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In a three stage investigation the relationship between
personality type and the use of learning as a coping device
during the life transitions of adults was studied. Based on
the assumption that a paper and pencil device could be
constructed to achieve the same or nearly the same results
that have been achieved through interviews with adult
learners, the first two stages of this investigation invol-
ved the construction and validation of an instrument, the
Adult Development Learning Inventory (ADLI), to measure the
use of learning during life transitions of adults. The
inventory has five subsections: a demographic profile, Life
Events, Coping Strategies, Learning Activities, and Adult-
hood Tasks.

Content validity of the ADLI was established through
both the theory based in adult learning and developmental
psychology and the panel of experts. Construct validation
tools included principal component factor analysis and the
Kruskal-Wallis ANOVA with age as the variable of discrim-

ination. The instrument was capable of differentiating




among age groups' perception of the tasks in the adult life
cycle. For internal consistency, reliability estimates
ranged from .83 to .94 for the subsections of the ADLI.
Stage III of the investigation explored the relation-
ship between the ADLI and personality as measured by the
Myers-Briggs Type Indicator (MBTI) which was based on the
typology suggested by Carl Jung. The findings suggested
only limited relationships between personality and the
extent of learning activities. Specifically adults with the
dominant function of Intuition can be categorized as high
activity learners. The results of limited relationships
between learning and personality type can perhaps be attrib—
uted to the fact that overwhelmingly (98%) these adult
samples were involved in some type of learning not in spite

of their life circumstances but because of them.
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CHAPTER I
INTRODUCTION

Major studies on participation in learning activities
by the adult population reveal that the majority are invol-
ved with learning in some manner (1, 15, 21, 27, 31). The
exact percentage varies according to how the terms adult and

learning experience are defined with the findings being as

little as 12 percent (21) or as much as 98 percent (31),
when self-directed learning is included.

The motivating factors, or "trigger events,"™ that most
often challenge the adult to seek learning are the
transition points in the life cycle (3). According to
Aslanian and Brickell (1980), eighty-three percent of adult
learners state that some kind of transition or change
occurring in their lives served as the impetus to partici-
pate in learning {(3).

The most profound educational change of this
century is a change of attitude which no
longer regards education as essentially prepa-
ratory but sees it as essentially a way of
meeting the demands and aspirations of the
present period of one's life (12, p.l1).

The concept of adulthood as a period of transition and
change, growth and development extending beyond adolescence,
has received much attention not only in research and theory,

but also in the popular 1literature. "People have become




concerned with how they, and those with whom they are
connected, deal with change™ (29, p.2).

The study by Anderson and Darkenwald (1979) mirrored
many of the earlier findings on participation in adult
learning, but found that only ten percent of the variance
associated with participation could be attributed to socio-
demographic variables such as age, sex, level of education,
and income. Ninety percent of the variance of whatever
leads adults to participate has not been identified by this
or any other study (1, p.5). However, there are character-
istics that identify adults who consistently participate in
learning activities. Houle's typology of the adult learner
(14} suggests that individuals are consistently motivated by
characteristic orientations throughout life (8), as does
Armstrong's (1971) studies on "learning-prone" personalities
(2).

According to Neugarten (1977), a major line of inguiry
in need of exploration is the relationship between person-
ality and adaptation to transition or change {(24). Little
research can be found relating personality characteristics,
adult learning, and transitions, although individually each
area has been studied exhaustively. This study is designed
to provide information about adult learning during trans-
itions with personality as the variable of interest, in the
hope of identifying those personality characteristics that

predispose the adult to use learning as a means of coping




with life's inevitable transitions. It is no longer a
gquestion of who participates in adult learning in view of
the evidence in the studies on participation, but of dif-
ferences in the nature of who participates in terms of
individual characteristics and the type and extent of that

participation.

Statement of the Problem
The problem of this study is to examine the relation-
ship between adult learning during transitions as measured
by the Adult Development Learning Inventory (ADLI) and
personality variables as measured by the Myers-Briggs Type

Indicatcr (MBTI).

Purpcses of the Study
The two major purposes of this study are: 1} to deter-

mine the extent of adult learning during life transitions as
measured by the Adult Development Learning Inventory (ADLI});
and 2) to relate the ADLI to personality variables as
measured by the Myers-Briggs Type Indicator (MBTI). Sec-
ondary purposes include: 1) the construction and validation
of a questionnaire (Adult Development Learning Inventory) to
measure the extent of participation in learning activities
during life transitions; and 2} the examination of the
relationship between selected demographics and both the ADLI

and the MBTI.




Questions formulated to achieve these purposes are as
follows:

1. 1Is there a correlation between personality type as
measured by the MBTI and the nature and extent of adult
learning behavior during life transitions as measured by the
ADLI?

2. Can individuals who utilize learning activities as
a coping device during life transitions be differentiated on
the basis of personality type?

3. In what ways do the personality types of "high"
learners differ from "average" or "low" learners?

4, What are the demographic antecedents of "high,™
"average,” and "low" learning behavior?

5. What influence does persconality type have on each
of the following:

a. The mean number of learning projects per year,

b. The mean number of learning projects during
transitions,

c. Selected demographics, and

d. The individual factor scores identified in the
factor analysis of the ADLI.

6. In what ways do the characteristics of the age
groups of the sample {age cohorts in ten year spans, 35-65+)
differ from each other on the major variables of personality

and learning behavior and their perception of the life

cycle?




Hypotheses
General hypotheses tested are as follows:

1. There is a relationship between the scores on the
Adult Developmental Learning Inventory {(ADLI} and the
dominant functions of Intuition, Thinking, Feeling, or
Sensing.

2. There is a relationship between the individual
factor scores on the ADLI and the dominant functions of
Intuition, Thinking, Feeling, or Sensing.

3. There is a relationship between scores on the ADLI
and the psychological attitudes of extraversion, intro-
version, judging, or perception.

4. There is a relationship between the factor scores
on the ADLI and the psycheological attitudes of extraversion,
introversion, and judging, or perception.

5. There is a relationship between the personality
type or extent of learning behavior during transitions and

each of the following:

a. Different age groups.

b. Males and females.

C. Different income brackets.

d. Different educational levels.

e. Different types of learners (high, average,

low) .




Background and Significance

Research on transitions and the coping behavior of
adults reveals that individuals differ in the ways in which
they adapt to changes in their lives (29). 1In addition
studies in adult learning suggest that the majority of the
adult population is involved in some type of learning
activity (7, 15, 21, 27, 31), and that much of this learning
is prompted by life transitions (3). The major conclusion
of the Aslanian and Brickell (1980) investigation of adult
learning is that adults learn not sc much because learning
is a natural phenomenon, but because transitions, as an
inevitable part of life, force changes in the lives of
adults and that these changes require and challenge the
adult to learn in order to cope with that change. The major
task of this study is what then determines whether an
individual utilizes learning, as a coping strategy, to adapt
to transition and change.

One of the most startling discoveries ¢f the Anderson
and Darkenwald (1978) study, which mirrored many of the
eariier findings on participation in adult learning, was
that only ten percent of the variance cculd be accounted for
by sociodemographic characteristics such as age, sex, race,
and level of education (1). These researchers suggest that
one of the priority areas of future investigations in adult
learning, in which there has been inadequate conceptuali-
zation and explanation, is the psychoclogical variables of

the adult learner (pp. 7-8).




It has been assumed that once an individual progresses
to ages 30 to 60, that he will settle into a relatively
stable existence. This idea is "patently false" (28, p. 34).
Change occurs continually in an adult's life to include
normal expectable life events such as marriage, parenting,
retirement, and unanticipated life events such as widowhood
at an early age, illness or the death of a child (22, p.
18). "Adults carry around in their heads, whether they can
verbalize it, a set of anticipations of the normal expect-
able life cycle" (p. 18). They set goals and make plans
based upon this set of expectations. Change occurs in five
main areas of an adult's life: vocation, family life, com-
munity life, leisure, and inner life (28). Some of these
changes involve role increments such as marriage, birth of a
child, or job promotion; while others involve role deficits
such as divorce, retirement, and widowhood (18). Any change
requires that the individual reassess and adjust to the new
circumstances.

The timing of these transitions or life events has
gquickened over the last century (10, 23). While many models
or theories of stress and adaptation have considered social
structures, such as education, as potential strategies for
coping, little attention has been given to the individual
variations in personality as they affect the use of learning

as a strategy. Any attempt at prediction must take into




account the perception of the individual and his translation
of these perceptions into action (19, 4).

People's coping repertoires and their access to and

use of support systems are capable of blunting some

of the distressful consequences of life problems.

Thus, psychological functioning through the life

course depends not only on the circumstances that

impinge on people at any point in time or the

changes that occur across time, but alsc on the

adjustments and responses to these circumstances

and changes (25, p. 58}.

Most adults, rather than remaining passive during these
transitions, actively seek ways to alleviate stress-
producing conditions by using their own set of coping
strategies, "calling upon resources" within their person~
alities, and establishing social support systems that may
include participation in learning (p. 68).

Although growth and development have many meanings,
they often imply "...a movement toward a higher, more
differentiated, or more desirable state or end point"

(23, p. 311). Some researchers have written that as adults
age there is a developmental change as growth or actual-
ization occurs. Others see adulthcod as a decline, a
biological model; while still others see the adult person-
ality as a stable factor, accounting for change in terms of
both biological and socio-cultural factors (p. 312-13).
Armstrong (1971) discovered the existence of what can be

termed "learning-prone" personalities (2)}). This study is

unique because it looks at who participates in adult




learning by personality. "Few studies, of either self-
directed learning or surveys of participation in organized
learning, have done that. The opportunities are wide open
and the need is great for further research on 'learning-
prone' personalities" (8, p. 66). Personality differences,
according to Cytrynbaum and others (1980), affect the manner
and the capacity to cope with adaptation to life transitions
{(9). Further evidence exists that individual differences in
adaptive styles are relatively stable through the life-span
(33) . The major conclusion of the Kansas City studies,
undertaken by Havighurst and Neugarten over a twenty-two
yvear period of time, was that "personality organization and
coping style is the major factor in the life adjustment of
the individual as he grows older" (11, p. 630).

In order to understand adaptation as an active process
in which the adult must continually adapt to the conditions
of his life, it is necessary to understand the adult per-
sonality variables that affect the perception and management
of the transition. "The adaptation process is ruled, more
or less actively and autonomously, by the ego or person-
ality" (11, p. 630}.

To restate the thesis of this investigation, adults
continuously experience transitions in their lives, and in
order to manage these transitions, learning activities are
undertaken; personality type influences the degree to which

an adult uses learning during transitions. A number of
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major contributors to the fields of adult education and
life-span developmental psychology have called for further
research on the adult personality, the transition from
adolescence to middle age to old age, and the interaction
between these two variables and adult learning (1, 3, 5, 8,
11, 17, 32). This study constitutes an attempt to explore
the possibility that perscnality influences the method by
which individuals cope with the inevitable transitions in
their lives. In order to provide a summary and a broad
conceptualization of the interaction among the suggested
variables, a model (Figure 1) was constructed. It should be
understood that this is a tentative, explanatory model and
that the research on developmental psychology and trans-
itions has served as its basis (8, 9, 29}). The personality
differences that predispose an individual to use learning, a
form of social support, are connected not only to one

another, but also to the type of life event and the out-

comes.

Definition of Terms

Personality was determined by scores on the Myers-

Briggs Type Inventory (MBTI), developed by Isabel Briggs
Myers and Katherine C. Briggs and based on the typology
suggested by Carl Jung. The MBTI identifies four psycho-
logical attitudes: extraversion or introversion, judging or

perception; and four dominant functions of orientation:
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sensation, thinking, feeling, or intuition. The four
psychological attitudes combine with the four functions to
form sixteen unique psychological types (20).

Adult learning during transition was determined by the

summation scores as well as the scores obtained on each of
the factors of the Adult Development Learning Inventory
(ADLI). This inventory measures the extent of an indiv-
idual's participation in learning activities during life
transitions. The inventory, which was constructed for this
investigation during the first two stages of the study,
includes check-lists of an individual's learning during
transitions and during the previous twelve months; a list of
life events, modified from the Life Events Questionnaire
(LEQ) (13); and a perscnal demographic profile. The primary
sources of data for this inventory were the conceptual
frameworks provided by research and theory in life span
psychology, transitions and life events, and adult learning,
as well as pertinent literature on test construction and
measurement. The factor scores were determined by the
factors that emerge through a principal components factor
analysis with orthogonal rotation.

Adult is an individual 17 years of age or older.

Adult education is " ... any planned learning activity

engaged in by and for anyone who possesses the biological,

civil, and cultural characteristics of an adult" (17, p. 4).
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This definition was chosen because it removes the agency and
part-time restrictions imposed by other definitions (6, 30,
34) .,

Adult learning is "a sustained highly deliberate"

learning activity (31), including self-education, by an
adult in an effort to acquire knowledge, skills, or atti~-
tudes.

Degree of learning is determined by the number of

learning projects during the last twelve months and the
number of learning projects during transitions that emerge
from the ADLI. These learners will be classified as "high",
"average" or "low", dependent on the number of activities.

Coping is defined as " ... problem-solving efforts made
by an individual when the demands he faces are highly
relevant tc his welfare and when these demands tax his
adaptive resources" (5, p. 19}.

Transition is " ... a turning point or boundary between

two periods of greater stability" (16, p. 57). These life
events bring about changes in the assumptions individuals
make about themselves and therefore may require modification
of behavior and relationships. Transitions include both
normal life events such as marriage, parenting, and retire-
ment and unexpected life events such as the death of a

family member or illness (29).
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Delimitations

The generalizability of this study is limited by
several factors associated with the sample. In order to
secure data in the detail required and for reasons of
economy, it was necessary to limit the size of the sample.
In addition, it may not be generalizable to all adult
learners of similar background because, for reasons of
accessibility, it was necessary to use volunteers who for
the most part are residents of one geographic area. Because
of the assumption that certain characteristics of life
transitions can only be recognized and realized in the
second half of life, State III of this study was limited to

individuals ages thirty-five or older.

Assumptions

The major assumptions of this study are as follows:

1, There are certain personality characteristics that
distinguish adults who use learning as a coping strategy
during life transitions from those who use learning to a
lesser degree.

2. Some means could be found of identifying the
learning that takes place during transitions.

3. A paper and pencil device could be constructed to
achieve the same or nearly the same results that have been
realized through interviews with adult learners.

4, An individual's current participation in learning

activities (within the past twelve months) is indicative of
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the tendency to participate.

5. An individual's present learning can only be
understood within a developmental perspective., "It is
possible, true enough, to restrict oneself to an analysis of
the present field of the person's inner and outer life; but
learning and change cannot be understood without data on
antecedent conditions" (26, pp. 6106-11).

6. Adult learners are able to understand and arti-
culate their behavior (32).

7. Certain characteristics of life transitions can
only be recognized and realized in the second half of life

(35+).
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CHAPTER II

REVIEW OF THE RELATED LITERATURE

According to L. I. Pearlin, "adulthood is not a gquies-
cent stretch inter-spersed with occasional change; it is a
time in which change is continuocus, interspersed with
occasional quiescent interludes" (62, p. 174). Beginning in
the 1920's and ceontinuing to the present, adulthood, its
sociology and psychology have increasingly been considered a
specialized field of study and inquiry (34, 76) with the
primary interest being the patterned life processes that
have emerged as the adult life cycle. 1In preparation for
this literature review, the data bases in education and
psychology, including dissertation abstracts, were searched.
The search has produced several hundred abstracts, articles,
texts, dissertations, and reports on adult developmental
psychology, life events and transitions, and the adult
personality. Based upon the problem of this study, the
relationship between personality and the use of learning
during adult transitions, literature was selected that
appeared to analyze or conceptualize the related areas or
that presented findings based on studies that investigated
either adult learning, the adult personality, or adult

transitions. Therefore, the literature review integrates
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four separate strains of investigation: 1) adult develop-
mental psychology; 2} transitions, life events, and coping;
3) the adult personality; and 4) these concepts as they

relate to learning.

Developmental Psychology in Adulthood

The research on adult developmental psychology in
adulthood increases the awareness of how adults are required
to adapt to roles and tasks and the changes that accompany
them as they move through the life cycle. The study of
adult development is still in its "infancy" when compared to
the study of adolescence and childhood (16, p. 35). Several
major theoretical frameworks have been identified through
which the various positions on the study of adulthood may be
viewed (22,48). Influenced by the work of Freud and Piaget

on childhood, the first major position is stage theory, a

chronologically based series of phases in the life cycle.
"...{W)hen stage theory is applied to adulthood, the impli-
cit assumption is one of unfolding, of progression toward a
more complex and wiser self" (22, p. 241). Members of this
school of thought include Erikson, Gould, Kohlberg,
Levinson, Loevinger, and, in the popular literature, Sheehy

and Mayer. A second major framework, self-actualization or

self-realization, alsc assumes that growth is occurring
during adulthood, but implies no chronological stages or
age-linked periods. "Rather, growth is an on-going process"

(p. 241). Researchers in this area include Goldstein,
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Allport, Maslow, Buhler, Massarik and Neugarten. Adult

socialization ". . . points to the importance of external

social and cultural influences on the temporal phasing of
the life course" (48, p. 270). This perspective deals with
the ways in which culture and other external influence shape
"the roles and outlook of its members" {(p. 271). The

adaptation paradigm is used to study major life events and

the part they play in the adult life cycle. This per~
spective assumes that the adaptation or coping response is
determined by a specific stimulus such as an illness or a
new job, the characteristics of the individual, and the
external cultural or sociclogical forces. The first three
paradigms deal with the "problem of temporal order in the
life course", whereas the adaptation perspective does not
{(p. 273). The adaptation perspective is discussed in more
detail in the second division of this literature review.

In Figure 2 a model is provided of the adult develop-
mental theorists considered to be instrumental in the
emergence of adult developmental psychology as a field of
study. The proposed synthesis occurs across three broad
phases: c¢hildhood and adolescence, adulthood, and 0ld age.
Dependent upon the different contributor's assumptions and
interest, more emphasis may fall into one phase than
another. Several contributors' models are supposedly not
age-related; however, the similarities among viewpoints cast

doubt upon their claims., Shakespeare's viewpoint on the
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life stages was added to provide historical continuity (72).
It is hoped that by providing this framework for viewing the
models that the similarities and differences among them can
be more easily discerned. There seem to be five most
obvious similarities: 1} typical ages can be predicted
for the onset of phases; 2) the phases seem to occur in a
fixed sequence; 3) the developmental stages follow an
ascending order or hierarchy; 4) the contributors make
qualitative judgments of the life experience of individuals
under study; and 5) there is much similarity among
researchers, allowing a case to be made for universality of
the life stages (34, 49, 76). The task now is to discuss
each of these contributors in some detail.

Carl G. Jung. Levinson has called Jung the founding

father of adult developmental psychology (49, p. 4). 1In a
paper, first published in 1930 and later rewritten as the
"Stages of Life"™ in 1933, Jung postulates four stages {(39).
He views each stage as an evolution toward consciousness.
Every problem that is faced " . . . forces us to greater
consciousness and separates us even further from the par-
adise of unconscious childhood" (p.5). With the onset of
puberty, Jung begins his second stage of life, termed Youth
lages 12 to 40). Prior to this time, an individual has been
primarily governed by instinect. "It is only the adult human
being who can have doubts about himself and be at variance

with himself" (p. 8). 1In childhood, the individual has not
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yet acquired an "ego~complex," but in the transition into
the second stage, becomes dualistic, " . . . the widening of
the horizon of 1life . . ." (p. 10). Achievement and utility
are the ideals toward which individuals strive during this
second stage. Jung sees a transition, occurring usually
between ages 35 and 40, in which individuals examine whether
or not they are on the right life course and possess values
and ideals with which they are comfortable. The third
stage, maturity, encompasses the years 40 to 65. In the
first half of life, "unequal use is made" of the masculine
and feminine sides of an individual's nature. The masculine
and feminine functions of nature are termed animus and
anima. To Jung the integration of the animus and anima is a
prerequisite for further individuation. As the forty-fifth
year approaches, "(m}an's values, and even his body, do tend
to change into their opposites” {p. 16).
The worst of it all is that intelligent and

cultivated people live their lives without even

knowing the possibility of such transformations.

Whelly unprepared, they embark upon the second half

of life. Or are there perhaps colleges for forty-

year—~olds which prepare them for their coming life

and its demands as the ordinary colleges introduce

our young people to a knowledge of the world? No,

thoroughly unprepared we take the step into the

afternoon of life; worse still, we take this step

with the false assumption that our truths and

ideals will serve us hitherto. But we cannot live

the afterncon of life according to the programme of

life's morning; (p. 16-17).
As individuals move further into this third stage, they

become increasingly preoccupied with self, a necessary

condition to the unfolding of self. The second stage of
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life, with its preoccupation on achievement, does not have
carry-over effects into this third stage without endangering
the development of the individual. Jung's last stage, old
age, finds individuals once again, as they had in childhood,
submerged in the unconscicus. It is only in the second and
third stages of life that individuals are aware of "con-
scious problems," according to Jung, and therefore the ones
with which he devotes consideration in most of his life work
(p. 22).

Charlotte Buhler. Beginning in 1933 in Vienna, while

working on child development, Buhler became interested in
studying the entire life span. Based on the collection of

the life histories of a number of elderly individuals, five

age linked periods were suggested: 1) childhood -- birth to
14; 2) youth -- 14 to 25; 3) adult I -- 25 to 45-50; 4)
adult II -- 45-50 to 65-70; and 5) aging -- 70+. Two sets

of life events, biological and biographical, were identified
and placed on age curves with a sharp drop on the biclogical
curve at age 50 and a high plateau on the biographical curve
from early adulthood to age 55-65, Later, Buhler identified
five basic life tendencies, all of which are active to some
extent throughout the entire life span (10, 34). These
tendencies "have periods of dominance in determining the
life style of the individual" (34, p. 7). These basic life
tendencies, in order of dominant magnitude in the deter-

mination of behavior, include: need-satisfaction; adaptive
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self-limitation (adjustment); creative expansion; estab-

lishment of inner order; and self-fulfillment. She combined

these tendencies with her five age~linked periods to sub-

divide the life span into 10 periods (10, 34).

A protege of Buhler, Else Frenkel-Brunswik did research
at the Institute of Child Development, Berkeley, California,
beginning in the 1930's (10). Studying the social adjust-
ment of individuals in their 60's, she studied their beha-
vior through the five age-linked periods suggested by
Buhler., Activities identified during her study include:

1. Period I -- a child living at home; narrow interests
that center around home, schocl, and family.

2. Period II (16-28) -- entrance into a self-chosen
activity; independently acquired personal relation-
ships,

3. Period III (26-48) -- final and definite choice of
occupation; establishment of home; most fruitful pericd
of professional and creative work.

4, Period IV (48-64) -- a decrease in activity; an appear~
ance of "negative" dimensions (sickness, loss of
associations, death of loved ones); changes in type of
work; psycholegical and biological crises.

5. Pericd V {65+)}) —- decline in vital processes; retire-
ment from a profession; decrease in factual and social
dimensions; retrospection; premonitions of death;

preoccupation with religious questions (54, pp. 77-84).
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Erik Erikson. Erickson sees life as sequential levels

of achievement in which success or failure have supportive
or damaging effects on the ego. He postulated eight stages
of ego development. Each stage is phase specific and
follows a chronology without arbitrary age limits. fThe
first four are childhood, the fifth is adolescence, and the
last three, adulthood. The eight stages are: 1) birth to
one year (early infancy), development of trust; 2) one to
three years (later infancy), the growth of a sense of
autonomy; 3) early childhood, development of initiative
versus a sense of guilt; 4) middle childhood, a sense of
industry versus a sense of inferiority; 5) adolescence, the
development of ego identity (self-confidence, belongingness,
sex role, values) versus role confusion; 6) early adult-
hood, development of intimacy (mutuality, procreation,
recreation) versus ego isolation; 7) middle adulthoed,
generativity (ego expansion and a sense of future contribu-
tion) versus stagnation; and 8) late adulthood, ego inte-
grity (a sense that life is meaningful) versus despair (6,
20, 34, 54). "In Erickson's theory, a different psycho-
logical issue constitutes the nuclear conflict or crisis for
the ego at each developmental stage, but the same issue is
also present in preceding and later stages" (54, p. 85}).
Hope, will, purpose, and competence are virtues developed in
childhood with each developing in an evolutionary manner,

dependent on each other and on successful movement through




the sequential stages. Fidelity emerges in adolescence;
love, care, and wisdom in adulthood (20). Love, the first
virtue developed in Erikson's adulthood and termed "the
greatest of human virtues," has evolved from the first
contact with a trustworthy person through adolescence to its
emergence at this time. "Love, then, is mutuality of
devotion forever subduing the antagonisms inherent in
divided function® (p. 129)}. Care, which corresponds to the
stage of generativity, deals with the guality that is
necessary for the "psychosocial evolution" of society - the
teaching, sharing, transforming nature of man. To avoid
self-absorption, it is necessary that individuals expand
their concern beyond themselves to generativity or "selfless
caring" (p. 131}). Wisdom, the last stage, "is detached
concern with life itself" (p. 133). It arises out of the
conflict between integrity and despair, the realization that
life is limited and the maintenance of the integrity of
experience.
Human strength, then, depends on a total

process which regulates at the same time the

sequence of generations and the structure of soc~

lety. The ego is the regulation of this process in

the individual (p. 152}.

Robert J. Havighurst. Havighurst's theory of dev-

elopmental tasks, based on both "biological development and
social expectations," conceives of the life span as change
imposed by these internal and external forces that offer

guidance and force to personality development (34, p. 11).
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These developmental tasks are "the physiological, psycho-
logical, and social demands a person must satisfy in order
to be judged by others and to judge himself or herself to be
a reasonably happy and successful person" (14, p. 25).
These developmental tasks provide "teachable moments," a
time when the individual is ready and that culture requires
that the individual achieve the task. The "teachable
moment" arrives when the individual is most ready to learn;
any attempt at education prior to this time would have been
in vain (33, p. 5). Making use of Erikson's psychosocial
tasks, he divides the life cycle into six age periods:

1) early childhood; 2) middle childhood; 3) adolescence;
4) early adulthood; 5) middle adulthood; and 6) later
maturity. Each of these periods is determined by both
biological changes in the body and societal expectations.
The individual must adapt to the expected and changing roles
that both age and society demand (34). Early adulthood is
the most ripe with "teachable moments" and consists of such
tasks as selecting a mate, learning to live with a marriage
partner, starting a family, rearing children, managing a
home, getting started in an occupation, taking on civic
responsibility, and finding a congenial social group {33).
Middle age, "the peak of influence on society," is the
period when society is making the most demands on the

individual (p. 84). It includes the tasks of achieving




(1)
o

civic and social responsibility, establishing and main-
taining an economic standard of living, assisting teenage
children to become happy and responsible, developing adult
leisure time activities, relating to one's spouse as an
individual, accepting and adjusting to physiological
changes, and adjusting to aging parents. Later maturity
differs in only one way from the other ages - "holding on to
life rather than seizing more of it" (p. 92). The tasks of
this stage are adjusting to decreasing physical strength and
health, adjusting to retirement and reduced income, adjust-
ing to the death of a spouse, establishing an affiliation
with one's age group, meeting social and civic obligation,
and establishing satisfactory living arrangements {pp.
70-98) .

Jose Ortega y Gasset, Gasset, the Spanish philosopher,

in his 1958 publication, Man and Crisis, conceived of

generations of not only the life cycle, but also the history

of society (25). The five generations are:

1. Childhood, ages 0-~15,

2. Youth, ages 15-30. Extending from an early adult
transition through the "novice" part of early adult-
hood, individuals in this generation are occupied with
making a place for themselves in society.

3. Initiation, ages 30-45. Including mid-life transition
and the end of early adulthood, this is an intermediary
stage in which individuals " . ., . . are not yet fully

responsible participants in adult society . . , "
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4, Dominance, ages 45-60. This generation " . . . has the
main burdens and satisfactions of senior leadership and
authority." Supplying the Initiation generation with
ideas, values, and knowledge, this generation serves as
the governing body of a society, creating new goals and
ideas.

5. 0ld age, (Over 60).

"At any given moment in history . . . the Initiation and

Dominant generations are the two crucial ones, and the

relations between them are fateful for the future of soc-

iety." Even as in the 1960's the Youth generation played a

dramatic part in society, it is the Initiation and Dominance

generations that produce the historic results (49, pp.

28-9) .

Daniel J. Levinson. Levinson conceives of adulthood as
an individual evolutionary life structure. "This per-
spective creates a space in which personality, career
socialization, and marker events can be examined cojointly
within a more encompassing view of the life course" (48, p.
277). Studying forty men from four diverse occupations,
each telling his life story, Levinson "reconstructed" each
life course, looking for both commonalities and differences.
Using these life histories, it was determined that there was
"a relatively orderly sequence" of phases in adulthood.
Further, he suggested that these periods actually shaped the

life course of these adults (p. 279}. Alternating periods
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of "structure building” and transition make up the life
course. During the structure-building periocds, an indiv-
idual forms a life structure and enhances his life by making
key choices and pursuing goals and values. Fach of these
periods lasts 6-10 years. A transitional state evolves when
these life structures are terminated and the possibility of
creating a new one exists. The tasks at this juncture
include reappraising self and society, exploring new pos-
sibilities, and making a commitment to new choices that will
be the basis for a new life structure. These transitional
periods are usually five years in length. Levinson sees
these transitions as major periods in and of themselves
{49). The primary components of the life structure are
ones' relationships with self, other individuals, groups,
and institutions. "“Each relationship is like a thread in a
tapestry; the meaning of a thread depends on its place in
the total design" (48, p. 280).

The major pericds of Levinson's (49} scheme are as
follows:

1. Preadulthood (birth-22) -- rapid bio-psycho~social

growth; development of abilities that will allow an
individual to function as an independent adult.

2. Early Adulthood (17-45) -- greatest productive period

as well as the period of greatest stress and contra-
diction; peak biological vyears (20's and 30's).

3. Middle Adulthood (40-65) —~ "the dominant generation;"
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responsibility for own work and that of others; dev-

elopment of the younger generation (Erikson's gener-

ativity); more comfortable and concerned with and for
the inner self; characteristics which include compas-
sion, love, and reflection.

4, Late Adulthood (Over 65).

Roger Gould., Gould views the life cycle as the "pro-

gressive liberation from childhood myths" (76, p. 13). By
liberating oneself from a series of childhood assumptions,
an individual can, through challenge and contradiction, move
successfully through a series of sequentially related
phases. His scheme, like Erikson's, is based on "an ordered
set of social involvements that parallel and indeed precipi-
tate the different phases of adult development" {(p. 14).
Transformation, his basic concept, is synonymous with
growth. As individuals continually define themselves, they
move through alternate periods of security and conflict, the
process of transformation (29). As the modification of
childhood ideas and assumptions continue, the mind is freed
to allow a larger range of ideas and activities, Studying
young and middle adulthood, Gould conceives of five phases:
1) leaving our parent's world {ages 16-22); 2) I'm nobody's
baby now (ages 22-28); 3) opening up to what's inside
(28-34); 4) mid-life decade (35-45); and 5) beyond mid-
life (28). The life stages are influenced by the age-linked

roles that are demanded by culture. He postulates that the
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steps and stages in this transformation Process are the
"adult dilemma of choice, safety, and self" (p. 42).
"Growth is like a river; you can dam it up, slow it up,
divert it, but you can't ever stop it" (p. 322).

Gail Sheehy, Sheehy, in her book Passages (73),

popularized the ideas of developmental psychology and the
predictability of the patterns of aging in adulthood. Her
three major objectives were: 1} to discover the inner
changes that occur in the individual as the life cycle
emerges; 2) to compare and contrast the developmental
stages of men and women; and 3) ". . . to examine the
predictable crises for couples" {(p. 22). Rather than use
the word "crisis" for major life events and transitions, she
chose the word passages "for the critical transitions
between stages" (p. 23). Collecting the life histories of
115 individuals, "healthy, motivated people" in the middle
class, she determined four stages of middle adulthood:
pulling up roots, the trying twenties, Catch-30, deadline
decade (35-45). Every event that ocecurs in the life cycle
affects what will then happen -~ marriage, childbirth, job
loss, death of significant others, etc. "These marker
egvents are the concrete happening of our lives" {p. 29}. A
developmental stage, however, according to Sheehy, will
occur regardless of whether or not this marker event is
present, because of an underlying impulse or desire to

change.
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Lawrence Kohlberg. 1In addition to the models proposed

for adult development, there exists the studies of Kohlberg
that describe the hierarchical development of rules, uni-
versal concepts, and moral values throughout life. "This
view of adulthood moral stages linked to experience of
personal choice suggests a reapproachment between Erikson's
stage theory of adult development and a more cognitive-
structural stage theory" (43, p. 180). Using a "cognitive-
developmental™ approach to the study of moral and social
processes, he views the sequential nature of moral devel-
opment as universal and undirectional (4). New moral stages
are the result of the life experience of the adult, 1In
adulthood there seems to be two major experiences that are
important to moral development: leaving home and entering
the college community. The individual is confronted with
conflicting value systems that involve him/her in ques-
tioning and commitment. This questioning, conflict, and
finally commitment are necessary for movement to Stage 5.

In Stage 5, the individual becomes committed to society and
to relationships. Corresponding to Erikson's stage of
generativity is Kohlberg's Stage 6, the process of becoming
an ethical man. Stage 7, a more philosophical than concrete
stage, is roughly equivalent to Erikson's integrity, a stage
of moral development not often reached (43). 1In his studies
on moral development, women were found to be at a "lower"

moral stage than men. The studies of Carol Gilligan,
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however, assert that his autonomy-oriented scales do not
apply to women, rather women's orientation toward relation-
ships may be as high a moral stage as autonomy (27).

Jane Loevinger. Using her own theoretical base and a

measurement system, Loevinger originated the study of ego
development. She incorporates concepts from areas of moral,
psychosexual, and intellectual development, as well as the
development of self~concept (4). Ego development is a
method that assigns meaning to experience, "a sequence,
cutting across chronological time, of interrelated patterns
of cognitive, interpersonal, and ethical development that
form unified, successive, and hierarchical world views" (82,
P. 52). She calls it a "master trait," second only to
intelligence. Her stages of ego development are: 1)
impulsive; 2) self-protective; 3) conformist; 4) consci~
entious - conformist; 5) conscientious; 6) individu-
alistic; 7) autonomous:; and 8) integrated. An individual
advances from one level to the next, with each stage deno-
ting a higher capability (82). She assumes that the higher
stages are better, thus their hierarchical nature (81).
Three conditions facilitate ego development in adulthood:
varied, direct experiences and roles; meaningful achieve-
ment; and relative freedom from anxiety and pressure (82).

Bernice Neugarten.

In all societies, age is one of the important
factors in determining the ways people behave
toward each other. Certain biological and sociail
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events come to be regarded as significant punc-

tuation marks in the life line and to signify the

transition points from one age status to the next

(54, p. 5).
According to Bernice Neugarten, societies define their age
status systems through certain institutions: the family,
the economic system, and the legal, political system. The
family cycle has quickened since 1900 with the lowering of
the age for marriage -- parenting, empty nest, and grand-
parenting are all occurring at an earlier age. Addition-
ally, an individual's socioeconomic status affects the
timing of the family cycle -- the higher the social class
the later these events occur: leaving home, marriage, birth
of first and last child. Marriage and the family cycle,
however, do not necessarily correspond to economic maturity,
Both the first part of life and the last are periods of
econcmic dependency. Within the first period of dependency
comes a time of preparation and training for an economic
rol