4 Eng 4 5 ;  B i o  [ Abs l 

F . 2 8 Bio 57 ' 

University M . 5  Accredited : Eng ;  Art;  Geog ; Art H i st 

Entrance M . 1 5  Eng 40 ; Bio 61 ; Econ 5 6 ;  Phys i c s  3 7  

F . 1 0 Accredited : Eng ; Geog; Bio1 Hist 

F . 1 6  Accredited : Eng ; Art H i s t ;  B i o ;  H i s t  

F . l 7  Eng 56 ; Geog 3 3 ;  Bio 60 ; Econ 4 3  

1 F . l 9  Bio 34 

F . 2 4 Eng 4 8 ;  H i s t  60 

F . 30 Eng 5 2 ;  B i s t  4 5  

University M . l 7  Bio 2 8 ;  Chem 6 2 ;  Maths [ Abs ] ;  Physics 

Bursaries F . 3 2 Eng 6 0 ;  B i o  7 6 ;  Chem 62 ; Maths 6 3  

5 7  

ENG � English; BIO c Biology 1 EXXl'l c Econanics 1 SCI = Science, HIST + History; 

GElJG = Geography; aJEM = Chemistry; ART HIST = Art History 

Derived fran student reports, verified where possible (see, Note 1 below) fran 

student and school records. 

This is the mark for F . 19 derived fr.an school records. She reported to the author 
having achieved a mark of '51 f in the exam. This, however, could not be verified 

as F.l9 was 'unavailable' to meet with the researcher at the canpletion of the 

fieldwork, at which p:>int the student records had been viewed in every other case . 

This, then, presented satW:!thing of a dilemna. Qle of the two • acCOWlts • of her 

marks only can be 'correct ' .  F . 19 was contacted by telephone and informed of the 

p::>int that the researcher had a 'rrark of 3 4 1  for her results, a t  whic� point she 
repeated the ' 51 '  a s  be ing the ' actual mark ' on her notified results . At this 

stc;sge, txJth the sctx:x>l - where staff insisted on the accuracy of their results -

and F.l9 had been informed of the situation, although it appeared that no further 

action was taken by either party. 
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the outcomes of these examinations. On the other hand, the fact that 

M. 1 5  felt that his return to school had contributed to his ga1n1ng a 

position as a bank officer enabled him to report some 'achievements' 

accruing from the return to school. For F. 1 4  there were few benefits: 

I jus t feel I ' ve had my go - I don ' t  wan t to go back and 
make an i di o t  of myse l f  aga in [ l a ugh} - In case I d i dn ' t  
[ pass] again . 

( F. 14, Fieldnotes, 29. 1 . 85) 

The measure of 'achievement', then, was an individual response, 

linked to examination results, but also an evaluative self-reflection 

upon the comple te year and processes and experiences encountered. Of 

the 14 who became adult students, only five - M. S, F. 1 0, F. 16, F. 32, 
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F . 34 - commented that the year was a ' total succes s '  in terms o f  the 

goals they had achieved ,  although mo st  of the o thers were ab le t o  

report  ' some benefits '  as  hav ing come from the expe riences . 

6 . 3  SCHOOL AWARD S 

Two types  of  award - presented at the end of  

p rizeg iving ceremonies - were availab le to the adult  

the year during 

s tudents :  a 

memorial cup for ' Excel lence in Sixth Form '  by an adult student , and ; 

general subj ect ' achievement award ' certificates . Few o f  the adult 

s tudent s appeared aware of  these awards unt il  the end o f  the year . 

The two except ions were M . S ,  who knew of  the cup as  a friend had 

received it the prev1ous year , and F . 1 0 .  In F . 1 0 ' s  case , she 

acknowledged , after be ing awarded the memorial cup , that she had 

viewed it  as an ' extra goal ' from the outset : 

. . .  tha t was my two goal s  [ for  the year ] - one�  I woul d ge t 
the cup�  and the o ther I would be Accredi ted . I never l e t  
i t  reflec t  back on me and think I 'd b e  miserabl e i f  I 
didn ' t  ge t the cup . Bu t I was real ly proud to 
accept  tha t .  I feel tha t wha t  I set out to do� I ' ve 
gained. I ' ve gained everything I wan ted� rea l ly .  

( F . 1 0 ,  Interview, 4 . 1 2 . 8 4 )  

The var1ous awards ,  listed in Tab le 28 , appeared t o  p rovide only 

a ' minor achievement ' and ce rtainly did not figure prominently in 

student accounts of the outcome s of the ir year at s choo l .  Only F . 1 0  

and F . 3 4 were to express  cons ide rab le personal satis fact ion with the i r  

awards : 

. . .  tha t was really nea t .  
something . 

I real ly fel t  I had achi eved 

( F . 3 4 ,  Interview, 4 . 1 2 . 84 )  

The other award recipients expressed some ' p leasure ' but not 

great ' satisfac t ion ' with the se  certificates , whi le M . S reported that 

his award for Geography : 

. . .  jus t doesn ' t  mean anything. See - I 'm pas t the stage­
if I was 1 7  or 18� i t  migh t  help wi th a job - but I ' ve 



passed tha t s tage now. 

( M . S ,  Interview, 2 . 1 2 . 8 4 )  

Presented A t :  

Senior Pri zegiving 
November 8 .  

Final School Assembly 
November 30 . 
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School Awards 

Award Recipient 

Cup for ' Excell ence i n  Sixth Form ' 
f rom an Adult Student 

F . l O 

Adult S tudent Recogn i tion Awards : 

Achievement Ce r t i f icate : 

Geography F . lO 

H i story F . 2 4  

English F . 3 2 

Geography M . S  

Alternate Mathematics F . 28 
F . 34 

2 7 9  

Overall, these awards did not appear to assume any great 

significance in the processes of becoming an adult student, although 

there was some discussion, during October, as to who was 'most likely' 

to receive the memorial cup. 

SUMMARY AND D I SCUSSION 

The adult students enrolled at school with certain predetermined 

credential-based goals, usually directed towards a change 1n 

occupational status. The adult students also had personal goals for 

returning to school . The achievement of these two types of goals 

represents the ' outcomes ' of the processes of becoming an adult 

student. 

It is clear that individuals could attain certain of their 

personal goals without necessarily completing the processes of 

becoming an adult student. For instance, as an outcome of the self­

evaluation of their return, individuals could arr1ve at a decision 

that the return to school was unlikely to provide sufficient 

'benefits ' and thereby determine that withdrawal represented the ' best 
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option ' . This cons ideration of  options saw a personal goal  real ised . 

The maj ority of those who did leave school were ab le to report the 

achievement of some personal goals . For those who remained,  a variety 

of personal goals were he ld to have accrued from the ir  re turn to 

schoo l .  Such personal goals , it was suggested , could be achieved 

independently of both becoming an adult student and of any credential­

based goal achievement . 

In the case of the c redent ial-based goal s ,  these  also did not 

depend on an individual becoming an adult student in the sense of 

rema1n1ng at schooJ . However ,  the focus of the preceding section has 

been upon those  who did become adult student s .  Among these , there was 

cons iderable variat ion 1n terms  of credent ial goal achievement and , 

consequently, in terms of  changes of occupat ional s tatus which could 

re sult . Accordingly, it could be sugge s ted that becoming an adult  

student doe s not nece ssarily re sult 1n goal  achievement , any more than 

it might for any other g roup of learners 1n an educational 

ins ti tut ion . 

Finally, the schoo l-bas ed awards avai lab le to those who became 

adult s tudents were not seen as  s ignif icant ' achievements '  by the 

maj ority of adult students .  

Thi s ,  then,  completes the presentat ion and di scuss ion of the data 

pertaining to the processes  of becoming an adult s tudent . As such , 

the d i s cussion has moved ' full circle ' from open1ng with a 

cons ideration of the ' reasons ' these individuals re turned to schoo l ,  

through the effects of the various sources o f  inf luence upon them, to 

an examinat ion of the ' achievement ' of the ir var1ous goals .  It 1s 

appropriate at this point to bring the present chapter  to a ' closu re ' 

wi th an overview of the proc e s s e s  of becoming an adult  s tudent . 
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B e c om i �g A� Adu l t  S t u d e � t : 

A� O� e r� i e� O f  T h e  P r o c e s s e s  

Becoming an adult s tudent 1s  an ongoing , complex , dynamic ,  and 

multidimens ional proces s ,  occurring within the everyday world of adult 

student s ,  and involving the interplay of biographical , contextual ,  and 

interact ional factors . 

As the adult s tudents 

educat ional role s ,  formats , 

inst itut ion and sett ing . In 

schoo ling , the students became 

entered scho o l ,  they encountered 

and activities , spec ific to the 

order to meet  the demands posed by 

integrated into the overall schoo l  

culture . Here the adult student was involved in a comp lex proces s  of  

learning knowledge , behaviours , and expectat ions appropriate to  

participat ion within the social and academic l ife of the clas s room 

s ituat ion . 

At the same time , 1n the processes  of establ ishing an adu l t  

s tudent subculture , the adult  students interacted and negotiated with 

others in the social context to estab lish a set of diffe rentiated 

roles , rights ,  ob ligat ions , intent ions and act ions . 

While certain s imilarities exi s ted 1n terms of general 

' characteri s t ics ' of the adult  students ,  each student was different . 

Becoming �n adult student was found to be an indiv idualistic  proce s s  

influenced by the definitions and interpretat ions o f  the social 

s i tuation imposed by the particular student . In short , adult  s tudent s 

were individually active and participatory 1n the processes  of  

becoming . 

Becoming an adult student was also an interact ive proces s .  The 

data pre sented illustrated that the sources of  inf luence upon the 

adu lt  students were many , varied , and again individualistic . The 

Dean , classroom teachers , pup i ls , and others outs ide the schoo l 

context influenced , and interac ted with , the student s .  During such 

interactions , it was evident that becoming an adult student was not a 
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neutral enterprise but rather one which invo lved a distribution and 

application of ' power ' to define and de limit the course and nature of  

the se re lationships .  

While becoming an adu lt student invo lved the concept o f  

' proc e s s ' ,  this 1 s  not t o  b e  taken a s  sugges t ing a not ion o f  

' continuity ' and ' cons i s tency ' . As the preceding discuss ion has 

illustrated , the proce s s  of becoming an adult student was 

individualistic , pol itical , and , furthermore , ep isodic in that it  

revo lved around events and inc idents experienced by the part icular 

adult student . Such episodes , it was shown , varied 1n type , 

intens ity,  durat ion, and outcome . 

The fo l lowing chapte r ,  then, seeks to draw toge ther the se facet s  

o f  the processes  o f  becoming an adult student and t o  comment upon 

the i r  theoretical s ignificance . 



C HA P T E R  F I VE 

B E C OM I N G AN AD U L T  S T U D E N T  

The presen t chap ter discusses the theoretical  elabora tion 
of the processes of becoming an adul t studen t .  First, an 
outline is provided of the approach adop ted and i ts 
general rela tionships to  the l i tera ture . The next section 
presents an overvi ew of the da ta, as a background to the 
development of a parti cular theore tical model . This  model 
is  then rela ted to the l i tera ture as the discussion 
focusses upon the no tions and elabora ti ons of the 
processes of becoming . The chap ter concludes wi th the 
deri vation of preposi ti onal sta temen ts about the processes 
of becoming an adul t s tuden t .  
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In Chapter One , it was shown that there is a dearth of  literature 

pertaining to adult students ln secondary s chools . The literature 

which doe s exi s t  l S  primarily from the perspective of teachers  and 

scho o l  administrators and heav ily psycho logical ln orientation . 

Furthermore , this literature tends to be either purely descrip t ive , 

report ing one particular author ' s  personal experiences of adult 

students  ln a schoo l ,  o r  prescriptive advocating spe c ific 

' strategie s ' which might be adopted to more ' succe s s fully cope ' with 

adult  students 1n the schoo l  context . This literature also lacks any 

depth of  substant ive ' evidence '  and would appear somewhat akin to the 

' cook book ' philosophy of p roviding superficial accounts  and 

pre s c riptions directed towards a ' recipe ' of ' succes s '  in ' manag ing ' 

adult s tudents within the secondary school .  

In  short , much of the available literature provide s little more 

than generalised and superficial accounts of the exper1ences 

encountered by adult  students as they return to the secondary schoo l .  
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Thi s  observat ion confirms Purv i s ' ( 1 97 6 )  v1ew about research 1n the 

general field of adult education : 

Just as in sociology empirical research was domina ted by a 
posi tivistic  approach . . .  and sought quan tifi ca ti on through 
techniques such as  the questionnaire, the [ one-off ] 
intervi ew, various forms of sta tis ti cal analyses etc . , so 
in adul t educa tion we find a simi lar methodologi cal 
approach . . .  . Bu t whereas sociologi sts are now 
seriously questioning the steri l i ty of the separa tion 
be tween theory and research and the appropria teness of the 
types of investiga ti on tha t are used in the na tural 
sciences for the social  world, few adul t educa tiona l i s ts 
have deba ted these i ssues . The adul t educa t i ona l ist  sti l l  
tends to locate research in the pos i t i vist  tradi tion . . . . 

( Purv i s , 1 97 6 ,  p . 1 6 ) 

In short , then , there exi s t s  a number  of defic ienc ies in past  

accounts of adult students in the secondary scho o l ,  resulting 1n  a 

fragmented and 

at tempts  be ing 

incomplete p i c ture 

directed towards 

which might elaborate the processes  

Furthermore , s imilar concerns may 

of the ir exper1ences with few 

prov 1 s 1on of exp lanatory concept s  

of becoming an adult  student . 

be expres sed regarding the general 

literature addres s ing ' adult  education ' ,  rendering it also unsuitable 

as a source of ins ights into the p rocesses of  becoming an adult  

student . 

This dearth of pr1or research ,  however , doe s  not leave the 

inve s t igator 1n a tabula rasa state 1n seeking to deve lop an 

under s tanding of the proce s se s  and experiences encountered by students 

as they return to secondary schoo l .  As Glaser and Strauss  ( 1 9 6 7 )  

state : 

. . . .  the researcher does not  
rasa [ s /he ] mus t  have 
rel evant da ta and abs tra c t  
[ it ] . 

approach real i ty as a tabula 
a perspec ti ve [ so as to] see 

significant ca tegori es from 

(Glaser and S traus s ,  1 9 67 , p . 3 ) 

The perspectives and approaches underp inning the present 

inve s t igat ion , and which were discussed 1n previous chapters , were 

broadly categorised as ' symbolic interactionism ' .  It  1s  now 

appropriate to indicate how this theoretical orientat ion impacted on 

the analys is  of the data . 
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APPROACHING THE DATA : THEORETI CAL O R I ENTAT I ON 

In terms of a v1ew of  the ' purpose ' to be served by theory , the 

s tatement by Nagel ( 1 96 9 ,  p . 1 0 )  that it should p rovide a " . . .  more or  

less  systematic analys is  of a set  of related concepts"  in  order to 

e laborate and clarify the s i tuation under investigat ion was adopted as  

a guiding p rincip le .  From thi s ,  as  Yinger ( 1 9 7 8 )  elaborates , the 

intentions are that theoret ical elaborat ion of data : 

the 

. . .  should  ( 1 ) provide modes of conceptual i za tion for 
descri bing and explaining behaviour, (2) provide 
ca tegori es and hypo theses clear enough to be verifi ed in 
present and fu ture research, and (3) be readi ly 
understandable  by researchers of any vi ewpoin t,  by 
s tuden ts, and by lay-persons and prac ti tioners . 

(Yinger ,  1 97 8 ,  p . 1 1 )  

Taking this as provid ing 

research should seek to 

a generalised 

move , the 

direction towards which 

author cons idered that 

theoret ical exp lanations 

Glaser and Strauss  ( 1 967 ) 

are required 

elaborate . 

the broad 

to both ' fi t ' and ' work ' , as 

I t  was this which p redisposed 

categorisation of p roviding the researcher towards 

' generative ' theoriz ing grounded 1n the data as the more appropriate 

form of  theoretical development 1n the present context . This 

part icular approach clearly dovetai ls  with the broadly categorised 

symbolic  interactioni sm underpinning the re search . With a focus upon 

the everyday ' worlds ' of a g roup of peop le as cons t ructors of the ir  

own act ions and meanings , any e laboration must  proceed from the data 

generated within the social setting ( se e ,  Woods , 1 97 9 ,  1 98 3 ) . 

At the same time , the position was also taken that such 

theoretical e laborat ion should ,  as  Woods ( 1 9 8 Sb ) argue s ,  be 

' cumu lative ' .  I t  was in this sense that the approach adopted was ,  as 

previou s ly described , he ld to fit between what Woods ( 1 98 3 , 1 98Sb ) 

dist inguishes as  ' S tage I '  and ' Stage II ' research and theory 

deve lopment .  In this contex t ,  it  was noted that Stage I was 

primarily concerned with the de scriptive ' mapp ing ' of the field , while  

Stage I I  sought to  determine linkages  with previously ' grounded ' 

concepts , categories , and theoretical cons tructs .  Whi le a central 

thru s t  of  this inve stigation was directed towards the ' descriptive ' 
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proce s s e s  cons idered the ' s trength ' of field research methodo logie s ,  

awarenes s  o f  the numerous recent studie s emp loying such methods to 

educat ional settings exerted cons iderable influence .  Like Delamont 

( 1 98 1 ) ,  there was some concern that pure descript ion of the ' al l  too 

famil iar ' aspects  of s choo l ing would contribute little to e ither 

develop ing understanding of  the processes  of becoming an adult s tudent 

or the necessary production of analyti c ,  and pos s ib ly predictive , 

conceptual constructs . 

Accordingly, the pre sent inves tigation was undertaken with a 

two-fold purpose in terms of  envisaged ' outcome s ' l ikely to accrue 

f rom data gathering and analys i s . First , it attempted to provide for 

the ' mapp ing ' of  an as yet ' uncharted ' area of an educat ional context , 

l inking the research to the ' Stage I '  leve l . Second , it  also 

developed ' theoretical e laborat ions ' of  the influence s  and 

interrelat ionships operat ing on the processes of  becoming an adult 

s tudent . In so  do ing , it  was cons idered that such elaborations 

should , wherever appropriate , uti lise conceptual s t ructures previous ly 

g rounded in other research contexts . I t  1 s  thi s  percept ion which 

represents the author ' s  ' interpretat ions ' of  the sugge s tions made by 

Woods ( 1 98 3 ,  1 98Sb )  that ethnographic theory cons t ruction should 

progre s s  towards the deve lopment of a ' S tage I I ' leve l . 

The se intentions and percept ions , then,  underp inned the gathering 

and analys i s  of the data during the present re search . As such , 

throughout the study procedure s of  ' theoretical samp ling ' and 

' constant comparat ive analy s i s ' (Glaser and S t rauss , 1 96 7 )  were 

appl ied to the collect ion and e laboration of the data . The following 

section provides a summat ion of the data gathered during the 

investigation, pr1or to the cons ideration of its  theoret ical 

significance . 

THE PROCE S SES O F  BECOMING AN ADULT STUDENT : A DATA SUMMAT I ON 

Before embarking upon thi s  discussion, it appears appropriate to 

remind the reader that the research sought to focus upon the proces se s  

o f  becoming an adult student . Accordingly : 
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I t  i s  1n  accepting this  v 1ew advocated by Glaser ( 1 978 ) that the 

following account presents a summary of the data e laborated in the 

preceding chapter . The intent ion is to focus exp l i c i t ly on the notion 

of ' proce s s ' as  derived and developed from the foregoing pre sentat ion 

of the support ing · and illus trat ive data . 

The adult students enro lled at schoo l  with certain predetermined 

credential-based goals directed , generally,  towards a change in 

occupational status . Furthermore , the adult s tudents reported a 

variety of individualistic  personal goals as the ir  j u s t i ficat ion for 

returning to s chool . According ly, the ' s tatus pas sage ' ( Glaser and 

Strau s s ,  1 97 1 ) embarked upon by these returning student s was premi sed 

on the bas is that occupat ional and personal change were like ly goal­

dire c ted outcome s . In short , both occupat ional - or  statu s  - mob ility 

and personal factors determined this re-entry to the s choo l situat ion , 

and were perceived by the students as be ing of  at least  equal 

importance as rationales for the ir  dec i s ion . 

Whi le the decis ion to return to s choo l  may have been taken some 

time p rior to actual enro lment , it was the act of enro lling at schoo l 

which i s  he ld to  have init iated the proce sses  of becoming an adult  

student . Two overarching proce s se s  were identified 1n the present 

research context - integration and different iat ion . 

Once entry to the school  context was obtained , the individual was 

inducted ,  over  time , into the s choo l  and ' pupi l ' culture . This  has 

been termed the proces s of integrati on .  

Integrat ion into the overall schoo l culture occurred a s  an 

outcome of a variety of interrelated and interdependent factors . For 

instance ,  student s '  ' familiarity ' with the school environment , thei r  

' s imi larity ' of dre ss  with sen1or pupils , and the ir  equivalence of  

status , part icularly 1n  the clas s room ,  all served to integrate the 
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adult  s tudents .  The proces s e s  of integration were influenced by  the 

Dean and C las s room Teache r s . The Dean sought to p lace adult  s tudents 

in senior classes  reflecting a general perception among the s taff that 

pup i l s  at this leve l were mos t  ' s imilar ' to adult s tudents in a number  

of  character i stics , thereby ' eas ing ' integrat ion . In the classroom 

context , the teachers gave emphas i s  to the ' appropriate ' role 

relat ionship be ing one of  teacher/ s tudent , rather than adult/adult . 

Such a relat ionship appeared to be generally ' ac cepted ' by the adult 

s tudents  and was acknowledged through their  adopt ion o f  a formal form 

of addre s s  1n most  references  to , and interactions with,  the ir  

teachers . Through these integrative processes  adult  s tudents came to  

' adopt ' an  equivalent s tatus to  that of the pup ils  as the ' mo s t  

appropriate ' 1 n  this context . One outcome was that the adult 

s tudent s became ' identified ' ,  and responded to , a s  ' part of  the 

cla s s ' ,  occupying a similar p o s i t ion and role to that of the s chool­

aged pup ils  within the c las s room relationships and interact ions . 

Becoming an adult student , then, involved a proc e s s  which saw the 

students coming to be ' ident ified ' by themse lves ,  teachers , and pupils  

as  ' members ' of the schoo l  culture . This integration was a complex 

proces s ,  invo lving the learning of knowledge , behaviours and 

expectations appropriate to participation in the s o c ial  context . In 

order to meet the demands posed by formal schooling , the adult s tudent 

mus t  become ' part ' of the culture of the schoo l .  It was also  an 

interactive proces s  for it was evident that the students were 

con s t ructing the ir own personal definit ions of the s i tuation as they 

became integrated . 

In the process  of estab l ishing an adult student subculture ,  the 

adult  s tudents interacted and negotiated with others in the social  

context to es tablish a set  of  differentiated roles , rights , 

obligations , intentions and act ions . Thi s  process  of 

differentiation , like that of integration , was ini t iated at enrolment 

with the attribution of adult  student status . In accordance with 

general pol icies and practices  determined by the Principa l ,  and in 

recognit ion of the personal characteristics  and background of the 

individual , the status of ' adult  s tudent ' was confe rred and reinforced 

by the Dean of Adult Students .  Becoming an adult student , however ,  

also required that processes  o f  se lf- identification with the status 
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occur , to the extent that the se  could override s choo l  definit ions and 

attributions . The different iation of the adult s tudent subculture 

developed through schoo l  po licies and practices  which served to 

e s tabl i sh the ' adult  student ' as  a person with a different status and 

subject  to different expectat ions , t reatments , rule s , and regulations , 

than applied to the school-aged pupils . The ' boundaries ' between the 

two g roups were further enhanced by the nature and form of the ir  

interact ions and re lat ionships . While  thi s dichotomy of group ing and 

s tatus was most  overt in the 

a l so permeated relat ionships 

s tudents and both teachers  

c la s s room s i tuation . 

situation of the Adul t  Commonroom, it  

and interactions be tween the adult  

and pupi l s ,  within and out s ide the 

Ano ther characteristic  of the 

was not a fixed entity 1n time 

' created ' through the act ions and 

subculture was its  fluidity : it  

or space , but continuous ly being 

interac tions of the constitut ive 

members who gave it both exi s tence and form .  The dynamics of  this 

subculture in operat ion invo lved the adult student 1n proces se s  of 

rat ionalization whereby they cont inually sought to evaluate their  

return to school and the i r  status . These  evaluations reflected the 

nexus between the ' adul t ' component background , experiences , 

external life and commitment s , and goals - and the ' s tudent ' component 

der iving from membership of the schoo l  as an institution . The outcome 

of such a process  saw the s tudents evaluate whether or  not cont inue 

with the ir return to schoo l ,  o r  at leas t  to cons ider the form their  

commitment to  school  would take . 

Becoming an adult student was not a p rocess  limited to conditions 

derived solely from the schoo l  context . In short , becoming and 

rema1n1ng an adult student appeared to requ1re the ' succes sful  

management ' of individual financ ial s ituations , schoo ling commitments ,  

and external commitments in terms of both occupation and relationships 

with family and friends . For those who did not succeed at this form 

of personal management , or whose circumstance s were beyond the ir 

control , a withdrawal from s choo l  became the only option available . 

In a very 

proce s s ,  complex 

real 

and 

way , becoming 

dynamic ,  and 

an adult student 1s an ongo1ng 

multidimens ional , involving the 
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interplay of biographical, contextual, and interactional factors. 

This is represented diagrammatically in Figure 6 .  

F I G U R E  6 

Becomi n g  An Adu l t  Studen t : 
A Model of Processes 

ADULT STUDENT SUBCULT URE 

Pr0c 1 1  n'&e 
\ esses of persona\ tna I 

<SI�('I R i o v() 
� .... ,. s� 

G AN A D lJ \..1 

THEORE T I CAL S I GN I F I CANCE 

As Figure 6 shows, there 1s the ongo1ng interaction between 

biographical, contextual and interactive factors involved in the 

processes of becoming an adult student. This figure exhibits a 

number of similarities to other models which have sought to indicate 

the processes whereby the individual 'becomes' part of a social 

context. For instance, 1n an analysis of 'coping strategies', Pollard 

( 1 98 2 )  placed emphasis upon the subjective mean1ng of coping and 

derived a model giving recognition to the intersection of a number of 



29 1 

influences , including teacher and pupil  biography, ins titutional 

factors , social structure , interact ional proce s se s ,  and contex t . I t  

i s  i n  recognition o f  thi s s imilarity that the present research i s  he ld 

to  provide a further s tage in the development and ' mapp ing ' of the 

influences  and interrelat ionships as the individual ' become s ' part of  

an  ongo ing social  s tructure , and hence related to  the proces se s  of  

theo ry development outlined by Woods ( 1 983 , 1 98 5b ) . The particular 

purpos e ,  then , of the theoretical elabo ration of the data becomes one 

of seeking to provide new concepts , formulations , and dimens ions , of 

sugge s ting al ternative patterns  of relationships ,  and 

further the models of the p rocesses  so  far e s tablished . 

to deve lop 

Although not 

implying any inherent ' superiority ' of deve lopment , theory e laborat ion 

becomes part of an ongoing cumu lative ' ref inement '  seeking also  to 

st imulate further examinat ion of the tentative concept s  and typologies 

derived from any inves t igation . 

On the bas is . of the data and the model developed in Figure 6 ,  it  

i s  therefore the notions o f  individualism, manifes tations of  powe r ,  

the episodic nature o f  experience s ,  integrat ion, and differentiat ion, 

which are of theoretical s ignificance and which require examination . 

In o ther words , elaborat ion 1s  required of the manner in which 

s i tuat ional adjustment , sociali satory episodes , polit ical activities  

and re lationships ,  within an individualised proce s s  all contribute 

towards the person becoming an adult student . 

Faced with the dearth of a sub s tant ive body of li terature 

detailing proces ses  of becoming an adult s tudent in secondary s choo l ,  

and the characteristics  o f  the samp le rendering much o f  the s chool­

based literature somewhat inapprop riate , the author turned init ially 

to the ' socialisation ' literature as  a framework within which to 

locate the present study . Although a subject  of inves t igation for 

only some two or three decades ( for instance , Seeke r ,  1 9 52 ; Seeker 

and Carper ,  1 9 56 ; Seeker and Straus s ,  1 95 6 ) , it 1s apparent that a 

cons iderable body of literature has addres sed the general area of 

' adul t  socialisation ' . In particular , a plethora of studies  and 

literature has addres sed aspec t s  of the processes  of ' becoming ' from a 

perspective focus s ing upon aspects  of ' profess ional · soc ialisation ' ,  a 

selection from which 1s  prov ided 1n Figure 7 within a clas s if icatory 

scheme proposed by Sattersby ( 1 98 1 a ) and Ramsay and Sattersby ( 1 97 9 ) . 
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In  the present situat ion , i t  � s  poss ible to fo l low the pattern 

e stab l i shed by other researchers  ( for instance , Battersby , 1 98 1 a ;  

Olesen and Whi ttaker ,  1 9 68 , 1 970 ; Ramsay and Battersby, 1 97 9 ; 

Wentworth, 1 980 ) and indicate some general concerns with aspects  of  

thi s  extens ive literature . 

Firs t ,  it  i s  apparent that something of a dichotomy exi s t s  within 

thi s  l iterature which,  as  Ramsay and Battersby ( 1 97 9 )  note , see s 

. . .  Merton versus Becker, struc tural func tional i sm versus 
symbol i c  interactionism, and posi ti vistic  research versus 
parti cipant observa tion . . . . [ and ] these di chotomi es have 
l imi ted the powerfulness of professional social i za ti on 
research . 

( Ramsay and Battersby, 1 97 9 ,  p . 2 )  

Moreover ,  they further report that the term ' socia l i sa t ion ' has become 

' over-psycho log ized ' leading to definit ions which , in many ins tances , 

refer to processes  of accul turat ion and/or enculturatiou .  Often, as  

Olesen and Whittaker ( 1 9 6 8 ) remark , the v�ew � s  g �ven o f  the 

' s tudents ' approaching the institution �n a tabula rasa condition , 

all s imi lar �n terms of background and characteristics , devo id of  

interes t s  or  effects  from out s ide the ins titut ion , who are then 

' proces sed ' by the system into the final product of the ' profe s s ional ' 

upon graduation at which po int further deve lopment ceases .  In  thi s  

context , definitions o f  ' so c ia l is ation ' abound , and usually include 

reference to the process by which people gradually acquire attitude s ,  

values ,  and ways o f  behav ing appropriate to their future status ( for  

ins tance , Cohen , L . , 1 968 ) . I z raeli  ( 1 9 7 7 )  and others  argue that such 

a view as sumes a ' mono lithic '  and consensual social i s atory ins t itution 

and �gnores the interact ive and ongoing aspect s  o f  profes s ional 

development . In turn, this  theoretical model  which v�ews 

socialisat ion as being the acquisit ion of  ' appropriate ' modes of 

conduct through processes  of  learn ing and condit ioning , tends to focus 

more upon the ' outcomes ' of the process  inferring that it  produces  

people who conform " . . .  with little  recognition that the practices  to  

which individual s  may be socialised could be inadequate , undes i rable 

or de leterious" ( Battersby, 1 98 1 a , p . 1 2 ) .  

In other words , as Wrong ( 1 96 1 ) and Wentworth ( 1 980 ) sugge s t ,  

such a perspect ive support s the ' over- socialised ' v�ew o f  adult  
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deve lopment which emphasises  the determini s t ic influences  of  

socialisatory ins titutions upon pas s 1ve , 

where : 

submis s ive , individuals 

The sociali zed condi tion was wha t  made a person accep ta b l e  
useful for soc i e ty .  The 
functional person, one easi ly 

to, or in 
sociali zed 
compa tible  
behavi our . 

recen t  
person 
wi th a 

times, 
is the 

tidy de termini stic explana tion of 

(Wentworth , 1 980 , p . 39 )  

Whi le much of the foregoing re lates more specifically to those  

researches adopting a structural-funct ionalist  perspe c t ive , s imilar 

critiques have been directed towards the symbolic  interact ioni s t  

approach t o  profess ional socialisat ion ( see , Battersby, 1 98 1 a ;  Ramsay 

and Battersby , 1 9 79 ; Wentworth , 1 98 0 ) . Indeed , with a view of  

' socialisation ' as an ' over-arching proces s ' ,  the symbolic  

interact ionis t  approach s imilarly results  in  role learning to produce 

the situat ional adj us tment of the individual to the context of the 

particular profe s s ion.  Thi s ,  according to Wentworth ( 1 98 0 ) , leads to 

an ' under-soc ial ised ' v1ew of the individual and a s i tuational 

specificity to the proces ses  

argue s that this  approach has 

socialisation as we ll  as  

invo lved . Furthermore , Wentworth also  

neg lected the ' ongo ing ' aspects of  

those  pertaining to the historical 

structures of soc iety and processes  of internal isation . 

In short , critique s of the literature pertaining to profe s s ional 

socialisat ion contend that : 

Theory and research on [ profe s s iona l ]  socia l i sa ti on 
can . . .  be seen to be deficien t  on a number of coun t s .  
General ly, past studi es have been methodologi cal ly and/or 
conceptua l ly inadequa te . Moreover, theory-bu i l ding 
research has been largely unproduc tive, and in some 
respec ts di vorced from the rea l i ty i t  seeks to explain . 

( Battersby, 1 98 1 a ,  p . 1 4 ) 

Indeed : 

Present-day theori es [ of socialisation ] allow no l ogi cal 
connec tion to mis takes, fai l ures, misunders tandings, 
personal preference, balking or simple refusal to be an 
eager l earner .  For tha t ma t ter, an active and eager 
learner is not a real possi b i l i ty.  

(Wentworth, 1 980 , p . 40 )  
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The alternat ive proposed , and the perspective underp inning the 

present research , 1s for the deve lopment of inves t igations into 

aspects  of socialisation to proceed along lines s imilar to those  

suggested by Olesen and Whi ttaker ( 1 968 , 1 970 ) , Ramsay and Battersby 

( 1 9 7 9 ) , and Wentworth ( 1 980 ) . Here , it  is argued ,  cognizance needs to 

be g iven to Schutz ' s  ( 1 97 3 )  not ion of ' multiple reali t ie s ' and the 

extent to which individual s  experience these  as they ' grow into ' the ir  

circums tances . Such a v1ew allows emphasis to be g iven to the 

interaction of a variety of proce s s e s  occurring s imultaneous ly 

and/or  concurrently as  a person enters  any s i tuation and ' grows 

into ' an occupation , or social context . Moreover ,  the adopt ion of  

such a perspective presupposes  that i t  should be  derived from an 

examinat ion of the everyday world of the partic ipants with an 

account ing for changes and development as wel l  as thos e  of  

interactional and contextual effects . In  turn, it  must  also  provide 

for the intentional ity, reflectivity and autonomy of each sub j e c t  

( Schutz ,  1 970 , 1 9 7 1 , 1 97 3.' ) .  Such an approach then allows  the 

re searcher to focus on the proces ses  rather than remaining , as Rams ay 

and Battersby ( 1 97 9 ,  p . 2 ) s tate , " . . .  shackled by the chains of  thei r  

parent theories" . 

I t  was from considerations of these  crit iques of the literature 

on profes s ional socialisation that the present researcher determined 

to  adopt the term ' becoming ' rather than ' socialisation ' . Thi s ,  it  

was contended,  avo ided the inherent difficu l t ies apparent within the 

use of the term ' socialisation ' while emphas i s ing the ' proces se s ' and 

' development ' as individuals ' adapt to ' the ir  situat ions . As such,  

' becoming ' appeared to provide a separat ion from the amb iguity of  the 

term ' socialisat ion ' , as wel l  as g 1v1ng a pars1mony of termino logy , 

which Wentworth ' s  ( 1 980 ) apparently simi lar term of ' soc ialisat ion-as­

interaction ' does not . 

Accordingly , while the outcomes from the present study may be 

located within the general literature on ' profes s ional 

sociali sat ion ' ,  this location and select ion 1s subj ected to the 

constraints apparent in the comprehens ive c r i tiques briefly reported 

above . Furthermore , there rema1ns that extent to which the group 1n 

the present inve s tigat ion diverge from thos e  forming the substantive 

subject  of the literature on ' p rofe s s i onal socialisation ' .  For 
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instance , 1n the research report ing the proce s se s  of ' becoming a 

teacher ' ( see Figure 7 )  there is  some implication of ' forward ' and 

' on-go ing ' deve lopment characteris ing this change in status . In the 

present context , whi le some were ' continuing ' the ir  school ing , o thers 

were ' returning ' to a status they had left some years ago . At one 

po int , the re searcher co ined the phrase ' regre s s ive socialisation ' to 

refer to the processes  whereby the ' adult ' was ' returned ' to the 

status of ' school  pup i l ' again . For such reasons , then,  use o f  the 

literature on profes s ional socialisation needed to be ' fi l tered ' in 

order to provide for the differences in the nature and context of the 

pre sent research . Whi le ' adults ' are the focus , they are encountering 

a process  which sees them ' returning ' to a context , s tatu s , and 

' ro le ' , at least akin to that they held p reviously when themse lves 

schoo l-aged ' pup ils ' .  

Finally, at this 

caveat imposed upon 

point , 

the 

it appears appropriate 

present research by the 

to restate a 

' s ituat ional 

cons traints ' .  There are aspects undoubtedly influencing the p roces s e s  

o f  becoming an adult student that were beyond the re source s of  the 

proj ect to invest igate . The point has to be  acknowledged that the 

researcher was unable to fo llow the s tudents into every aspect of  

the ir everyday lives . For ins tance , the ongo ing interact ions within 

the c las s room context could be held to be  an important influence upon 

becoming an adult student , as perhaps could be relat ionships out s ide 

the school context . These  influence s  are not denied within the 

present research , however ,  as indicated 1n Chapter Two , access to such 

s ituat ions was beyond the re sources of the author,  hence reliance has 

been p laced upon accounts  provided by the teachers and adult students 

without the ' benefits ' of observat ional strategies . Perhaps , then ,  

further investigat ion might wish  to  examine the significance of thes e  

aspects  of the processes  o f  ' becoming ' a n  adult  student . 

BECOM I NG AN ADULT S TUDENT : ELABORAT ION OF THE PROCE S S E S  

Inherent within the descriptive presentat ion of the data are  a 

number of aspects of the proce s ses  of becoming an adult  s tudent whi ch 

provide a further refutation of the deterministic ,  uni-directiona l ,  

approach to explanat ions o f  socialisatory proce s s e s . At this po int , 
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utilis ing the three factors ident ified in Figure 6 as  organizat ional 

labe ls , it is  intended to deve lop explanatory concepts  der ived from 

the literature to provide further elaborat ion of the contribut ions 

made to the processes  of becoming an adult s tudent . In  so do ing , 

however , it must  be recal led that this does represent an ' artificia l  

separation ' o f  the elements of  an interdependent and interact ive 

sys tem, or that : 

There are numerous probl ems of chronology, transi tion 
points, and in ter-subjec t consistency whi ch inevi tably 
play havoc wi th a lmost  any [ separated ]  model of a 
compl exly articula ted social process . 

(Davis , 1 968 , p . 24 1 ) 

1 .  B iographical F a c t o r s  

The adult students had enro lled seeking credentials as an avenue 

to occupat ional mobil ity . In line with Fre ire ' s  ( 1 97 2 )  concept of  

' banking education ' ,  the acquis it ion of  a credential 1 s  held  by thes e  

students t o  1mprove one ' s  ' market potential ' where educat ion i s  

commonly viewed as leading t o  social mob il ity ( Conne ll  et  al ,  1 982 ) . 

Certainly,  there does appear at least general support within the data 

for the view that lifespan and societal changes contributed to the 

' need ' , or ' desire ' , for further learning and credent ials ( see , 

Mort imer and Simmons , 1 97 8 ) , for the maj ority of the adult s tudents .  

Each of the adult student s did  have certain valued goals or  end-s tates 

which guided the ir selection of means from among all  of thos e  

avai lable t o  them . Edgar ( 1 9 7 4 )  apt ly sums up the importance of thes e  

types of  goals and end-state s : 

For example, the wai tress who wants a be t ter job because 
she val ues money or securi ty or higher sta tus, may choose 
to forgo wages whi l e  she acquires the necessary training 
or educa ti on .  Her actions canno t be explained sol ely in 
terms of her past experi ence, her presen t ' equipment for 
competence ' , bu t mus t be seen in the context of her 
present versus her desired or val ued self-image - how she 
wants to be seen and to see herself despi te the objec ti ve 
l imi ta tions facing her . 

(Edgar , 1 97 4 ,  pp . 1 0- 1 1 )  
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It  is  this credential ism which distinguishe s  the return of adu l t  

students t o  secondary s chool from other forms of adult educat ion 

( se e ,  Purvis , 1 97 6 ) . Whi le the occupational changes  sought in the 

maj ority of cases were directed to what Etz ioni ( 1 9 6 9 )  terms the 

' semi-profess ions ' teaching and nurs ing in part icular - there were 

also  three cases where entry to the ' higher s tatus profe s s ion ' o f  

medical practitioner formed the long-term goal . However , in thes e  

case s ,  two were already qualified nurses , one with a degree , and the 

third was married to a veterinary student who comp leted his course  

during the year . Overa l l ,  the change in occupational directions  

sought by the adult s tudents  represented a move upwards in  status 

pos i t ion , and generally upwards from family of o rigin and , in some 

' cases , from partner and/or  c lose friends ( see Appendix D ) . 

The perception that such ' change ' 1n occupational status was 

attainab le through returning to educat ion formed part of the cultural 

capital (Bourdieu , 1 97 7 )  thes e  adult s tudents brought with them to the 

schoo l  context . 

and Whittaker 

As such , this reflects the notion advanced by Ole sen 

( 1 96 8 )  that the student doe s not arr1ve at the 

ins t itution with a ' c lean s late ' devoid of pr1or exper1ences . In 

short , adult students bring with them a body of knowledge , 

unders tandings , style of se lf-presentation,  language usage , and 

ideo log ies which may be g rouped together as constitut ing the i r  

cultural cap ital ( Bourdieu and Pas seron, 1 97 7 ) . Thi s  cultural cap ital 

become s embodied 1n the individual as  a particular ' l ife style ' 

(Harke r ,  1 98 5 )  or hab itu s  which initially shape s  the perceptions , 

thinking , appreciation , and actions (Bourdieu and Pas seron , 1 97 7 )  as  

the adult students entered the schoo l .  I t  was as an outcome of the se  

' attributes ' that the adult students ' arrived ' at schoo l  with an 

initia l  set of predispositions towards the experience which directly 

influenced their integration . Furthermore , thi s  hab itus  contributed 

towards not only the induct ion of the adult  student , but may be 

conside red as part of the i r  differentiation ( see , Olesen and 

Whittaker ,  1 968 ) from tho se who do not take this option of returning 

to secondary schoo l .  

Thi s pursuit of credent ials 1n a ' second-chance '  educat ion is  

g1ven particular emphas i s  within the literature address ing adult 

students in New Zealand secondary schoo ls  ( for ins tance , Department of 
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Education , 1 97 6 b ) , however the data indicated that thi s  formed only 

part of the rat ionale for returning . At least  equal importance was 

attached by the adult s tudents to personal goals as  guiding their  

return to  school ,  with many citing these  as  ' more de s irable ' outcomes 

than the achievement of  credential s . In account ing for the reasons 

for the se adults  returning to s choo l ,  then ,  there would appear to be a 

need for greater recognit ion of these  personal goal s . Thi s  would 

appear to be part icularly important if the adult s tudent programme l S  

to counter with any effect the ' cooling out ' proces s  which has  led  to 

many pupils  ' fail ing ' to pas s  through the selection and sort ing 

aspects attributed to formal schooling . An examinat ion of the 

background of a number of those  in the pre sent research i l lu strates 

that prior educat ion had often been viewed as ' unsuccessful ' and the 

student reported leaving with a ' sense of failure ' .  This p rovides a 

further factor d i s tinguishing adult s tudent s in secondary s choo l  f rom 

those in ' cont inuing educat ion ' where , as Benseman ( 1 9 7 9 a )  reports ,  

the maj ority are those who had met with at least  some ' succes s '  in 

the ir prior schoo ling . The view of adult  students as having been 

' unsucces s ful ' in the ir  former schooling is  a lso subs tantiated through 

the literature ( see Chapter One ) . On this basis , there would appear 

some justification for emphasis ing that credential  attainment is not 

neces sarily the only outcome of schoo ling . As the present samp le 

illustrated , personal goals can be  achieved independent ly o f  

credent ials , and may b e  

however ,  that such a 

ideo logy of schoo l ing 

' mo re important ' .  

shift  1n emphas i s  

whi ch tends to 

This is not to presume , 

will negate the dominant 

equate ' succes s '  with 

examinat ion-based qual ificat ions . In add i t ion , it i s  not be ing argued 

that personal goal s  alone , without changes in structure and pract ice 

( see , Harker ,  1 98 2 ) , will  lead to  equity of access or outcome within 

formal schoo ling . What 1s being argued is  that greater recogni t ion 

needs to be g 1ven to the variety of individualised personal goals  

within exp lanations of the reasons why people undertake educat ion , and 

in terms of the educat ional outcomes they hope to attain . In o ther 

words , a focus upon credential-based goals  alone doe s  not convey the 

multip l icity of factors which may de termine an individual ' s  

involvement as a student in an educat ional inst i tution . 

Related to the personal background of the adult student s ,  and 

apparent throughout the data ,  was the not ion that the se were 
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individuals , different 1n terms of the ir characteristics  and 

experiences ( see , Olesen and Whittake r ,  1 968 ) . The se differences were 

also manife st 1n the variat ions 

pos s ible  solutions available to 

' manage ' their  return to school .  

' s i tuation ' and ' context ' related 

developed by Becker and Geer  

among 

the adult 

This  

to the 

( 1 9 60 ) ,  

sets  of contingencies  and 

s tudents as  they sought to 

parallels  the not ions o f  

concept of ' latent culture ' 

which also  provides an 

exp lanatory category for e laborat ing the formation of group1ngs within 

the overall adult student subculture , particularly evident 1n the 

ini tial stages of the year . In short , each s tudent was both the 

product and producer of ' multiple realitie s '  ( Schutz , 1 97 3 ) , and a 

personal hab itus  ( Bourdieu and Pas seron , 1 9 7 7 ) . Thi s  individua l ised  

aspect  o f  the proces se s  of becoming an adult s tudent was also  evident 

within that part of the model ( F igure 6 )  reporting contextual factors . 

2 .  Con textual Fa c t o r s  

As with any organisat ion , the s choo l  doe s  not exis t  in a social  

and cultural vacuum, but  1 s  a product of the history and social  

context within which it  1s  located . The physical s t ructure of the 

school  itself  influence s  the relat ionship s between those  interacting 

in the system ( Stebbins , 1 9 7 6 ,  1 98 1 ) .  For instanc e ,  the structure of  

the clas s room direct ly influences  the form o f  interaction and 

relat ionships pos s ible , and can directly contribute to conveying a 

rituals held by members of s taff (Edwards variety of  ideolog ies and 

and Furlong , 1 97 8 ) . In  

context will  be directly 

turn , the interpretat ion placed upon the 

influenced by prev1ous experiences  and 

socialisat ion ( se e ,  Woods , 1 98 3 )  of all tho se invo lved . Certainly , 

the data from the present s tudy clearly indicated that the processes  

of  integrat ion of  the adult student s were influenced by  thei r  

expectations derived from pr1or schoo ling that the context would b e  a t  

leas t  ' s imilar ' . 

On the other hand 

differentiation the 

- and a factor contribut ing to proces ses  of  

adult  student commonroom provided a ' back 

region ' (Woods , 1 98 3 ,  p . 6 ) where many of the behaviours illus t rated by 

Goffman ( 1 9 6 9 )  were evident : 



. . .  reciprocal first-naming, coopera tive deci sion-making, 
profani ty, open sexual remarks,  elabora t e  griping, 
smoking, . . .  1 sloppy 1 si tting and s tanding pos ture, use 
of dialect  or  sub-standard speech,  mumbl ing and shou ting, 
playful aggressi vi ty and kidding. 

( Goffman , 1 96 9 ,  p . 1 29 )  
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I t  was here , and through such actions and behaviours , that the adu l t  

s tudents re laxed and took ' t ime out ' from the proce s se s  and outcome s 

of  integration . Furthermore , the commonroom provided a neces sary 

s i tuat ion for defining adult student s tatus and privacy was strictly 

adhered to and enforce d ,  in much the same manner as was the staffroom 

for teachers ( see , Hammersley, 1 98 1 ; Woods ,  1 9 7 9 ) . 

The context , however ,  i s  not limited to the phys ical structures 

alone . Rather ,  it  inc ludes the comp lex of ideo logies , cul tural 

capital , hierarchy ,  power relationships ,  pedagogy and s chool policie s  

and pract ices ( see Figure 6 ) . I t  i s  not proposed to detail a l l  of  

these multiplicity of  factors , but rathe r to focus on  the proces s  o f  

' adjustment ' t o  the context evident within the overall proce s s e s  of  

becoming an adult student . 

In the original formulat ions of the notion of ' s i tuational 

adjustment ' ( Becker ,  1 9 70k,  1 97 0 1 )  it was contended that as adu l t s  

move � n  and out of  soc ial groups they learn various s t rategies  o f  

survival and , i n  certain ins tances , ' become ' the type of  person the 

situation demands .  As Lacey ( 1 9 7 7 )  notes ,  Becker has firmly fixed the 

individual in terms of s i tuat ional determinism .  The alternat ive 

perspective proposed by Lacey was a threefold c lassification which 

prov ided for a wider range of indiv idual responses to the situat ion . 

In turn, as a further rej ect ion of Becker ' s  determinis t i c  account and 

as a refinement of Lacey ' s  c las s ification, Battersby and Koh ( 1 980 ) 

developed a threefold typology of situational adjus tment exp l i c i t ly 

prov iding for processes  of personal change . In this , it  i s  noted that 

proce sses  of personal change occur IF an individual des ires to 

continue in a s ituat ion and both knows and conveys the requ i red 

performances . The three types  of situat ional adj ustment d i s tinguished 

are , to paraphrase Battersby and Koh ( 1 980 ) , as follows : 

1 :  Internalised adj us tment : if the individual compl ies  
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with s i tuat ional demands and 
benefic ial . 

accepts them as personal ly 

2 :  Invo luntary adju s tment : the individual accepts , and 
automat ically and/or unknowingly complies with s i tuat ional 
demands . 

3 :  Tact ical adj ustment : the individual s t rategically 
comp lies with s ituat ional demands but has reservations 
about them . 

( Adapted from , Battersby and Koh , 1 980 , p . 7 ) 

In the present context , becoming an adu l t  s tudent has been 

defined in terms of requiring the individual to ' de s ire ' partic ipation 

- in the sense of  undertaking the return - and that of continuing in 

the s ituation . To do s o ,  it  can then be indicated that the individual 

demons trated proce s ses of personal change commensurate with each of  

the se three forms of s ituat ional adjus tment . For ins tanc e ,  the adult  

students were consciously aware of  the need to ' pe rform '  in  external 

examinat ions 1n order to derive their  credential-based goal s ,  and 

made efforts to ' work hard ' in order to attain them . However , thi s  l S  

not to suggest  that the ' adjustment ' of  the s tudent in such an 

instance ' fitted ' the ' ideal mode l ' of the schoo l which appeared to 

be one of ' cons istent ' goal-directed behaviour .  Rather ,  the 

individual adult  students formed the ir own interp retation of a 

' suffic ient ' effort in order to maintain elig ibility for examinat ion 

entry , and possib ly ' succe s s ' . The no tion of ' invo luntary adj ustment ' 

was clearly indicated by the manner in which adult s tudent s ' adopted ' 

the use of a formal form of addres s  for the ir clas s room teachers  and 

accepted thi s  ' unconsciou s ly ' and 1n what can be seen as a ' rejection ' 

of the normal form of adult : adult  re lationship . The ' definition of  

the s ituat ion ' ,  then , become s one where ' agreement ' was reached giving 

priority to honouring the formal teacher/ student relat ionship , at 

least in the clas s room context ( see , Woods ,  1 980b ) . The s ituat ion 

' demanded ' that teachers be addres sed ' formally ' ,  part i cularly by the 

school-aged pupil s , and the adult  students comp l ied with the same 

pattern . This  ' requirement ' of formal means of addre s s  may be linked 

to the not ion of  teacher ' survival strategies ' (Woods ,  1 9 7 9 ,  1 98 3 )  

where the ' profe s s ional ' standing o f  the teacher mus t  be 

' acknowledged ' by those 1n a ' lower ' pos ition in the hierarchy . 

Further evidence of this ' s trategy ' was also evident 1n the comments 

placed by teachers on the adult  s tudent school reports  and in the ir  
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summative statements during interviews as they reported percept ions of  

the individual s tudent ( see , Woods ,  1 97 9 ) . In this  sens e , i t  i s  not 

only the adult students who exhibited ' adjustment s '  to the s i tuation , 

but equally teachers and pup i l s . All  those within the interaction 

sys tem,  then , adopt  various ' s t rategies ' �n order to continue �n the 

s ituation . Final ly ,  tactical adj ustment would appear to be  the 

appropriate descriptor for both certain aspects  and the overall 

process  of becoming an adult  student . Certainly , while  the adult  

students were ' prepared ' to ' accept ' the definitions of  the s i tuation 

imposed by teachers  in terms of ' appropriate ' clas s room re lationships 

as being ' teacher/ student ' ,  many reported re servations about the 

treatment s .  S imilarly ,  the adult student s reported ' behaving l ike ' 

the pup ils �n order to gain ' acceptance ' ,  yet noted that this only 

' appl ied ' �n the classroom context . Overall ,  the adult  s tudents 

adhered to the ' demands ' p laced upon them to ' become ' part o f  the 

schoo l culture , with the tactical adj u s tments manife s t ing themselves 

in terms of the ir  se lf-determination of  attendance patterns , self­

evaluat ion of the ir return to s choo l ,  and the variety of 

individualistic responses to the both s chool culture and adult  s tudent 

subculture . Accordingly, while tactically adju s ting to the s choo l  

situation in order t o  attain their  goal s , they reported private 

reservations ( Battersby and Koh ,  1 980 ; Olesen and Whittaker ,  1 96 8 ) 

about accepting and adhering to the requ irements of schoo ling . Some 

of these reservations were manifested �n the proce sses  of self­

determination of individual commi tment s to s choo l while others  were 

apparent in the criticisms certain students expressed regarding s choo l  

policie s  and teacher practices .  Tactical adjustment , in this sens e , 

would appear close ly re lated to Birksted ' s  ( 1 9 7 6 )  account where : 

Adol escents . . .  did not see schoo l  as an organi sational 
principl e of their l i ves . They evalua ted the usefulness 
to them of exams in terms of their occupa tion plans for 
the future . Thi s  evalua ti on governed their perception of 
the usefulness of school  and their performance a t  schoo l . 

(Birks ted , 1 9 7 6 ,  p . 7 4 )  

In this analys i s , Birksted ( 1 9 7 6 )  illustrates the not ion of 

' adaptat ion strategies ' as  do a number of  other writers discu s s ing 

sub-cultural format ion 1n the schoo ling context ( for ins tance Bal l ,  

1 98 1 ; Hargreaves ,  1 96 7 ; Lacey,  1 9 7 0 ; Will is , 1 97 7 ) . The form of 

situational adjus tment advanced in the pre sent context would appear to 
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encompass  s imilar strategie s , yet also provide for the fact evident �n 

the data that all  adul t  students reported processes  of  se lf-evaluation 

of the ir return to s choo l .  I n  turn , this appears t o  sugges t  an 

explanatory category which provides for the fact  that even thos e  who 

are ' supportive ' of  the formal sys tem may also  evaluate their  

experiences . Whereas some of the exp lanations of  adap tat ion 

strategies ( for ins tance , Hargreave s ,  1 9 6 7 ; Lacey, 1 9 70 ) imply a 

rather bifurcated typo logy of ' pro- ' and ' anti-school '  groups ,  the 

present model  provides for the individual variations evident within 

any sub-cultural group ( see , Ball , 1 98 1 ; Hammers ley and Turner ,  

1 980 ) . Certainly, the adult s tudents did not display the ' re j e c t ion ' 

of the normative s t ructure of  schooling held  to characterise ' ant i­

school '  groups , nor the ' acceptance ' imp l ied for the ' pro-school '  

group s ,  rathe r :  

In general terms, however, few pupi l s  a t  thi s  [ later ] 
stage in their school careers see their commi tmen t to 
school tota l ly in terms of a norma ti ve i dentifica tion wi th 
the school cul ture . Many more tend to vi ew school  
calcula ti vely, as a provider of  nego tiabl e qual ifi ca tions, 
and some reject  bo th the values of the school cul ture and 
i ts products . 

(Ball , 1 98 1 , p . 1 2 1 )  

The adult student s cons tituting the present samp le did not see  

their time at  schoo l as ' the central organ�s �ng principle ' of thei r  

lives , in much the same manner as pup ils d i s cus sed b y  B a l l  ( 1 98 1 ) and 

Birks ted ( 1 97 6 ) . The data illus trated that the adult s tudents 

determined a ' compromise ' which allowed them to ' manage ' both s choo l  

and external commitment s ,  with the later often be ing accorded 

prominence .  As such , this may be contras ted with the schoo l-based 

ideology which places  particular empha s i s  upon the ' need ' for 

continuous effort directed towards goals , and as sociated imp lications 

of allocat ion of prominence to schoo l  requirements ,  apparent within 

some of the comments regarding attendance patterns made by Dean and 

teachers in the re search context . 

The sociological not ion of situat ional adjus tment deve loped here , 

then,  appears 

adaptational 

response s  and 

to provide a 

strategies  with 

means of coalescing the attributes  of  

the need to provide for  individual 

const ruct ion of their  ' multiple realities ' ( see , 
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Hammers ley , 1 980a ; Woods , 1 98 3 ) . In  o ther words , becoming an adult  

student is  not merely the recognit ion of  this  status by the school ,  

but also the individual ' s  recognit ion,  o r  ' internalizat ion ' ( Davis ,  

1 968 ; Olesen and Whittaker ,  1 968 ) , of  their po s it ion and result ing 

proj ect ions and act ions premised upon this status . 

3 .  I nteract i o n a l  Factors 

An integral component within the not ion of situational adj u s tment 

is that the individual mus t  make some form of ' commitment ' i f  wishing 

to continue in the social s i tuat ion . In  this context , the v1ew 1s  

taken that such commitment involves the ' realization ' that : 

There is  profi t in his rema1n1ng there and a defi c i t 
associated wi th leaving . Continuance 1s accompani ed by 
'sacrifice ' and ' investment ' processes . As a pri ce of 

membership� members gi ve up some thing� make sacrifi ces� 
which in turn increases commi tmen t .  So does inves tment�  
which promises future gain in the organization .  

(Woods ,  1 97 9 ,  p . 1 43 )  

Such a commitment to the s ituation was clearly evident 1n the 

processes  of self-evaluation of the return to schoo l carried out by 

all  adult student s .  Those who did not rema1n at school  - the ' drop­

outs ' - were unab le to accommodate the requirements of both school  and 

external commitments ,  and gave precedence to their l ives out s ide of  

schoo l .  The adult student s ,  however ,  even when faced with 

diff icultie s ,  we re ab le to rat ionalise  and justify the ir return as 

leading to ' l ike ly benefits ' which were he ld  to outweigh ' co s t s ' ,  a 

process akin to the not ion of ' s ide-bets ' ( Becker,  1 970 j ) .  The longer 

they remained at schoo l ,  and the more t ime invested in the ir  return , 

the greater was the commitment to rema1n1ng and completing the 

proces ses  as they sought their  part icular goals ( see , Woods ,  1 9 7 9 ) . 

These commitments ,  and situat ional adj u s tment s ,  were primar i ly the 

outcome of personalised  interact ions be tween the indiv idual and their  

situation - although this  is not to  discount the influence others had 

upon such processes . 

However , within the individual nature of  s ituational adjustment s  

it i s  also clearly evident that the adult s tudent subculture was 
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established as a distinc t ,  and differentiated , group 1n the s choo l  

context as  an outcome o f  interactional factors . As such , the 

derivation of the subculture also  incorporated aspect s  o f  commitment 

to continuat ion 1n the social  sys tem, while · the nexus of the 

subculture in operation represented the point of confluence between 

contributory factors and proce s se s  of integration,  d ifferent iation,  

and those individualised response s to the social  s i tuat ion . In  thi s ,  

the format ion and cont inuation o f  the group demonstrated 

characteristics  of  sub-cu ltural derivat ion described 1n other social  

situat ions , including those  of  pup i l  groups . As  Woods ( 1 98 3 )  notes : 

Despi te the variabi l i ty in pupil  cul tures and indi vidua l s ' 
adap ta ti ons to them, i t  is  possibl e to detect  some common 
themes . . .  which bear a remarkab l e  resemblance to the 
themes . . .  de tec ted in teacher cul ture - sta tus, compe tence 
and rela tionships . 

( Woods ,  1 98 3 , p . 9 6 )  

The notion of  status 1 n  the present context has been taken in a 

broader sense than the attribution of  ' p lace ' within a group hierarchy 

of relationships .  Here , status incorporated the definition of  what i t  

meant to b e  an ' adult  s tudent ' and it was illustrated that thi s  

required that individuals , pos s ibly 1 n  contradiction t o  peers and 

others , see themselves as occupying thi s  status within the s choo l . 

Where this was not the case , the individual did not ' become ' an adult 

s tudent . Yet , the re was also c lear evidence that adult  student status 

involved the ' compe tition and compari son ' with others he ld to be 

integral components of status different iat ions both within and between 

groups ( see , D . Hargreaves ,  1 967 , 1 980 ; Willis , 1 97 7 ; Wood s , 1 9 7 9 , 

1 983 ) . Similarly,  the s i tuation of  the Adult Commonroom , and the 

c lear different iations estab l ished there , i l lustrated the way in which 

friendship and relationship patterns were he ld to be important in 

forming the adult  student subculture ( Woods , 1 97 9 ,  1 98 3 ) . 

The processes  of becoming an adult student , and tho se  of 

integration and differentiation,  were also influenced by the actions 

of the teachers  and not solely through the interactions wi thin the 

adult student subcul ture . For ins tance , the processes  of integration 

were influenced by the area of sub j ect  choices and class  level 

allocat ion ( see , Bal l ,  1 98 1 ) .  Subj ect cho ices were premised on a 

variety of factors including student background and educative 
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exper1ences ,  pedagog ical orientat ions , s choo l-based phi losophie s  and 

ideologies , and student goals , and directly influenced by teacher 

actions , particularly the Dean of Adult Students  ( see , Wood s , 1 97 9 ) . 

While  initial cons ideration was g iven to the view that part o f  the 

ideological as sumpt ions governing subj ect choice recommendations were 

a gender-stereotyped 

sub s tantive evidence 

v1ew of  

was availab le 

' appropriate ' subj ects , l ittle 

to support the the s i s . The Dean , 

in advis ing the predominant ly female populat ion, directed them towards 

the ' humanitie s ' and away from mathematics  and phys ical s c iences . 

This was premised on the bas is that the former required ' le s s  

background ' knowledge and expertise than did the s ciences ,  and 

therefore were more ' appropriate ' for a group with cons iderable ' gaps ' 

between present and pr1or educat ional experiences . On a number of  

occas ions , the Dean spoke firmly against sex-role stereotyp ing , and 

accompanying attitudes ,  although on its  own thi s  does no t deny some 

form of ' hidden agenda ' within schoo l ideology that the ' humanities ' 

were more ' suitable ' for the se women student s .  The outcomes of  

sub j ect  cho ice advice , however ,  remained the same whatever philosophy 

or ideology underpinned the guidance offered by the Dean . In other 

words : 

. . .  teachers 'media te ' �  choosing the arena� making the 
rul es and provi ding mos t  of the equipmen t (incl uding the 
pupi l 's ow.n vi ew of himself) for the game of subject 
choi ce . For them� the game is  to gui de pupi ls  into the 
righ t  channels to get the bel l of examina tion resul ts to 
ring . The cri teria they use are pas t  achi evement and 
future po ten tial . 

(Woods ,  1 9 7 9 ,  p . 6 1 ) 

In the present context , the ' game ' did appear to relate to the notion 

of ' examination success ' as the Dean frequently cited thi s  as a 

' reason ' for a part icular opt ion,  even where the subj ect did not 

necessarily relate to the propo sed career direction .  S imilarly within 

the l iterature ( see Chapter One ) ,  specific mention 1s made of the 

po int that adult student s have a ' high rate ' of examinat ion 

achievement , further illus trat ing the dominant ideo logy of 

credentialism as the ' measure ' of ' succes s '  within educational 

ins ti tutions . 

A further aspect of integration influenced by teacher actions 

involved the fact that the teachers adopted a perspective which held 
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that the adult student was ' part ' of  the clas s , should the refore be  

' treated ' 1n  s imilar manner to the pup i l s  and would be  expected to 

adhere to the notions of  ' appropr iate ' teacher/ s tudent relationships . 

On the other hand , integration was also  influenced by both contextual 

effects and the perceptions and actions of the adult s tudent s .  For 

instance , the s imilarity of dre s s  standards , familiarity of  the s choo l 

environment , and broad expectat ions accruing from prior s choo ling 

experiences also  brought the adult  s tudent towards ' ac ceptance ' of the 

overall schoo l culture , thereby promot ing integration .  

Diffe rentiation o f  the adult s tudent subculture also  proceeded 

from teacher and s tudent act ions , as  we ll as  general contextual 

effects and individual backgrounds and external condit ions . However ,  

perhaps the greates t  difference between this and Lacey ' s  ( 1 97 0 )  

concept o f  ' po larizat ion ' i s  that the format ion o f  the dif ferentiated 

adult student subculture did not neces sarily result  in the ' anti­

group ' opposed to the school culture ( see , Bal l ,  1 98 1 ) .  Rather ,  it 

provided a means of distinguishing and separating the adult  s tudents 

from the pup ils  in processes  of se lf- identification with a particular 

status . In turn , and derived from thi s  status differentiat ion , were 

the expectat ions he ld by both teachers  and students which gave 

recognition to the different treatments ,  requirements , and commitments 

of adult students as contras ted with the school-aged pup i l s . I t  was 

1n this proce s s  of different iat ion that the teachers located thei r  

expectations of adult students 1 n  terms of greater ' enthus iasm ' ,  

' effort ' ,  and ' academic achievement ' .  Therefore , in contra s t  to 

Lacey ' s  ( 1 9 7 0 )  categorization,  the separation of the groups has been 

taken here as occurring as part of  the sub-culture format ion and not 

part of  the ' school  culture ' in operat ion . While certain aspects o f  

the negotiated rules , regulat ions , and obligations , may be  cons idered 

to run counter to the ideology of the s choo l-dominated culture , thi s 

does not necessarily imp ly that the adult student sub-culture was 

' anti ' the schoo l  as an ins titut ional sys tem,  although parti cular 

individuals did expre s s  

policies and practices . 

cons iderab le 

The po int that 

dissatisfact ion with s choo l 

the sub-culture 1n action 

incorporated tho se ' self-directed ' s t rateg ies where individual s  

evaluated whether o r  not t o  cont inue at school ,  or  a t  lea s t  

cons idered the form of the ir commitment t o  schoo l ,  doe s illus trate 

certain aspects  of the sub-cultural responses discus sed by such as  
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Lacey ( 1 970 ) and others  ( for  instance , B al l ,  1 98 1 ; Hargreaves ,  1 96 7 ; 

Willis , 1 97 7 ) . At the same time , i t  was evident that there remained 

the extent to which each of these  ' nego tiations ' was undertaken in a 

context where ' control ' was exerted by s chool s taff . For ins tance , 

while an adul t  s tudent might decide not to attend s choo l ,  the teacher 

retained the r ight to determine whether or not thi s  attendance fell 

within ' acceptab le ' parame ters . In  othe r  words , to paraphrase Woods 

( 1 980d) , the teachers he ld more power,  the s tudent/ teacher 

relationships were variable , and the interests  of the negotiating 

parties differed in many instance s .  

I t  is  from the cons ideration o f  the way in which power was 

manifest in the many negotiat ions ( Glaser and Straus s ,  1 96 5 ; Maine s ,  

1 9 7 7 )  within the soc ial context that unders tanding o f  the proc e s s e s  o f  

becoming an adult s tudent requires an elaboration of  the sociological 

notion of ' power ' .  For the present context Lukes ' ( 1 9 7 4 )  concept  of 

power 1s  used : 

To put the ma tter sharply� A may exercise power over B by 
ge tting him to do wha t  he does no t wan t  to do� but  he also 
exercises power over him by infl uencing� shaping or 
de termining his very wan ts .  Indeed� is  no t the supreme 
exercise of power to get ano ther or others to have the 
desires you wan t  them to have - tha t is� to secure their 
compl iance by controll ing their though ts and desires ? 

(Luke s ,  1 97 4 ,  p . 2 3 )  

In this sense , then,  the exercise  of powe r may be he ld to incorporate 

a variety of influence s ,  inc luding prior experiences and background as 

wel l  as effects  within pre sent schooling , which b rought the adult  

student to  adopt the bas ic ideo logies  of  the educational system .  

Certainly , in order to continue in the s i tuat ion , i t  was a requirement 

that the adult s tudent ' accept ' and ' adopt ' a degree of ' conformity ' 

to the overal l  s choo l culture ( see , Layder ,  1 98 2 ) . There is  also  the 

sense 1n which the overall proce sses  of s chooling represents the 

outcomes of power as the peop le invo lved 1n the social  sys tem have 

the ir  hab itus (Bourdieu and Pas s eron , 1 97 7 )  influenced by the exp l i c i t  

rules and rec 1pe s  of the ins t i tut iona l i sed paradigm of ' schoo l ing ' .  

This paradigm as sume s a pos i t ion of dominance exert ing hegemonic 

control (Gramsc i ,  1 97 1 ) and prevents ,  or at least prec ludes effective , 

grievances of both teachers and student s 



. . .  by shaping their perceptions, cogni tions and 
preferences in such a way tha t they accep t  their rol e  in 
the existing order of things, ei ther because they can see 
or imagine no al terna ti ve to i t  or because they value  i t  
as divinely ordained and benefi cial . 

( Luke s , 1 97 4 ,  p . 2 4 )  

3 1 0  

From this  proces s  peop le are b rought to v1ew that i t  1 s  1n the ir  

' real intere s t s ' to see  the s i tuation in  a particular way . Certainly , 

it  was evident that the adult  student s were s trong ly predisposed 

towards a part icular form of relat ionship which p laced the ' teacher ' 

on a ' highe r ' level within a hierarchy , and 1n turn determined the 

' appropriate ' form of interact ions . So pervas ive lS the dominant 

ideo logy of s choo ling that such relat ionships were not seen as  

' problematic ' by the adult students ,  c learly illustrat ing the not ion 

of power as  defined by Luke s ( 1 9 7 4 ) . Indeed , it was only 1n 

situations of conflict  that the teaching staff acted overtly to 

exercise the ir power to define the s i tuat ion . 

On the other hand , this doe s not assume a s imp le deterministic  

relationship . Throughout the conceptuali sation of the proces se s  of 

becoming an adult student there 1s  the perspective that i t  1s  a 

dialectical relationship where perhap s :  

Teachers set  the scene, make the ground rul es, state  the 
aims - basi cally to transform the pupil by new knowl edge ; 
whi l e  the pupil is  forced to opera te on the teacher 's 
ground and by his rul es,  compensa ting only by force of 
numbers and certain resi l i ent  properti es of their 
background cul ture . 

(Woods , 1 98 3 , p . 1 2 ) 

In the processes  of negot iat ion , the indiv idual student also  exercised 

power and control over the bus ines s  of becoming an adult  s tudent . 

This was readi ly apparent in those s i tuat ions where conflict  between 

s tudent and teacher occurred , but also  manifest in the p rocesses  

whereby students provided the ir own def ini tions of the s ituat ion . The 

s tudents were active participants in the ir  own educat ion : they made 

choices to mee t  the demands of s chooling , to deal  with external 

commitment s ,  and to work out s ituat ions of the ir own creation ( see , 

Olesen and Whittake r ,  1 968 ) . The se were evident where the adult  

students were required to ' identify ' with the s tatus , determine the i r  

own attendance patterns and leve l o f  commitment t o  schoo l ,  and i n  that 
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they could dec ide to withdraw from the s choo l .  Such nego t iations , 

and the extent to which they involved activitie s  along a continuum 

from ' agreement ' by all  parties to ' conflict ' ,  represent the outcomes 

of  various strategies  adopted by those 1n social interact ion to 

' ensure ' that ' survival ' 1s po s s ible ( Wood s , 1 98 3 ) . The teachers  

within the schoo l  readily  accepted many aspects  o f  these  negot iated 

outcomes of the proces se s  of  becoming an adult s tudent . For instance , 

the teachers ' expected ' the adult student s to be  ' often absent ' ,  and 

made accommodations on thi s  bas i s  in which , as Woods ( 1 98 3 ,  p . 1 29 )  

notes , ' ' . . .  each side ' s  interests may be maximized' ' . In acting upon 

thi s  expectation that adu l t  s tudents would be frequent ly absent , 

teachers were wi l ling to ove rlook the se when considering e l ig ib i lity 

for examinat ion entry , and thereby to ' work the system ' ( Go ffman , 

1 968 ) . 

These negotiations , and ongo 1ng interact ions , invo lving the 

individualised dimens ions of becoming an adult student also i l lus trate 

a further ,  s ignificant aspect of the proce s s . Whi le the teachers he ld 

certain typ ifications of the ' adult  student ' - as ' highly mot ivated ' ,  

' enthu s iast ic ' , ' goal directed ' ,  and ' hard working ' - it  was evident 

that cons iderable variat ion existed on all these dimens ions , and that 

the teachers and student s were fully aware of this fact . Accordingly,  

it  becomes nece ssary to  account for 

for the notion of ' multiple realities ' .  

this variab i l ity and to provide 

In so  do ing the pos s ib i li ty 

of es tablishing a ' role ' of  adult  student becomes problematic . 

Indeed , ' ro le ' in this  context become s a ' redundant concept ' ,  thus 

g1v 1ng we ight to Davies ' ( 1 97 9 )  contention that : 

. . .  'roles ' ,  defined usually 1n terms of 'se ts of 
expecta tions attached to a social posi tion ' ,  have 
connota tions of being sta tic ,  determini stic,  implying a 
consensus vi ew of soc i e ty. A rol e  ' incumbent ' who 
'occupi es ' a posi tion does no t do justice  to the 

fl i ckering complexi ty of human in teracti on, the mul tiple  
rea l i ti es which make up the hundreds of minia ture dramas 
of our dai ly lives . 

(Davie s ,  1 97 9 ,  p . 6 7 )  

The alternat ive notion 1 s  to adopt the perspect ive of ' pe rsonal 

scripts ' (Davies , 1 97 9 )  where this is 

. . .  a social construc tion of reali ty, a l imi t on our 
actions but 'which all ows us to el eva te rou tines, 



regulari ties and mere behavi oural sequences in such a way 
tha t we can assert superiori ty over the everyday worl d ' 
(Cohen and Taylor, 1 9 76) . A script is the imposi tion of 
our identi ty on the scene as we vi ew i t .  Scripts 
can cover the range of indi vidual  or group expressi on,  
from a mas ter scrip t through to one-l iners, whi l e  al lowing 
for the refl exi ve self as audi ence when no o ther i s  
presen t .  Scrip ts can become a 'career ' projec tion ;  or 
they can be temporary . . .  . A scrip t analysi s  then all ows 
for a range of interpre ta tions of personal i denti ty and 
social  context, whi l e  indi ca ting the sal ience of the joint 
cas t  who push forward the passage of the play. A person ' s  
repertoire of acts and s ta tuses origina tes i n  and i s  
val i da ted by the social  group ; bu t the concep t  of scripts 
differs from social i sa ti on in tha t it imp l i es the 
indi vidual 's abi l i ty to wri te and rewri te his  own l ines ; 
to perform differently in different plays, in publ i c  and 
in pri vate,  or to take differen t rol es wi thin the same 
play; to ad l i b ;  t o  forge t .  

(Dav ie s ,  1 9 7 9 ,  p . 6 7 )  
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At the structural level ,  then , the adult student 1s  operating 

within a general framework of a ' student ' typescript  - and perhaps 

others such as ' adult ' ,  ' gender ' ,  and ' c lass ' .  Within thi s  framework , 

individuals deve lop the ir own personal ' script s '  in interactions with 

others  and with the general context . These  then govern their act ions 

in the social setting . Thi s concept of a script clearly provides for 

the individualistic  component s  of becoming an adult  s tudent , and the 

variab i lity of act ions , behav iours , and responses to the situation . 

Whi le the preceding d i s cu s s ion has focussed more specifically 

upon a theoretical elaboration of becoming an adult  s tudent , there 

remains the point that such a s eparation between the se  theoret ical 

cons tructs  and the data has been undertaken for ana lytical purposes . 

I t  now remains to elaborate upon the not ion of proce s s e s  of personal 

change ( see Figure 6 )  as the individual ' learnt ' to become an adult 

student . This  occurs as an outcome of the interp lay and interact ion 

between tho se factors and conceptual structure s mos t  recently 

described . As such, the proces s  invo lved a marked change in status , 

' role ' , expectations , and treatment s ,  all of which were imposed upon , 

and influenced by,  pr1or exper 1ences and background of those  

undergo ing it , whi le also being directly contributed to  by a variety 

of contextual and interact ional influences . The se  changes required 

individuals to meet  ' new prob lems ' ,  commi tments , and s i tuat ions , and 
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to deve lop strategies , adju s tments ,  negotiations , re lationships , and 

interactions while  undergo ing processes  of personal change ( see  al s o , 

Woods , 1 98 3 ) . Such change s  have been described as  forming a ' status 

pas sage ' ( Glaser and Straus s ,  1 9 7 1 ) .  

BECOMI NG AN ADULT S TUDENT : A STATUS PAS SAGE 

In their description 

Glase r  and Strau s s  ( 1 9 7 1 , 

of  the properties  of  a s tatus pas s age , 

p . 3 ) note that i t  is  frequently viewed a s  

be ing " . . .  regularized , scheduled , and pres cribed" . However ,  they 

further sugges t  ( see als o ,  Woods , 1 98 3 )  that it may also  b e  

characterised b y  variations 1 n  be ing : des irable  or  unde s irable ; 

voluntary or invo luntary ; inevitab le or  not ; reversib le to 

irrever s ible ; repeatab le to nonrepeatable ; the features may ,  o r  not ,  

be c lear , with one ' s  perceptions be ing po ssib ly inaccurate , whi l e  

control over them can range from complete t o  negligible ; the passage 

may be  undertaken alone , or  with others , although both awarene s s  and 

ab ility to communicate the not ions and aspects of the pas sage may be  

variab le . Finally,  the pas sage also involve s :  

. . .  an ini tial reconnoi tering phase, when those problema ti c  
elemen ts of the passage are being worked o u t  - wha t  i t  
consti tutes, who else is invol ved, i ts dura tion,  i ts 
rel evance to one 's own concerns, the space for manoeuvre, 
and so on ; and when knowl edge abou t how previous crossers 
of the passage coped, and simi lari ti es 1n one 's  own 
previous experi enc e brough t to bear.  

(Woods ,  1 98 3 , p . 1 65 )  

On the bas is  o f  the data presented in the preceding chapte r ,  and 

summarised in the present one , it is argued 

student 1s just  such a status pas sage . 

that becoming an adu l t  

Accordingly,  it  i s  now 

proposed to identify those  features of the overal l  process  whi ch 

illustrate the properties elaborated by both Glaser and Straus s  ( 1 97 1 ) 

and Woods  ( 1 983 ) . 

From the out set , i t  1 s  ev ident that becoming an adult student 1 s  

part o f  a multiplic ity of status pas sage s concurrent ly engaged i n  b y  

the individual . A s  such , this  included propert ies of " . . .  priori ty ,  
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support , competit ion and interdependence"  ( Glaser and Straus s ,  1 97 1 , 

p . 1 42 )  between these  var�ous pas sages . This aspect was particularly 

evident �n the � s sues  of ' dropp ing out ' and the determination of 

individual attendance levels . For instance , among those  who left 

s chool ,  a factor contribut ing to this  decis ion was the a s s ignment of 

g reate r  priority to pas s ages other than becoming an adult s tudent . 

S imilarly, the interdependent s tatus pas s age of ' li fe out s ide school ' ,  

and i t s  accompanying relat ionships ,  could exert pres sure through 

requiring re source s of time and effort which resulted �n the 

reasses sment of priorities  and decis ions to be absent from schoo l .  

Thi s  proces s  of ass igning priorities  to a multiple s e t  of  pas s ag e s  

involve s the continual re-art iculat ion of commitment s to particular 

directions , or the ' se lf-evaluat ion ' of the return to s choo l  de scribed 

in the data . 

Becoming an adult  s tudent �n itself represented a ' change �n 

direction ' .  

' ant icipat ion ' 

exc i tement , and 

They expres sed 

It was characteri sed by an initial  stage of 

(Woods , 1 98 3 )  where s tudents reported anxiety , 

expectat ions regarding the ir  forthcoming experiences . 

' concern ' over their  s tatus in the s choo l ,  how they 

would ' f it  in ' ,  and how they would be ' treated ' by teachers  and 

schoo l-aged pupils . Thi s  stage was direct ly influenced by prior 

schooling experiences 

indiv idual student . 

and personal background - or  habi tu s  - of the 

The duration of this antic ipatory stage was �n 

turn affected by the nature of prior schooling experiences , and the 

period of time between the two s i tuat ions . In · short , the more 

negat ive ly prior schooling was perce ived , and the longer the t ime 

lapse  between the two expe rience s ,  the greater the durat ion of the 

ant ic ipatory stage , and the higher the leve ls  of ' anxiety ' .  

However ,  at least ini t ia lly �n all case s ,  the pas sage of becoming 

an adult s tudent was embarked upon as a ' de s i rab le ' enterprise , 

generally directed towards ' revers ing ' a prior status passage in the 

sense that : 

Schools gi ve [ qualifi cations ] to open doors wi th 
certification and to help shore up the nonreversi bi l i ty of 
a job or career . 

( Glaser and S traus s ,  1 97 1 , p . 1 8 )  
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To become an adult  student required that this s tate of  

' de s irab i lity ' remained for the year . Where it did  not ,  where the 

' pas sagee ' could no longer see the pursuit  in terms of ' worthwhile 

goal s ' ,  the Qnly alternative was to withdraw from s choo l . Thi s  

represents the s ituation where : 

Some times a passagee enters a passage bel i eving i t  
desirable but discovers tha t nei ther the passage nor i ts 
goal is  desirabl e .  One source of thi s  mis taken entry i s  
lack of knowl edge about,  or cri teria by whi ch to evalua te 
the passage beforehand ;  meanwhile,  a push into passage i s  
provi ded by general values tha t indi ca te the desirabi l i ty 
of passage . 

( Glaser and Strauss , 1 97 1 , p . 1 06 )  

In  this context , s tudents reported having returned to s choo l in 

pursui t  of credent ials to access part icular 

been ' unaware ' of what returning as an adult  

occupations , but  having 

s tudent would involve 

beyond the leve l of general percept ions . The concept of ' pas sage 

termination ' ,  then, provide s an explanatory construct within which can 

be located the elaborat ion of the proces s of withdrawal of adult  

students from school .  The not ion of terminat ion of pas sage - where 

des irab ility is no longer held  to app ly - not only inc ludes s i tuations 

where this proces s  may occur mutually,  without any form of ' conflict ' ,  

but also  provides for the e luc idation of conflict  s i tuations : 

As a passagee becomes hooked in to a progressi vely 
undesirable  passage, [ the ir ]  tendency is to fix 
responsi bi l i ty, perhaps to seek re tri bution for damages 
and to find a way to break ou t of the passage . [ Their ] 
passage may also become progressi vely undesirable for an 
[ agency ] , who may then wish to ge t rid of thi s  parti cular 
passagee to avoid  blame and damages to [ its ] own 
reputation .  

( Glaser and Strauss , 1 9 7 1 , p . 1 08 )  

One aspect o f  maintaining leve ls  o f  desirab i l ity invo lve s the 

processes  of ' negot iation ' and ' integrat ion ' into the schoo l  cul ture 

as previous ly elaborated . Thi s  repre sent s part of the ' adaptation ' 

(Woods ,  1 98 3 )  phase of the pas s age , the other part be ing the formation 

and act ions of the adult s tudent subculture . In  this context , the 

adult student s sought to determine the ' rules , role s ,  routine s ,  and 

norms ' of the s ituat ion, aided by the processes  of integrat ion and 

different iation where the Dean , teachers , and schoo l-aged pup i l s  
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informed them of the i r  ' rights , obl igations , and expe ctat ions ' 

govern1ng the nature of the passage . As the pas s age was mutually 

des i rable to both agent and pas sagee , negotiations proceeded within a 

perspective directed towards comprom1se (Glaser and Strauss , 1 9 7 1 ) .  

For instance , the adult s tudent was ab le to determine a ' preferred ' 

level of attendance which a llowed maintenance of e ligib i l ity for 

goals , yet provided for the allocation and distribution of  resources 

of  t ime and effort between s chool and external commitments . There 

were limitations upon thi s , set primarily by the school as the 

' s tronger power ' or ' legi t imato r ' of the passage . I n  s i tuations  where 

a ' compromise ' was not attainab l e ,  the s choo l  staff held  the power to 

' define and delimit ' the s i tuat ion and acceptable actions and 

activitie s . 

The negotiation aspect not only incorporates the notions of power 

discussed previou s ly but also  represents the situat ional adj u s tments 

where both parties  to  the pas sage seek to exert ' control ' over the 

processes  of becoming an adult  student . The processes  whe reby the 

students sought to determine their own levels of commitment s ,  to 

schoo l and external context s ,  represent the 

' appo s i t ional s t rategies ' ,  or perhap s ' re s i s tance ' 

to def initions of the situat ion imposed by the schoo l .  

application of 

(Giroux , 1 98 3b ) , 

The s chool ,  as an ins t i tution , held the respons ibi l i ty for 

determining and legitimat ing at least the temporal aspects of the 

status pas sage of becoming an adult student . In particular , 

structural conditions set the pas s age within the s choo l  and the form 

of interact ions , relat ionship s , pedagogy , and ideo log ies  inherent 1n 

this  context . The staff also  sought to act as ' legitimators '  of  

acces s  to the status of adult student , and indeed to undertake 

respons ib i l i ty for the ascription of the status to particular 

individuals . Whi le this succeeded to the extent that schoo l  policy 

determined ' who ' could become an adult student , the process  of 

becoming an adult student required the individual to ' identify ' with 

the status and act accordingly . Where this latter cond i tion did not 

app ly , the individual did not become an adult student . 

Yet , 1n terms of durat ion and scheduling , the ins titutional 

organisat ion and struc tures of the s choo l  were of direct influence 
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upon the processes  of becoming an adult student . I t  was the s choo l  

situation which determined that becoming an adult student required at  

least a ful l  year at  the schoo l ,  and that the credent ial-based goals 

were only accessible  at the end of the year . Within thi s ,  however , 

there were variations of schedu ling which created difficultie s ,  and 

some conf l ic t , for both the s chool and adult students .  This was 

particularly evident 1n the s ituation involving t imetable  changes .  

While becoming an adult student invo lved the neces s i ty of  being able 

to plan and predict  commitment s within a t ime s chedule , the temporal  

changes of  the timetable proved d i s ruptive and a source of  problems to 

the adult s tudents ( Glaser and Strau s s , 1 97 1 ) .  

As this  discuss ion has i llus trated , the adult s tudents exerted 

some elements of  control over the ir  pas sage . In so  doing they : 

. . .  c l early showed the discrepancy between the rea l i ty 
supported by the facul ty and their educa tional i deol ogy 
and the real i ty shaped by the students ' common-sense 
worl d, be tween wha t  the school expec ted from the student 
and wha t  the studen t was able  and wi l l ing to incorpora te 
and projec t in [ thei r ]  emerging . . .  identi ty .  
Legi tima te  power rested wi th the facul ty and the sole pa th 
of becoming . . .  was defined by all  involved as . . .  l earning 
wha t  the school had to teach . It  was the business of the 
studen ts, gi ven [ thei r ]  aspira ti ons . . .  not only to become, 
but also to convince the facul ty tha t  they were becoming. 

(Olesen and Whi ttake r ,  1 968 , p . 1 50 )  

While i t  1 s  possible to generalise to the group o f  adult  

students as  undergo ing a status pas sage , the data and d i s cuss ion 

clearly indicate that the individual component mus t  be  g iven due 

recognition . This 1s pos s ib le by plac ing some emphas i s  upon the 

not ion of ' socialisatory ep isode s ' (Battersby , 1 98 1 a ) . In this , the 

observation is that the proces s  of becoming an adult student for each 

of them was episodic 1n that it revolved around inc ident s and events 

they experience d .  For instance , F . 1 6  was involved in a conf lict  with 

her Bio logy teacher over remarks he made , while F . 1 1  encountered 

difficulties with her husband . In both ins tances , the s tudent spoke 

at length with the re searcher about the influence these  particular 

events had on them . There were also socialisatory ep isodes of  

different types : F . 30 ' s  exper1ences of  be ing equated as ' one with 

the pup ils ' ;  M . 1 S ' s  ' disciplining ' by his Economics teache r ;  and , 

. the actions of a group in placing M . 1 6 ' s  motorb ike in the toilet . 
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Not only did thes e  and other episodes vary in type , but they also  

differed 1n intens i ty ,  durat ion and outcome . Some ep isode s ,  for 

ins tance , las ted only a sho rt period , but produced intense  sociali s ing 

experiences  ( e . g . , the encounter between F . 1 5  and the Princ ipal ) .  

Others were extended over  pro longed periods , and also varied in 

intensity,  such as M . 6 ' s  ' counselling ' by the Dean and other s taff . 

Furthermore , socialisatory episodes experienced by some adul t  s tudents 

appeared to be s imi lar , and yet resulted in different outcome s . A 

case in po int is  provided by the observation that both F . 1 0  and F . 1 5  

reported some difficulties  in cop1ng with the amount of homework 1n 

Geography . Whereas F . 1 0  interpreted this as a ' challenge ' to be 

overcome , F . 1 5  saw i t  as  severe ly detracting from her exte rnal 

relat ionships subsequently dropping the subj e c t ,  a pre liminary 

condi tion contributing to her eventual  withdrawal from schoo l .  

These socialisatory ep i sodes correspond closely wi th the idea of  

' multiple realitie s ' ( Schutz , 1 97 3 )  and indicate the importance of  

providing for  the indiv idual component in  the proce s se s  of  becoming an 

adult s tudent ,  a s ituat ion not we ll  encompassed within the not ions of  

status passage ( see , Woods ,  1 98 3 ) . 

Accordingly,  as Battersby ( 1 98 1 a ) sugge s t s , deriving a ' formal 

theory ' (Glaser and Straus s ,  1 9 67 ) for such processes  of ' becoming ' is 

made all the more prob lema t i c ,  thought not impracticab le and certainly 

not undes irable , by the fact that : 

. . .  social isa tion 1 s  a dynami c, ongoing and compl ex 
process . Because of this,  and due to i ts indi vidualistic ,  
poli tical  and epi sodi c charac teristics . . .  i t  may prove a 
difficul t task to discover prec1se, quanti ta ti vely 
valida ted fac tual knowl edge on whi ch to base a formal 
theory abou t the process . . . 

( Battersby,  1 98 1 a ,  p . 1 7 2 )  

Thi s  does not p reclude the derivation of prepo s i t ional 

statements pertaining to the processes  of becoming an adult student . 

Such statements ,  it  is he l d ,  then provide for the fulfilment of the 

generalised intentions that ' theory ' should lend itself to an 

indication of bas i s  for policy and practice ,  and for the understanding 

of the process for tho se concerned and invo lved . In turn , the 

subsequent examination and refinement of such statements - either in 
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further field contexts , or  a s  part of  comparat ive inves tigat ions­

followed by the synthes i s  of  mode ls , then the fie ldwork ' te s t ing ' of 

the s e ,  all become s part of  the ongo 1ng and cumulat ive process  of 

theory development advocated by Woods ( 1 98 3 ,  1 98 5b ) , a viewpoin� he 

has recently reaffirmed ( see , Woods , 1 98 7 ) . I t  i s  towards such 

development , and ' application ' ,  aspects  

an adult  student that the f inal section 

directed . 

of the proce s se s  of  becoming 

of the present chapter i s  

BECOM I NG AN ADULT STUDENT : 

PROPO S I T I ONAL S TATEMENTS ON THE PROCE S S  

Becoming a n  adult student i s  a complex , ongo 1ng , and interactive 

process  occurring in the everyday world of the student s as they return 

to s choo l .  The fo llowing s tatement s pertain to the proce s s , and 

reflect the data and derivation from that of the mode l represented in 

Figure 6 .  

1 .  Adult students return to s chool : 

1 . 1  seeking credent ial-based goals directed towards a change 1n 

occupational status , 

1 . 2 but g1ve at leas t  equal prominence to a variety of  

individualized personal goals  reflect ing percept ions of  self-image 

and self-esteem .  

1 . 3 with a variety of  pr1or expectations and experiences ,  

including : 

1 . 3 . 1  a percept ion of  pr1or schoo l ing as not having provided 

credentials , knowledge , or  exper1ences requ ired for a change 

in occupat ional status . 

1 . 3 . 2  a predispo s i tion that a return to school  will  invo lve 

a ' s imilar ' context and forms of relationships as did pr1or 

schooling . 

1 . 4 with limited knowledge or acce s s  to avai lable information 

concerning sub j ect content or its  app licability for chosen career 

direct ions . 

1 . 5 The return to school invo lves :  
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1 . 5 . 1 males who are generally younger,  s ing le , and res ident 

wi th parents , compared with the olde r ,  married , females  

resident in  their own homes . 

1 .  5 .  2 for full-time student s ,  a financial dependency upon 

others , and frequent ly a requirement to undertake part- t ime 

work . 

1 . 5 . 3  for part-time s tudents , a flexib i lity of occupational 

commitment s allowing for attendance at s chool at irregular 

t imes . 

1 . 5 . 4  changes  �n the patterns of personal and social  

interact ions and relat ionships outs i de the s choo l  context . 

2 .  These  goals , background , and predispo s i t ions imp inge upon the 

processes  of entering the s choo l  where adult  students are : 

2 . 1  directed towards the humanitie s ,  and away from mathema t i c s  

and phys ical s c iences .  

2 . 2  placed in senior level c lasses . 

2 . 3  grouped toge ther with particular , se lected , teachers . 

3 .  Schoo l  policy is  determined by the Princ ipal and : 

3 . 1 this po licy sets  the parameters for definitions of who may 

become an adult s tudent , however 

3 . 2  becoming an adult  student requires a se lf- identification with 

adult student s tatu s , a process  which may contradict s chool 

defini tions and attributions . 

4 .  Admiss ion to the 

through which the adult 

school init iates proces ses  of  integrat ion 

student become s part of the overall s choo l  

culture . This proce s s  i s  continued by : 

4 . 1 the Dean providing support and encouragement to adult  

student s .  

4 . 2  the familiarity , based on prior exper�ences and expectat ions , 

of the schoo l environment and the s imilarity of appearance s  

between adult s tudents and s choo l-aged pup i l s . 

4 . 3  adult student s perceiving themselves as occupy1ng a status 

pos i t ion equivalent to the pup i l s , and acting according ly.  

4 . 4  adult students adopting a formal form of addre s s  when 

referring to clas s room teachers . 

4 . 5  teacher expectations and pedagogy placing emphas i s  upon the 

adult students as ' part ' of the class  in terms of interactions and 

relat ionship s .  
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4 . 6  teacher comments o n  adult  student schoo l  reports being 

written in the third person . 

5 .  At the same time , initiated by the attribution o f ,  and s e lf-

identi f ication with,  adult  s tudent status , the s tudent �s  

differentiated as a member o f  a separate adult student subculture . 

This proc e s s  of differentiation i s  continued through : 

5 . 1  the Dean emphas is ing that adult s tudents are not expected to 

adhere to the same attendance requirements as the pup i l s , despite 

the contradictory strategies  to ensure more regular attendance . 

5 . 2  the Dean ,  and class room teachers , engaging in an adult  to 

adult  interact ion with adult  s tudent s out s ide the class room 

context . 

5 . 3  the adult s tudents be ing provided with acce s s  to informat ion 

regarding school  events ,  practice s , and policies  not avai lable  to 

the pup i l s . 

5 . 4  adult  student s be ing accorded a different iated s tatus  and not 

being invo lved in aspects  of the ongo ing pupil  cul ture , inc luding : 

5 . 4 . 1 sport ing , social , and cultural events ,  as  wel l  a s  tho s e  

group activities of  c l a s s  and school  meet ings such a s  

as semb l ies . 

5 . 4 . 2  

5 . 4 . 3  

pup i l s . 

lacking access  to s chool-based informat ion . 

being more affected by timetable change s  than are the 

5 . 4 . 4  be ing differentiated from the pup i l s  �n terms of 

schoo l-based achievement awards . 

5 . 5  the relationships and interact ions between adult  s tudents and 

pupils  p lacing an emphasis  upon differences  and be ing l imi ted to 

in-c las s contexts .  

5 . 6  the clas sroom teachers ho lding differentiated expectations , 

and app lying different practices , to the adult  students evident 

�n : 

5 . 6 . 1 classroom contribut ions and treatments .  

5 . 6 . 2  attendance expectat ions . 

5 . 7  the nature , and form ,  of adult student/teache r  conflict  

situat ions and the ir  outcomes . 

5 . 8  the Adult  Student Commonroom prov iding an ' adul t  only ' 

context . 
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6 .  These proce s s e s  of integration and differentiation incorporate 

those  of negotiation ,  adjustment , and socialisation , and the i r  nexus 

1 s  the deve lopment of the adult  student subculture . 

7 .  The subculture 1n operat ion is  exemp l i f ied in proces s e s  whi ch 

involve the adult  s tudent in : 

7 . 1  proces s e s  of  rationalis ing thei r  return and 

making any neces sary adjustments 1n 

predispositions , backgrounds ,  and commitments . 

subj ect cho i ce s , 

terms of thei r  

7 . 2  a self-evaluat ion of  the ir  re turn i n  terms of  l ike ly ' co s t s ' 

and ' benefits ' .  

7 . 3  deriving an acceptab le personal comprom1se  between school  and 

external commitments .  

8 .  Becoming , and remaining , an adult s tudent requ1res the attainment 

of a ' balance ' between external and s choo l commitments and 

relationships . The p roce s s , therefore , i s  ongoing , interact ive , and 

developmental in that it incorporates personal change . 

9 .  Becoming an adult student 1 s  not the attribut ion o f  the status by 

the school ,  but the outcome of a mult idimensional interact ion 

between individual i z ed b iographical , interactiona l ,  and contextual 

factors . 

1 0 .  Adult students ' measure ' the ' succe s s ' of the proces ses  of  

becoming 1n  terms of  their achievement of initial , persona l ,  and 

credent ial-based goal s . 

With the estab l ishment of these  theoretical e labo rat ions of  the 

proces ses  of becoming an adult student , and the derivat ion of the 

prepo s i t ional statements ,  this  chapter conc ludes with a brie f ,  summary 

statement of the forego ing discus s ion . 

SUMMARY 

The obj ective of  this  chapter has been to present a theoret ical  

elaboration of  the proce s ses  of  becoming an adult  student . In mee ting 

this objective , a model was derived from the data to clarify the 

maJ or ,  overriding factors  which imp inged upon the se  students '  
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exper1ences a s  they underwent the processes  o f  becoming during their  

year at s choo l .  The factors from this model were then e laborated and 

examined in terms of the l i terature in order to indicate tentat ive 

conceptual categories and typ o logies  which could provide a bas i s  for 

explanations of the proce s s e s  of becoming an adult  s tudent . In  this 

context , particular emphasis  was p laced upon not ions of  s i tuational 

adjustmen
-
t ,  socialisatory episodes , political activities  and 

relationships  and the accompanying concept of ' power ' ,  ' multip le 

realitie s ' ,  and the individua l i s t ic nature of the processes  as the 

students ' adapted to ' their  s i tuations 1n undergo ing the ' status 

passage ' of becoming an adult s tudent . 

Within the perspective of  this theoretical e laboration, this 

chapter was conc luded with the presentation of  a numbe r  of 

prepos i t ional statements ,  der ived from the data, on the proce s se s  of 

becoming an adult student . As such , the s e  may be seen to provide a 

set of general isable , sugge s t ive , hypothe ses  regarding the situat ions 

and influence s  experienced by adult  students in secondary s chool .  In 

turn , these  statements could form the bas i s  for cons iderat ions of 

policy and pract ice pertaining to  adult  admi s s ions to secondary 

schoo l ,  as we ll as indicat ing areas for future dire c t ions in research 

and theory deve lopment . 

The discuss ions init iated in this chapter are continued 1n the 

fo llowing , concluding sect ion to the report of thi s  inves t igation . 

Here , f inal consideration wi l l  be g iven to the not ions estab l ished in 

the forego ing theoret ical elaboration,  of the linkage s  to other areas 

of the literature addres s ing not ions of ' proce s se s ' ,  and the 

implications of the present s tudy for future directions 1n terms of  

po licy,  practice ,  re search , and theo ry development . 
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In Chapter One , i t  was reported that a decade of adult  s tudent 

admis s ions to secondary scho o l s  had seen a growth in the ir numbers , 

yet little beyond superf icial  commentary on the nature of  the ir 

experiences . The present inve stigation was undertaken as the 

preliminary stage in providing a data base detail ing the adult s tudent 

experience in a secondary s choo l .  As i s  the case ( Bal l ,  1 98 1 ) with 

mo st  field research approache s  to data collection , this s tudy was no t 

embarked upon with a pre-specified set of hypothes e s  to test nor a 

rigidly predetermined research des ign . Rathe r ,  it  proceeded with 

general 1s sues 1n v1ew from which were derived two priorities , namely : 

1 .  To focus on the experiences  and proce sses  of becoming an adult  

s tudent in secondary s choo l ;  and , whi le so  do ing , 

2 .  To elaborate upon the app licat ion of field research techniques 

within an educational setting . 

The research was conducted with a particular approach to the 

. collect ion and analys is  of the dat a ,  commensurate with the priorities  

and obj ec tive s .  I n  seeking t o  provide an ho listic account o f  the day­

to-day experience s  of the samp le of adult student s ,  the fie ld research 

strategy of participant ob servat ion , supplemented by other techniques ,  

was util ised . These approaches were located within a broadly 

categorised framework of symbo lic  interactionism, while  analys is  

invo lved the imp lementation of ' grounded theory ' (Glaser  and Straus s ,  

1 96 7 )  proces ses . The combination of these provided the theoretical 

and analyt ical framework through which attent ion to certain events 1n 

the field could be directed , while  allowing for thi s  process  to be  
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derived from the s i tuation rather than be ing ' impo sed ' by pre­

specified structures . In  short , the field approach and grounded 

theory s t rategies provided the basis for the examination and 

elabo ration of the social  and cultural ' landscape ' with which the 

present research was concerned . 

I t  is  this ' mapping ' of the social context which forms one of the 

strengths of the field research approach adopted for this 

inves t igation ( see , Hammer s ley and Atkinson, 1 98 3 ) . A further 

advantage is derived from the pre sentat ion of  such an extens ive 

' descript ive ' account 1n that the data rema1ns avai lab le for 

alternative , or at least furthe r ,  analys is  (Woods ,  1 97 9 ) . This is 

particularly important when the study is  directed towards providing a 

preliminary examination of a s i tuat ion not previous ly subj ect to 

research scrutiny . The research reported here i s  just  such a case . 

I t  is  embryonic in form with no claims made to have exhausted all  

avai lable avenues of exp lorat ion nor the data itself  ( see , Bal l ,  

1 98 1 ) .  The contribution i s  i n  the provis ion o f  an initial  data base 

which seeks to shed light on the proces ses of  becoming an adult  

student . The data and its  theoretical  elaborations are not the 

climax , but rather provide a pr1mer for further development . Thi s  

notion o f  ' theory as proces s '  ( Battersby, 1 98 1 a ) 1 s  in keep ing with 

the views e laborated by Wood s  ( 1 98 3 ,  1 98Sb ) and Glaser and Straus s  

( 1 96 7 , p . 7 9 )  where ' theory ' should b e  a "  . . .  springboard o r  stepp ing 

stone" in generat ing a sp iral of development and elaboration . 

These point s ,  however ,  were not the only outcomes to be derived 

from the inve st igation . I t  is  the purpose of the next three sections 

to discuss further contribut ions 1n terms o f :  The Research ; The 

Processes  of Becoming ; and , Implicat ions for Future Directions . 

THE RE SEARCH 

Although this has been a s tudy of a group of adult  students where 

the bulk of data was gathe red by participant observation, other 

strategies were adopted at lea s t  partly 1n order to place the students 

and event s 1n a broader social  context . Thi s  was held ( see Chapter 

Three )  to rep re sent something of a ' departure ' from the ' clas s ic ' ( for 
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ins tanc e ,  B lume r ,  1 96 9 )  symbol ic interact ionist approach and align the 

s tudy more c losely with that of Burges s  ( 1 982b , 1 98 3 )  and Woods 

( 1 9 7 9 ) . As Banks ( 1 9 78 ) suggests , too narrow a focus may re sult  in 

the cons traints act ing upon s choo ls and their members  being taken for 

granted or overlooked . 

As out lined �n Chapter One , the development of  adult admis s ions 

to secondary schoo l  was part of a wider reorganizat ion of the New 

Zealand educat ional system . While legis lation was enacted to provide 

acce s s  for returning adult  s tudents ,  this was no t accompanied by 

change s  in s chool structure nor prov�s �ons �n terms of buildings and 

other fac ilitie s . I t  was the re spons ib ility of the individual s chool ,  

for ins tance ,  

accommodation , 

to provide an Adult Student Commonroom, extra classroom 

textbooks ,  o r  any other material or structural 

adult student s . Furthermore , from the incept ion of  requirements for 

the pol icy of admitting 

they would 

adult  students ,  there was an implicit  

be s ituated within the ongo �ng classroom 

Thi s led to the formulation of policy and 

as sump tion that 

context and re lat ionships . 

pract ice within an exist ing structural and ideo logical context , 

factors which the data has illustrated as directly impinging upon the 

proce sses  of becoming an adu l t  s tudent . The se broader historical and 

social context s are incorpo rated in the mode l (Figure 6 )  through the 

not ion of ' structural factors ' ( see also , Pol lard, 1 98 2 ) . Becoming an 

adult student , then , �s no t merely the outcome of internal 

interac tions but part of a broader set of relat ionship s wi thin both 

the s choo l and external context . 

The notion of ' historical antecedents '  was then extended to 

encompas s the development of the particular methodo logy . Thi s , �n 

turn , formed part of the overall intent ion and priority of documenting 

the ' proces ses ' of the re search itself through the provis ion of an 

autob iographical component to the report ( Burges s ,  1 98 4c ) . While  

certainly not imp lying that the experiences encountered were un�que , 

it is  suggested that further developments of the me thodo logy can only 

be a s s i s ted by the open discus s ion of is sues which emerge during the 

conduct of an inquiry . Thi s  �s particularly the case within field 

research approaches where the researcher is  the ' main instrument ' 

(Burge s s ,  1 982b ) leading to a highly individualised methodo logy ( see , 

Woods , 1 98Sb ) , although one in which numerous ' common features ' become 
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apparent from an examinat ion of the historical developments .  

According ly, researchers  who fol low may gain some support or ins ight 

from the discuss ion of methodological problems , p itfal l s ,  dilemmas , 

and ' di scoverie s ' which are l ikely to be faced in the field 

( Battersby,  1 98 1 a ;  Burgess , 1 984c ; Vos s ,  1 96 6 ) . Such accounts also  

provide for the indication o f  the pos s ible  effects  the researche r  may 

have exerted upon the field relationships  through both presence and 

interact ions . For instance , the advantages of the fieldworker being 

accepted by the subjects  is we l l  documented in the l i terature ( see , 

Gans , 1 98 2 ; Go ld ,  1 9 58 ) , and one o f  the ' pay-offs ' o f  such acceptance 

in this s tudy was the array and detail of the data collected . 

Neverthe les s ,  there were unintended consequences that developed in the 

field between the researcher and adult s tudent s ,  which have been 

documented as  part of the ongoing autobiographical component to the 

report . Thi s proce s s ,  then, serve s  to acknowledge the recommendat ion 

advanced 1n the literature ( see , Bat tersby , 1 980 ; Hammers ley and 

Atkinson , 1 98 3 ; McCall and S immons , 1 968 ; Z igarmi and Z igarmi , 1 9 7 8 )  

that an integral part o f  repo rt ing field research i s  the cons ideration 

of effects  and influences  which might derive from the researcher ' s  

field relat ionships  and interac t ions . While such autob iographical 

accounts have not been without thei r  critics ( see , Urry , 1 985 ) , and 

may leave the author open to some ' torture ' ( Burge s s , 1 98 5b ) , i t  i s  

only through such provisions that deve lopment of the methodo logy can 

occur and the cycle  of ' wheel  re invent ion ' can be interrupted . 

Through seeking to consider  the wider social and historical 

context , the prov1s 1on of an ongo 1ng autobiographical account , the 

combinat ion between the de s cript ive account and the adopt ion of  

grounded theory analytic  strateg ie s ,  the present study sought to make 

a numbe r  of contributions to the deve lopment of the research 

methodo logy and the form of its  reporting . A further group of 

contribut ions are seen to derive from the not ion of the ' processes  of 

becoming an adult s tudent ' ,  and it is  to these that discuss ion now 

turns . 
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BECOMING AN ADULT S TUDENT 

B e ing an Adu l t  Student : The D e s c r ipt ive Context 

The approach adopted in seeking to elaborate upon the p roce s s e s  

of becoming a n  adult student has aligned itself with the not ions o f  

' subs tantive theory ' developed by Glaser and Strauss  ( 1 96 7 ) , where the 

outcomes 

. . .  can gi ve parti cipan ts in a si tua tion a broader gui de 
to wha t  they already tend to do, and perhaps help them to 
be more effective in doing i t .  

( Glaser  and Straus s ,  1 9 6 7 ,  p . 248 ) 

In this context , the research was directed exp lic itly towards the 

provision of an initial preliminary documentat ion of the proces se s  of 

becoming an adult  s tudent . At least  �n part , this was undertaken �n 

light of the dearth of literature detailing the adult  s tudent 

experience �n secondary school . As d i s cus sed in Chapter One , thi s 

prior literature i s  dominated by med ia accounts ,  one-off interviews , 

and teacher perspectives , providing little depth or  percept ion as  to 

the processes  of  becoming an adult s tudent . Through the adopt ion of 

the particular methodo logy of  fie ld research strateg ie s , it  � s  

pos s ible t o  ' tap into ' these  proce s se s  and experiences of  everyday 

activit ies (Woods , 1 98 3 )  to an extent not evident �n the exi s t ing 

literature . The methodo logy thus provide s the detai led account from 

which may proceed both the ' challeng ing ' of prior conceptions 

(Hammers ley and Atkinson , 1 98 3 )  and the development of foundations for 

policy and pract ice . 

Whi le there is  some debate concern�ng the s ituat ional specific ity 

of field research approaches ,  it  has been argued that the adop tion of 

particular methodological and analytical strateg ies allow the 

derivation of general izab le statement s from such descript ive data 

( see , Battersby and Ramsay , 1 9 79 ; Woods , 1 97 9 ) . As app l ied in the 

present research , these include : the app lication of a longi tudinal 

approach ; seeking to determine the intent ionality ,  reflec t ivi ty and 

autonomy of each subj ect ( Schutz , 1 97 3 )  by ' immersion ' ( Giddens , 1 9 7 6 )  

in the social context ; the use of ' multiple strateg ie s ' ( Burge s s ,  
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1 982g)  t o  gather and ' verify ' the data ; a self-reflect ion upon the 

conduct of the inquiry ; movement beyond des cription to an explanatory 

analys i s ; and , the not ion that the research is concerned with act ive 

subjects  involved 1n the creation of the pro�esses  ( se e ,  Battersby and 

Ramsay , 1 9 7 9 ) . 

For the present context , acknowledging that further research i s  

required t o  both examine and expand the data bas e ,  there are certain 

points which emerge from the de scriptive data which at least sugg e s t  

some imp lications i n  terms of the prior literature and the derivation 

of  policy and pract ice . At this po int , it  is  proposed to outline some 

of these , with further e laboration be ing provided in Appendix K .  

One aspect o f  the exper1ence reported 1 n  the media accounts and 

other prior literature ( Chap ter One ) , which rece1ves further 

sub stant iation from this s tudy , is  the cons iderab le influence exerted 

by financial circums tances on the proce sses  of becoming an adult  

for  financial support , and the s tudent . 

frequent 

The dependency 

need to hold 

upon others 

down a part-time j ob ,  were factors dire c t ly 

contributing to difficul ties encountered 1n terms of s choo l 

commitments and external relat ionships .  In many cases , financial 

circums tances were a factor imp ing ing upon a decis ion to withdraw from 

schoo l .  Other  points reported in the exis t ing literature rece ived 

less  support from the present inves t igat ion . For instance , the prior 

literature places particular emphasis  on the ' adul t  s tudent ' as  

' highly motivated ' ,  ' enthus iast ic ' ,  and ' achieving good examinat ion 

re sults ' .  The data on student attendance rates and examinat ion 

outcomes expose such c laims as optimistic  generaliz ations . In short , 

some of the adult student s did f{t such a des c ription, others  did not . 

What 1s readily apparent throughout the data is  that adult s tudents 

are highly individual i s t ic on all ' characteristics ' representing a 

' range ' along a continuum of  ' type s ' .  Simi larly, whi le the exi s ting 

literature reports ' credentials ' as the ' main reason ' for adult  

students returning to s choo l ,  a number of individualised reasons were 

shown to guide the dec i s ion with at leas t  equal importance be ing 

attached to a variety of personal goals . Finally,  the prior accounts  

convey an impress ion of an ' easy,  frui tful , adjustment ' on  the part of  

teachers and pupils  to  the pre sence of adult students 1n  the schoo l  

and classroom, with such student s also ' readily adj ust ing ' after some 
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' initial ' concerns . Here aga�n , the data presented �n Chapter Four 

has i l lustrated that the � s sue � s  

variab le ,  than encompassed b y  such 

cons iderably more comp lex ,  and 

generalised s tatements .  In 

summation, then, while the prior literature does addres s  some aspec t s  

o f  the experiences of  adult student s ,  it does not convey the complex , 

ongoing , and individualistic nature of  such a multifaceted and dynamic 

process . 

The extens ive descriptive account of the adult  student 

experiences  contained �n the pre sent report provides a bas i s  for 

greater depth of understanding for all those  involved . According ly ,  a 

contribution has been made through the provis ion of this initial data 

base which,  along with the p repos itional statements  reported in 

Chapter Five , could be ut ilised  by s choo l  staff , adult  s tudents ,  and 

policy-makers , to de rive informat ion pertaining to the nature of adult 

student experiences �n a secondary school as wel l  as  for the 

formulation of pol icy and practice . However ,  the central focus of the 

present investigation has been upon the not ion of ' proc e s se s ' and i t  

is  t o  this that discuss ion now turns . 

B e coming an Adu lt S tudent : The Not i on of Proc e s s e s  

At the same time a s  providing an extens ive , yet pre l iminary , 

documentation of the exper�ences  of these  adult student s as they 

returned to secondary school , the s tudy also sought to e laborate the 

notion of the ' proce sses  of becoming ' an adult student . In thi s  

context , the research was conducted with a view towards contributing 

to the ' cumulative ' effect s  of theory development characterised as  

' Stage 2 '  by Woods ( 1 983 , 1 985b ) . This  has occurred through the 

derivation and examination of a model of the se process  of becoming an 

adult student �n l ight of other models , and the ir appropriate 

categories and typo log ies , deve loped in other contexts . 

The examinat ion of the proce s se s  of becoming an adult  student 

demons trated a number of ' linkage s ' ,  and provided further 

sub stant iation, to the not ions of ' pupil  orientat ions ' to school 

elaborated by Hargreave s ( 1 96 7 ) ,  Lacey ( 1 970 ) ,  Woods ( 1 97 9 ) , and Ball 

( 1 98 1 ) .  At the same time , there were evident ' extensions ' suggested , 

particularly �n the processes  of formation of the adult  s tudent 
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subculture and where integration and different iation did not 

necessari ly produce an ' anti- ' and ' pro- school ' g roup �ng ( see , Bal l ,  

1 98 1 ) .  Subcultural formation,  then , i s  a complex proce s s , produced by 

and producing idiosyncratic responses to the situation . 

The s tudy also illus trated l inkage s  to other areas of  ' proces se s ' 

such as those e s tabli shed by Battersby ( 1 98 1 a )  in h i s  cons ideration of  

' becoming ' a teacher ,  as  we l l  a s  tho se di scus s ing ' s trategies ' of  

' adaptation ' ( A .  Hargreaves ,  1 978 ; Lacey , 1 9 7 7 ; Pollard , 1 98 2 ; 

Woods , 1 97 9 ,  1 980a , 1 980c ) . In sho rt ,  the e laborat ion of  the 

processes  of becoming an adult  s tudent provided in Chapter Five lends 

support to the v iew that there appear to be ' common proc e s ses ' acro s s  

different contexts . This leads to the sugges t ion tha t ,  as  part of  the 

' cumulative ' effects of theory development (Battersby, 1 98 1 a ;  Glaser 

and Strau s s , 1 96 7 ; Woods , 1 98 3 ,  1 985b ) , further examinat ion of such 

' linkages '  is  warranted . 

Thi s , of course , does not exhaus t  the extent of  compar�sons 

between the present study and othe r research findings ,  which indicate 

further ' contribu t ions ' which may be derived . For instanc e ,  the 

concept of negot iation elaborated here provides further examp les and 

substantiation to the study by Woods ( 1 97 9 ) , as both adult student s  

and teachers  ' wo rked out ' a set  of  ' s tandards ' on the basis  of the ir 

interact ions . At the same t ime , it was also  evident that the s choo l 

staff held greater ' power ' to define what was acceptable , and thereby 

to set the ' limits ' .  In addition,  the act ions of  the class room 

teachers  in their ' responses  to ' and ' treatment of ' the adu l t  students 

exhib it  a number of  s imilarities  to those  discus sed in other contexts . 

The teachers saw the adult student s as ' different ' and portrayed thi s  

through stereotype s o f  them be ing ' highly motivated ' and ' more like ly ' 

to attain credential ' succe s s ' than the school-aged pup ils . Thi s  

influenced pedagogy with teachers  report ing drawing upon adult  student 

experiences and knowledge in the classroom context , as we l l  as having 

placed emphas i s  upon ' content ' and ' effort ' so as not to ' waste the 

time ' of the adult students . Furthermore , the teachers  also  perceived 

a ' maj or  contribution ' in terms of ' c lass room control ' to accrue from 

the presence of ' other adults '  in the room . Yet ,  the teachers also  

responded to  the adult student in  the clas sroom as  being ' s imilar ' to  

the pup i l s . In this situat ion, the teachers may be seen as ' ac t ing ' 
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� n  accordance with " . . .  traditional conceptions and practices"  (Bal l ,  

1 98 1 , p . 286 ) which govern the nature and form of  class room 

interactions and relationships .  The s e ,  in turn , received recognition 

in the derivation of the model ( F igure 6 )  of the factors  inf luencing 

the proces se s  of becoming an adult  s tudent . 

In summat ion, the findings from the present research lend further 

ins ight and subs tant iat ion to the detail of the processes  and 

experiences  of social act ion within an educational environment . 

It  � s  also  po s s ib le to derive other imp lications from the 

theoretical e laboration of the data provided in Chapter Five . 

One such imp lication ar�s �ng from this study is  that the proces s  

of becoming an adult student i s  not an ordered , determined proces s ,  

proceeding from the attribut ion by school staff of the s tatus of  

' adul t  student ' upon a tabula rasa individual . 

subs tantiation for the v�ew of  Battersby 

Thi s  provide s further 

( 1 98 1 a , p . 1 70 )  that 

" . . .  lock-s tep , input/output theorie s "  of  socialisatory proce s s e s  mus t  

b e  rej ected . S imilarly,  the ove ral l imp l ications for theoretical 

development derived from the present research indicate linkages to  

those estab l ished by Battersby ( 1 98 1 a ) �n relation to the processes  

of becoming a teacher . In short , it  �s  suggested that theories  of  

such proces ses  may need to  g ive greate r cognizance to the following 

notions : 

1 .  Becoming an adult  student � s a highly individual i s t ic proces s ,  

influenced by the idio syncratic manner �n which people define 

and interpret real ity . 

2 .  The individual �s  an active participant �n the processes  of 

becoming an adult student . 

3 .  In addition to these  indiv idual i sed effects  upon the p rocesses  of  

becoming an  adult  student , the sources of influence are many , 

varied , and different for each student . 

4 .  As an interp lay of these varied influences , becoming an adult  

student � s  not a neutral enterprise  but a political activity ,  

requiring that cons iderat ion be given to the no tion of  ' power ' .  

5 .  The processes  of  becoming an adult  student are ep isodic , revolving 
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around incident s and events the s tudents experienced . These  

episodes varied in  type , duration , and intens ity . 

6 .  Becoming an adult student , then , � s  a dynamic ,  ongo �ng , and 

comp lex proce s s ,  occurring �n the everyday world of the 

individual student . I t  involves the interp lay between 

b iographical ,  interact iona l ,  and contextual factors . 

The foregoing discuss ion has indicated those  areas in which the 

present research �s  cons idered to have made ' contributions ' or 

' extens ions ' to the field,  both methodo log ically and in terms of the 

development of a mode l of the p roces ses of becoming an adult student . 

I t  now rema1ns to speculate b riefly upon some imp l icat ions this might 

ho ld for future research and theory development . 

IMP L I CAT I ON S  FOR FUTURE D I RE CT I ONS 

Whi le aspects of the foregoing comments should be  regarded as 

speculative and suggest ive , there �s a 

for fo l low-up research that may be 

invest igation . 

bas i s  for recommending areas 

derived from the present 

The account of the processes  and exper�ences of becoming an adult 

student has been reported as  be ing ini tial and pre l iminary , and 

certainly is not he ld as representing the ' final product ' .  There i s  

an evident need t o  extend the data base through further indepth 

inve stigat ions of adult students in secondary schools . The se might 

focus upon issues such as : 

1 . The detailed examination of  clas sroom interactions and 

relationships , as we ll  as the influence s  upon the processes  of  

becoming an  adult student located external ly to  the s choo l .  

2 .  The interact ions between adult  s tudents and those wi th whom they 

come in contact - pupils , teachers ,  and others - part icularly in 

terms of power relat ionship s .  

3 .  The individualistic  nature of the processes  of becoming an adult  

and the differences between paths for individual s .  
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Whi le thes e  three issues reflect more specifically the notions of 

the proces ses of becoming an adu l t  s tudent , it 1s also  pos s ib le to 

ra1se  some tentative recommendat ions derived from the actual 

experiences  of the research sample . However ,  firs t i t  appears 

appropriate to acknowledge that thi s is  an initial  data base and , 

furthermore , it  may be somewhat ' context bound ' .  On the other hand , 

supportive evidence for such sugge s t ions was to be found in the 

literature ( Chapter One ) , and in the part icular research strategies  

( Chapter Two ) adopted ( see , Battersby and Ramsay , 1 97 9 ; Woods , 

1 97 9 ) . In v1ew of the potential ' restrictions ' ,  the se  recommendations 

are s tated at this  point and e laborated upon in Appendix K :  

Recommendat ion 1 :  That adult  student s returning to secondary s choo l 

rece ive financial assistance at  a level commensurate with the i r  

needs to enab le them t o  continue with their  studie s .  

Recommendation 2 :  ( a )  That adult  student s be regarded in the same 

manner as schoo l-aged pup i l s  f o r  the determinat ion o f  financial 

grants to provide the neces s ary faci l i ties and materials . 

( b )  That cons ideration be g 1ven to the e stab l ishment , and 

Government support , of c reche facilities at secondary schools  

presently attracting adult s tudents . 

Recommendat ion 3 :  That s choo l policy and pract ice mus t  take into 

account the s chool ' s  adult  student cl iente le . 

As we ll  as the sugges t ion that each of these  recommendations requ1res 

further debate ,  cons ideration and re search, they do ra1se a series of 

general ques t ions deserving of fol low-up s tudy , such as : 

1 .  Would financial assi stance 1ncrease access  to s choo l and the 

retention of adult students ?  

2 .  What would b e  the consequences o f  equat ing adu l t  s tudent 

populations 1n a school with the pup il  ro ll  when allocating 

resources?  Would the prov1s 1on of a creche increase acce s s  to  

the school for adult students , and have ' pay-offs ' for the 

pup ils  as we l l ?  

3 .  What effects would accrue from changes in po licy and practice  

undertaken in  cons iderat ion of  the adult student perspective and 

experiences ?  
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Ove rall ,  a numbe r  of  i s sues and que s tions have been rai sed which 

deserve fo llow-up s tudy . Such research might profitably consider the 

imp l icat ions for methodology d is cus sed in the p resent context . For 

instance , the need to develop more ful ly the analytic  strategi e s  

advanced 1 n  the present study so  as t o  combine effective ly the salient 

features of field re search approaches and ' grounded theory ' forms o f  

ana lys is  t o  provide the bas is  for elaborating the ' so c ial and cul tural 

landscape ' .  This  would requ1re , as an integral component in the 

deve lopment of methodology,  the ful l  documentat ion of the research 

processes  themse lves .  

Fina l ly ,  1n terms of  the development of ' fo rmal theory ' ( Glaser 

and Straus s ,  1 96 7 )  this study sugge sts  that attention be directed 

towards the not ions of  ' common proces ses ' across  a variety of social  

contexts .  The research reported here lends further subs tance to the 

views of Battersby ( 1 98 1 a ) , Po l lard ( 1 98 2 )  and Woods  ( 1 9 7 9 )  that there 

are evident similarities  between a variety of  proces ses  and such 

' linkages '  require further examinat ion as part of the cumulative 

development of theory (Woods , 1 98 5b ) . 

I N  CONCLUS I ON 

This s tudy has sought to  ful f i l  two a1ms : to provide an indepth 

and systematic  v1ew of a group of adult students ' exper1ences during 

the proce s ses  of  becoming an adult s tudent ; and , while  so do ing , 

elaborate upon the app l icat ion of field research strategies  within an 

educational context . 

In  mee ting these a1ms , the first  chapters presented an account of 

the hi storical context leading to adult  admis s ions to secondary 

school ,  the exist ing l iterature discuss ing their  experiences , and the 

processes  of the development and imp lementation of methodological and 

analyt ical strategies . An extens ive de scriptive account of the 

everyday experiences of the adult  s tudents 1n the schoo l  was then 

provide d ,  and elaborated upon during the deve lopment of a particular 

model of  the proces ses of becoming an adult  student . 
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The s tudy has made a contribut ion 1n providing a n  indepth ins ight 

into the experiences of adu l t  s tudents 1n a secondary school ;  1n 

develop ing a theoretical e laboration of thes e  processes ; by 

sugg e s t ing starting po ints  for further research and theory 

development ; and , 1n exploring the ' prob lems , pitfalls  and 

discoveries ' which emerged during the app lication of the particular 

research strategies .  

Throughout this report , and as pos s ib ly the maJ or outcome to be 

derived from the present inve s t igat ion , is the not ion of research as  

' proces s ' rather than as  a s tatic ent ity . From the pre sentation of  

the deve lopment of me thodo logical and analytical strategies , the 

prov i s ion of an ongo ing autob iographical component , the detailing of  

the everyday world of adult s tudents ,  and the l inkages es tab l ished 

between processes  of becoming across a variety of contexts ,  thi s  study 

has offered a ser1es of ' generat ive ' app roache s , concepts  and 

constructs . These do not represent the ' end point ' but are precursors 

which may prove a profitab le foundat ion for further elaboration and 

development . 

The present volume 1s  comp leted by a b ibl iography of the research 

and literature that was consulted during the conduct of the study . A 

second volume provides b iographical information on the samp le of adult  

students chosen for this  research , some case  s tudy details of 

particular event s ,  cop 1es o f  the ques tionnaires and interv iew 

schedules  that were used , a consideration of the historical 

antecedents of the methodology and ethical 1ssue s ,  and some further 

elaborat ion of the recommendations derived from the investigation . 
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