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Abstract 

AN INVESTIGATION INTO THE MANAGEMENT OF ADULT EDUCATION 

PROGRAMS AND ITS EFFECT ON LIFELONG LEARNING IN THREE ADULT 

EDUCATION INSTITUTIONS IN ANTIGUA AND BARBUDA 

Jacinta Eudolyn Meade 

Unicaf University in Zambia 

The government of Antigua and Barbuda has invested heavily in adult education 

programs, but there is no known documentation of their effectiveness. The study used the 

theoretical framework of andragogy, proposed by Malcolm Knowles, to understand how adults 

learn and what motivates them. The research questions focused on the efficiency of adult 

education programs, learning preferences, teaching methods and structures, and the motivation, 

barriers, and socioeconomic factors of adult learners. 

A mixed-methods approach was used, with quantitative data collected through 

questionnaires and interviews with adult learners, facilitators, heads of institutions, and 

Ministry of Education Officials. Gradebook was used to examine curricula and grade books. 

Chi-square tests of independence were conducted to assess the effects of the manipulated 

variables. 

The findings revealed that less than 50% of adult learners in Antigua and Barbuda 

believe the programs are appropriately managed, but not to a high extent. It was also revealed 

that the most significant barriers affecting adult learners are financial or economic constraints, 

followed by children or family responsibilities, while gender, educational level, and barriers 

do not affect motivation. These issues have implications for the effective management of 

programs.  Additionally, adult learners in Antigua and Barbuda were motivated by extrinsic 

factors such as finance, but some were motivated intrinsically and extrinsically, since they are 

motivated by personal development 
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The study recommended government policies on tertiary education management, 

including the adoption of andragogy in adult learning institutions, the overhaul of adult learning 

curricula, and training for management, facilitators, and other support staff working in 

andragogy, to ensure that adult learners fully benefit from their enrollment. This research is 

vital for how adult learning institutions are managed, including managers, facilitators, adult 

learners, employers, and other stakeholders. This research will serve to improve the lives of 

the citizenry in Antigua and Barbuda and perhaps further afield. 

It is recommended that this research serve as a guide for future research in Antigua and 

Barbuda, helping to strengthen adult education programs, ensure they operate at maximum 

efficiency, and assess funding adequacy. The research also recommends that similar studies be 

conducted across the wider Caribbean to determine whether the management of adult education 

programs in other territories is similar to that in Antigua and Barbuda.  The information 

gathered will assist in shaping the direction of adult education programs in Antigua and 

Barbuda. 
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CHAPTER 1: INTRODUCTION 

Adult education significantly impacts a country's social and economic development 

(Liashenko, 2020), and as a result, many countries have invested heavily in this area. Adult 

education equips citizens with the means to acquire the knowledge and skills needed to become 

more productive citizens. This research views adult education as the acquisition of knowledge 

through formal means in the tertiary education sector.  Such programs are therefore geared 

toward equipping adult learners to live more meaningful and successful lives, which, in turn, 

will allow learners to contribute to the development of the societies in which they are a part 

(Onyenemezu, 2012). 

This educational sector is now being promoted as part of the agenda of countries 

worldwide, including the Caribbean. Blaszczak (2013) claims that this type of education, 

combined with lifelong learning, can significantly impact socio-economic growth and 

development. Furthermore, a United Nations Educational, Scientific, and Cultural 

Organization (UNESCO) report (2009) states that in the twenty-first century, adult education 

is significant for transforming individuals within an economy. Attention, therefore, needs to be 

focused on how these programs achieve their objectives of developing adults who can 

contribute to the social and economic development of their countries. Also significant is the 

degree to which the managers of these programs cater to adult learners and instil in them the 

desire to continue learning. As such, this research will examine how efficiently the adult 

education programs in Antigua are managed. Understanding the context in which education 

exists or evolved in Antigua and Barbuda is imperative. 

Antigua is a Caribbean Island that is part of the Caribbean Common Market 

(CARICOM) and was historically under British sovereignty for some 300 years (UNESCO, 

2001). As a result, the CARICOM islands of the Caribbean, including Antigua, share many 

similarities, including those reflected in their educational systems. In support of this, Peters 
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(2001) found that education in these Caribbean islands mirrors that of the British system. 

However, unlike the adult education system in the United Kingdom and in Jamaica, Antigua 

does not track the success of its programs, and the term Adult Education is merely mentioned 

in the Antigua Education Act (2008). There is no policy in the act governing the adult education 

sector. 

Notwithstanding the lack of attention to adult education in Antigua, there appears to be 

growing interest in these programs on the 108-square-mile island. Adult learners enrol in and 

graduate from the three tertiary educational institutions annually, but the success of these 

programs is unknown because no measurement or documentation has been undertaken. 

Therefore, to determine the success of managing adult education programs, mixed-

methods research, which utilizes both qualitative and quantitative methods sequentially 

(Creswell, 2018), will be applied. This will allow the researcher to collect both quantitative and 

qualitative data within the same study across different phases (Creswell & Plano, 2018). The 

quantitative phase will collect quantitative data on adult learners. In contrast, the qualitative 

phase will explore the lived experiences of the adult learners, facilitators, heads of institutions, 

and Ministry of Education officials. 

To effectively carry out this research, a review of the management of adult education 

programs in Antigua and Barbuda, a twin-island state in the Caribbean, will be conducted. This 

will give insight into the extent to which the adult education programs in Antigua are managed 

compared to elsewhere, as well as the degree and nature of the socio-economic factors affecting 

these programs. Also, because it is reasonable to link the success of these programs to how 

well they are managed, the appropriateness of curricula, the teaching and learning environment, 

and learner outcomes must be examined. Moreover, any learning barriers, such as situational, 

dispositional, and institutional, as discussed by Cross (1981), as well as factors that can 

stimulate learning in adult learners, as proposed by Arends (2015), will be explored. 
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Additionally, the theory of andragogy, as pioneered by Knowles (1984), posits that adults learn 

differently from children and is relevant to this research. As such, this theory will form the 

conceptual framework for the research. The research will also determine whether learners are 

satisfied that their objectives align with the programs' objectives.  Further, a literature review 

on adult education and lifelong learning will also be undertaken. 

There appears to be very little attention paid to adult education in Antigua and Barbuda, 

and it is merely mentioned in the Education Act of Antigua and Barbuda (2008). Also, adult 

education does not form part of the revised Education Sector Plan 2022-2027.  

The results of this research will provide the foundation for future research. 

1.0 Statement of the Problem 

Adult education is deemed to be of importance in Antigua and Barbuda’s society, as it 

is becoming increasingly important the world over and more specifically in Antigua, where it 

is believed that if adult learning is done successfully, it could stimulate further learning among 

adult learners (Motschilnig et al., 2012). Additionally, as further highlighted by Motschilnig et 

al. (2012), proper education for adults can lead to these individuals developing personally and, 

in their societies, both socially and economically. In support of the importance of successful 

adult education programs, UNESCO (1997) also believes that such programs can produce 

citizens who can contribute to countries' socio-economic development. Likewise, 

Charungkaittikul (2018) believes that properly managed adult education programs should 

improve participants' quality of life as they will have the skills to compete globally. All of this 

suggests that this research could inform policymakers in Antigua about the extent to which 

these adult education programs contribute economically and socially to the country. 

The problem in Antigua and Barbuda is that there appears to be increasing interest in 

adult education programs.  However, little or no attention is paid to how these programs are 

managed and to the impact on learners' ability to continue their learning. The budgetary 



4 

injections on an Annual basis in Antigua and Barbuda Estimates of Revenue and Expenditure 

are quite significant and range from 8 594751 in 2015 to 9 678 600 in 2018 (Ministry of 

Finance, Estimates of Revenue and Expenditure 2015, 2018) despite increased interest being 

shown in adult education; Notwithstanding, the large capital injection the term adult education 

is not emphasized and/or promoted enough. Politicians and other government agencies in 

Antigua and Barbuda would not specifically discuss it. This is not in keeping with worldwide 

standards, as posited by Dima et al. (2018), since adult education is intricately linked with 

having a population with the requisite skills and knowledge to compete in the global 

environment. It can be reasoned, therefore, that some emphasis should be placed on the 

efficient management of adult education programs in Antigua and Barbuda in a sustained way. 

This necessitates the development of lifelong learning models that stimulate continuous 

knowledge acquisition, contributing to the overall development of individuals and the societies 

in which they live (Dima et al., 2018). 

While these programs are funded annually, there exists a lack of tracking and 

documentation on their success. Without proper monitoring of these programs, the justification 

for annual capital injections fails to explain how well they are managed or how well they meet 

their objectives of motivating learners to continue learning. This lack of information could 

retard any improvements that can be made to the programs and could be deemed as a waste of 

resources on the part of the government policymakers. Further, by ensuring that these programs 

are adequately managed and that transitioning learners continue learning, a conceptual 

framework will be developed to provide guidance and ensure proper management and success. 

Such a guide will outline how these programs can be managed efficiently and motivate adult 

learners to continue learning. Much research on adult education has been undertaken globally, 

in Africa, Europe, North and Central America, and even in parts of the Caribbean, such as 

Jamaica.  However, no such research has been undertaken on the tiny 108-square-miletwin 
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island state of Antigua. It is therefore significant that policymakers be better informed to make 

more meaningful decisions about addressing any deficiencies in the programs once a 

determination is made about how they contribute to Antigua's social and economic 

development. This research aims to fill the gap by justifying the provision of annual funding 

and by providing documentary evidence of the programs' efficiency. The evidence from this 

research would also guide government policymakers on where and when adjustments to capital 

injections are needed. Further, it would add to the body of literature in the Caribbean region 

and further afield. Most importantly, it would provide a template for future research in Antigua 

and Barbuda, the other Eastern Caribbean Countries, and further afield. This could help the 

other territories assess their current adult education programs or assist in establishing such 

programs. The process used to assess the efficiency of the programs in Antigua and Barbuda 

could be applied to their context. 

Such an investigation will examine the suitability of curricula, the teaching and learning 

environment, learner outcomes, and the barriers to learning and motivation of adult learners, 

as advanced by Cross (1981). Moreover, the theory of andragogy, as articulated by Knowles 

(1984), will also be examined to determine its influence on the management of adult education 

programs. Having stated the problem, it is essential to explain why this study is necessary and 

what it aims to accomplish. 

1.1 Purpose of the Study, Research Aims, and Objectives 

Antigua and Barbuda have been involved in adult education over the years.  Still, 

there is no known tracking to determine whether the programs are efficiently managed and how 

learners are being transitioned to continue their learning.  Moreover, millions of dollars were 

invested in these programs over the years, yet no documentary evidence of their success was 

identified.  This research, therefore, aims to determine whether these adult education programs 

in Antigua and Barbuda were managed efficiently and achieved their objectives.  To achieve 
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this, the study used the mixed-method explanatory sequential approach posited by Creswell 

(2012, as cited in Vivek, 2023). Measuring the success of these programs in Antigua and 

Barbuda is significant, as it will eliminate speculation and provide documentary evidence of 

their management. This research could also provide a foundation for future research on adult 

education in Antigua and Barbuda, the Caribbean, and beyond. 

The research focused on the twin-island state of Antigua and Barbuda, as the researcher 

is a citizen of this state. Furthermore, the researcher selected three tertiary indigenous 

institutions in Antigua and Barbuda, one of which started in the 1970s and the others in the 

2000s.  These institutions were selected because at the time of conducting this research, these 

were the only major tertiary institutions on the 108-square-mile island of Antigua and Barbuda. 

The education systems in Antigua and Barbuda were traditionally modeled on the 

British (United Kingdom) system (Peters, 2001). However, this system appears less 

commodified than the tertiary education system in the United Kingdom.  In that country, the 

commodification of education results in adult learners’ education being determined by 

economic factors, which dictate their access to the programs offered (Mirowsky, 2017). 

One measure of the efficiency of adult education programs is to assess the factors that 

may affect their effective operation. One such factor to be explored is andragogy, as postulated 

by Knowles (1984). Such a theory would place adult learners in a teaching and learning 

environment that should maximize output.  Additionally, different theories about barriers to 

adult learning, as highlighted by a myriad of researchers and organizations such as (Cross, 

1981,1984); Rogers, (1996); Rubenson et. al., (2009); Social Research and Demonstration 

Corporation, (2019) will be explored to determine the barriers that could confront learners as 

they engage in the adult education programs. As such, document analysis will be carried out 

on the curricula used in the adult education programs, students’ records, and relevant adult 

education literature. Moreover, the researcher intends to conduct interviews to gain an in-depth 
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understanding of students' perspectives on their enrollment in the programs and the 

methodologies used in the learning environment. Furthermore, the factors that motivate adult 

learners, as posited by researchers such as Knowles, Holton, and Swanson (2014) and Cross 

(1981), will also be examined to determine the extent to which adult learners in Antigua and 

Barbuda are motivated to continue learning. Additionally, socio-economic factors such as age 

and gender, as well as learners' social backgrounds, will be examined to determine their impact 

on learners in Antigua as they transition into lifelong learning. Such an exploration will form 

the basis for understanding the importance of undertaking this research. 

To achieve the research aims, several objectives were formulated in line with the research 

questions. 

1.1.1 Objectives of the Research 

The objectives that form the basis of this research were established to 

1. Examine the extent to which the adult education programs are efficiently managed and 

    equipped learners to transition into lifelong learning,  

2. To determine the factors that influence adult learners to continue learning. 

3. To determine the barriers that influence adult learners to continue learning. 

4. Examine the extent to which socio-economic factors could influence adult learners'  

    transition from secondary to tertiary education and beyond. 

The efficient management of adult education programs dictates that curricula, modes 

of delivery, and learning environments, which are outside the learners' control, should be 

considered when planning them (Poudel, 2020). As such, Objective 1 (1) aims to determine the 

extent to which the programs are efficiently managed to motivate adult learners’ transition into 

lifelong learners. The use of andragogy will be examined in this regard, as it is considered the 

theory of how adults learn best (Knowles, 1984). If management applies this theory to the 

curriculum and teaching and learning environment, learners should be sufficiently motivated 
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to become lifelong learners. Moreover, objective two (2) focused on factors influencing adult 

learners' continued learning. It focused on the roles of gender and the highest level of education 

attained by adult learners' parents. Many factors can influence adult learners' motivation, 

depending on their experience within or outside the learning environment. As Chan et al. 

(2017) noted, adult learners are motivated by different factors that shape their behavior. 

Furthermore, Wlodkowski et al. (2017) suggest that adult learners' gender may influence their 

motivation. Therefore, the researcher carried out a chi-square test of Independence. Objective 

three (3) aimed to determine the barriers that can influence or deter adult learners from 

continuing their learning. If adult education programs are not effectively managed to address 

these barriers, they may demotivate adult learners from continuing their learning. Barriers to 

learning differ by context and vary from individual to individual (Rubenson et al., 2009). These 

barriers should be considered in management’s planning process. The relationship between 

barriers and the motivation of adult learners was also tested for significance using a chi-square 

test of Independence. 

Moreover, objective four (4) sought to ascertain the role played by socio-economic 

factors, such as the highest level of education attained by the parents of adult learners in 

Antigua and Barbuda, in motivating adult learners. This objective covers another aspect of 

adult learners, centred around their socio-economic life. A Chi-square Test of Independence 

was also conducted to determine the significance of the educational level attained by the 

parents of the adult learners and the motivation of these learners to continue with their learning. 

The objectives sought to examine the efficiency of the adult education programs to 

ascertain if they are effectively managed and motivating learners to continue learning. 

Additionally, as an educator for many years, the researcher observed that the tertiary education 

sector needs to be evaluated and reset to assess its efficiency and identify potential areas for 

improvement. 
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1.2 Nature and Significance of the Study 

This study will investigate the management of adult education programs in three tertiary 

institutions in Antigua to gain a deeper understanding of how these programs are managed. 

Furthermore, since various aspects of managing these programs will be examined and 

quantitative and qualitative data will be collected, a mixed-methods approach will be employed 

(Creswell, 2018). Such an approach will allow the researcher to collect quantitative data using 

a questionnaire and qualitative data using a semi-structured interview schedule, all in the same 

study (Creswell & Plano Clark, 2018). The design comprises two phases, which will be 

implemented sequentially, and the qualitative data will be used to explain the quantitative data. 

For phase 1 of the data-gathering exercise, quantitative data will be collected from adult 

learners via a questionnaire. Primary data will be collected on adult learners involved in the 

study. As such, this data will be quantified, allowing for generalizations about the participants 

(Babbie, 2014). 

Additionally, Lim (2024) describes qualitative data collection as a methodology that 

enables researchers to collect in-depth, rich data from research participants. research approach, 

which allows adult learners to express themselves based on their experiences. Furthermore, in 

this mixed-methods sequential explanatory design, qualitative data will supplement the 

quantitative data, and both results will be triangulated to arrive at a comprehensive conclusion. 

A random sample of 150 Adult learners will be chosen from a pool of 300 using random 

sampling. The sample frame for adult learners is individuals aged 20 to 40. Stakeholders 

involved in adult education programs generally felt that most learners under 20 years old 

exhibit immature behavior and are not equipped to contribute meaningfully to the research. 

The sample was determined using the Raosoft (2004) method. A self-designed questionnaire 

was distributed to the selected learners to gain insight into questions 4 and 5. 
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Many tools are used to collect qualitative data, as noted by Yamagata-Lynch (2010); 

however, this research will utilize interviews and gradebook. A purposive sample of 

approximately 18 adult learners, 18 facilitators, three heads of institutions, and 2 Ministry of 

Education officials with adequate knowledge of the adult education programs was selected for 

this research to conduct interviews. For the interviews, the researcher used an open-ended 

interview schedule to conduct interviews with adult learners, facilitators, managers employed 

by adult education institutions, and two officials from the Ministry of Education. Using 

interviews, the researcher could better understand participants' firsthand perceptions of adult 

education programs (Saldana, 2011). The interview process should provide answers to research 

questions 1 and 4. It will also be necessary to collect secondary data from existing sources 

(Boslaugh, 2007), such as curricula and student outcome records, to establish patterns of 

performance. This will also help provide answers to questions 1 and 3. 

Once collected, the qualitative data will be analyzed using coding as described by 

Linneberg and Korsgaard (2019), while the quantitative data will be analyzed using the 

Statistical Package for the Social Sciences (SPSS). SPSS software and Microsoft Excel will 

facilitate the creation of tables and graphs. 

Since no known research has been undertaken to determine the success of the 

management of adult education programs in Antigua and Barbuda, the researcher believes this 

research is necessary and timely and would contribute positively to the development of adult 

education in Antigua and Barbuda. This study aims to fill a gap in the management of adult 

education programs in Antigua and Barbuda and across the wider Caribbean and Europe. It 

will inform future research on the contribution of andragogy to the efficient management of 

adult education institutions and motivate adult learners to continue with their learning. The 

study also highlights the role of applying andragogical concepts in motivating adult learners, 

causing these institutions to be more efficiently managed. Furthermore, the knowledge gained 
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from this research will establish frameworks for adult education institutions and guide 

facilitators in applying andragogical principles, ultimately motivating adult learners to continue 

their learning. Upon completion, this study will determine whether the programs are efficiently 

managed to transition learners into lifelong learning. Such information would add to the body 

of existing knowledge in other parts of the world, potentially making the programs in Antigua 

more efficient. Additionally, the existing literature on managing adult education programs in 

Antigua and Barbuda must be nonexistent. This study will also guide other countries with a 

similar geographic space, such as the Organization of Eastern Caribbean States, in developing 

and expanding their adult education programs. 

This study is also significant because no known data exists on how adult education 

programs are managed and function in Antigua and Barbuda. The information gained from this 

research can form the basis for comparative studies on how the programs are managed and 

function in Antigua and Barbuda, compared with what happens in other parts of the Caribbean 

and worldwide. This study will also provide documentary evidence of the success of the adult 

education programs in Antigua and identify areas for improvement compared to other adult 

education programs in the Caribbean, the United Kingdom, and other parts of the world. Once 

the research is completed, it is hoped that the management of adult education programs will 

ensure that their curricula are student-centered (Livingstone, 2019) and that the facilitators are 

equipped to deal with such situations as required. Additionally, the researcher is hopeful that 

the results will help inform the creation of policies on Adult Education in Antigua and Barbuda. 

Additionally, the development and implementation of these policies governing the 

management of adult education programs will involve all stakeholders to ensure they are aware 

of what is expected (Ansell et al., 2017). The research will therefore contribute to improving 

the efficiency of Antigua's adult education programs and lay the groundwork for future studies 

on adult education in Antigua and Barbuda and further afield. It could also potentially 
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contribute to ongoing research undertaken in the Caribbean. The research will be significant in 

answering key questions necessary for this research. 

1.3 Research Questions and Research Hypotheses 

The researcher must determine whether adult education programs are efficiently 

managed based on the research topic and purpose. Furthermore, the extent to which these 

programs are achieving their goal of transitioning learners into lifelong learners in Antigua 

must be determined. Adult learners, facilitators, and managers employed by the three 

institutions, as well as Ministry of Education officials affiliated with these institutions, will be 

questioned. To this end, the research questions will guide the research and as suggested by 

Aydin (2016), will serve to explore the phenomenon being investigated. These are as follows: 

1. How are the adult education programs in Antigua equipped to transition learners into  

    learning?  

2. What factors play a role in motivating adult learners to continue learning in Antigua and 

    Barbuda? 

3. What barriers to participation exist for adult learners in Antigua to transition into lifelong 

    learning? 

4. To what extent do socioeconomic factors, such as the highest level of education attained by  

    parents of adult learners, influence the transition of learners from secondary to tertiary  

    education and beyond? 

In seeking answers to the above questions, the researcher will gain insight into the 

management of adult education programs in Antigua and how they meet their objectives. 

Additionally, based on research questions 2, 3, and 4, the researcher wishes to highlight the 

following hypotheses: 

Hypothesis 1 

H0  The variables gender and views of motivation of adult learners to continue learning 
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 are not associated. 

H1 The variable gender and views of motivation of adult learners continue learning  

learn are associated. 

Hypothesis 2 

H0 The variables, barriers, and views of motivation of adult learners to    

Continue learning is not associated. 

H1 The variable barriers and views of motivation of adult learners to continue  

learning is associated. 

Hypothesis 3 

H0  The variable, the highest level of achievement attained by parents of adult learners  

and Views of motivation of adult learners to continue learning is not associated. 

H1 The variables' highest level of achievement attained by parents of adult learners and 

             views of motivation of adult learners is associated. 

The research hypothesis was used to determine whether adult education programs are 

effective and motivating for adult learners to continue their learning. Several factors may 

impact on the effectiveness of adult education programs, potentially demotivating adult 

learners from continuing their learning. The research hypotheses used were to determine if an 

association exists between the dependent variable of adult learners' motivation to continue 

learning and the independent variables of gender, barriers encountered, and socio-economic 

factors, such as the highest level of education attained by adult learners. Hypothesis one (1) 

investigates the role of gender in motivating adult learners to persist in their learning. Once 

established, this will narrow the odds that could be created by gender, since the sample 

consisted of more females than males. This hypothesis aligns with Research Question 2. 

Moreover, hypothesis number two (2) sought to determine the association between barriers 

encountered and the motivation of adult learners to continue with their learning. This 
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hypothesis is linked to research question number three (3). The role of barriers could affect 

adult learners' motivation and ultimately determine the efficiency of the programs. The third 

hypothesis is linked to research question number four (4). It will address the socioeconomic 

factor of the highest level of achievement attained by the parents of adult learners, as well as 

the motivation of these learners to continue their learning in Antigua and Barbuda. 

The research aimed to answer the research questions by administering a questionnaire 

to adult learners and conducting interviews with adult learners, heads of institutions, and 

Ministry of Education officials. Additionally, a review of curricula and gradebooks was 

conducted to examine the presence of andragogical principles. The extent to which these 

principles were used in the curriculum was determined by facilitators' use of them as tools for 

instruction and by adult learners' use in relation to the required learning outcomes.  This will 

also determine if the programs are efficiently managed and motivating adult learners to 

transition into lifelong learning. This was linked to Research Question Number One (1). 
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CHAPTER 2: LITERATURE 

2.0 Introduction 

Adult education has been a fixture in the Antiguan and Barbudan society for decades, 

and the government has sustained it through its annual budget. However, there is no known 

record of how these programs were managed or their success. Adult education was only 

mentioned briefly in Antigua’s Education Act (2008) and the revised Education Sector Plan 

2022 – 2027.  This research, therefore, aimed to investigate and provide documentary evidence 

on the efficient management of adult education programs at three tertiary institutions in 

Antigua and Barbuda. These programs needed to be measured to eliminate speculation about 

their success. Also, proper management and accountability of these programs are important if 

the retention of adult learners is to be realized (O’Neill & Thompson, 2013), as this could lead 

to their transition into lifelong learners. Moreover, since no such known research has been 

undertaken in Antigua and Barbuda, this could provide a foundation for further research in 

Antigua and Barbuda, the Caribbean, and beyond. 

This chapter examined several research projects conducted in other parts of the world 

over the past few years.  Since the focus of this research is the efficient management of adult 

education programs, the literature included an examination of andragogy as expounded by 

Knowles (1984), which focused on how adults learn best.  Andragogy by Knowles (1980) was 

the theoretical framework used, so the researcher provided a brief history to emphasize its 

importance to adult learners.  Moreover, since the research focused on adult learners and their 

enrollment in adult education programs, the researcher examined various definitions of 

adulthood and arrived at a definition of an adult learner grounded in Antigua and Barbuda’s 

context.  As such, adulthood was defined in accordance with the Age of Majority Act (1984) 

of Antigua and Barbuda. Additionally, since adult learners are deemed different from children 
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as learners, the literature defined what is expected of these types of learners. It expounded on 

one of the key assumptions about adult learners: self-directedness. 

In addition, the literature noted the distinction between adult education and lifelong 

learning, as in some contexts both terms are used interchangeably. Based on this distinction, 

the researcher then discussed and formulated a definition of adult education. Also, the 

importance of both concepts to education was discussed to provide a clear understanding of 

their impact on the management of the adult education programs under study. The implications 

of both concepts for the Caribbean will also be discussed.   

As my research will be centered on Antigua and Barbuda, a unitary state in the 

Caribbean, literature from the Caribbean will be highlighted as such literature is lacking in 

Antigua and Barbuda. Furthermore, as the management of adult education programs will be 

examined to determine whether they are efficiently managed, a historical perspective on 

management will be discussed. This will help determine whether proper management 

principles were upheld in the management of adult education programs. Based on different 

perspectives, the researcher developed a definition of management and then discussed how to 

determine whether management is effective.   As effectiveness is intricately linked to efficiency 

(Alkaf et. al, 2021), the effectiveness of adult education programs will also be discussed.  

Moreover, educational management and its various models will be examined to determine 

whether management practices in adult education programs align with standard management 

practices.   

Additionally, since andragogy plays a pivotal role in this research, the researcher felt 

the need to examine the models of andragogical assumptions by Knowles (2015, 1980), the use 

of andragogy in adult education, the relationship of adult education to andragogy, the relevance 

of andragogy in the teaching of adult learners, differences between the teaching of adults and 
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children, the application of andragogical assumptions by facilitators of adult education 

programs were highlighted. 

The researcher began the literature search for this study in late 2017, after identifying 

that a study on the management of adult education programs in Antigua and Barbuda was 

needed. The researcher used ProQuest, EBSCOhost, ERIC, and Google Scholar for the 

literature review, in limited capacity. These were accessed mainly using the search engines 

Google, Google Chrome, and Microsoft Bing. Further, filters such as year and type of online 

databases (books, eBooks, journals, and articles) were used to narrow the search when the 

research was undertaken. The literature was filtered based on age and relevance to the research 

context; literature focused on adult education and lifelong learning in the Caribbean was mainly 

examined. Some key search words and phrases, such as adult, adult learner, education of adults, 

adult education programs, management, management of adult learners, efficiency, 

management efficiency, andragogy, theory of andragogy, model of andragogy, the concept of 

lifelong learning, motivational theory, motivation of adult learners, and barriers to adult 

learning were applied to the literature search. The researcher further used the abstracts to 

determine the suitability of specific content in the literature. 

Although the search was limited to 5 years, the nature of the research required the 

researcher to refer to earlier publications in some instances. The researcher’s literature review 

included journals, periodicals, and reports, such as those prepared by UNESCO and the OECD 

on adult education and Lifelong Learning. Seminal articles from researchers such as Knowles 

(1968), the model of andragogy; Jarvis (2010), Adult Education and Lifelong Learning; Cross 

(1981), Barriers to Adult Learning, formed part of the literature review. Moreover, the literature 

on the management of adult learning programs in the wider Caribbean sought to understand 

how these programs are managed and whether any differences emerged compared to Antigua. 

This proved challenging, as there is little up-to-date literature on managing adult education 
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programs in the Caribbean. As such, researchers such as Alfred et al. (2011) reviewed the 

literature on adult education and lifelong learning in the Caribbean. Additionally, during the 

search, the researcher ensured that all material used in the literature was peer-reviewed. 

2.1 Theoretical Framework 

The theoretical framework is the main structure that supports a theory (Swanson et al., 

2013), which is the basis for selecting such a framework. This research emphasizes the 

management of adult education programs and their effect on lifelong learning in Antigua and 

Barbuda. This suggests that, if the programs are adequately managed, attention should focus 

on factors that could influence the management of adult education programs and on the 

elements that make them effective. Of critical importance is how teaching and learning take 

place, including curricula, the teaching and learning environment, and the mode of delivery 

used in the execution of adult education programs.  

If the programs are appropriately managed, andragogy should play a key role, as it 

connects what is being taught in the classroom to real-life experiences (Knowles, 1984). 

Further, as Panacci (2015) asserts, the use of andragogy in teaching adult learners contributes 

to their development by fostering active interactions in the learning environment. Moreover, 

Chan (2010) postulates that teaching adult learners is less effective when they are taught using 

a pedagogical approach. 

The management of adult education programs has implications for teaching and 

learning, mainly how information is imparted to learners. Many theories could have been 

applied to this research, including the three foundational theories of adult learning advanced 

by Merriam (2018): andragogy, self-directedness, and transformational. The nature of adult 

learners as distinct from children brings andragogy to the forefront since adult learners are self-

motivated and should not rely on the teacher while engaged in the learning process but on 

themselves, as they are deemed to be responsible for their learning as well as being self-



19 

motivated (Knowles, 1984). Since the management of adult education institutions will be 

examined, the programs must consider the role of adult learners in the learning process (El-

Amin, 2020). 

Many theories have been examined as possible theoretical frameworks for this research, 

which focus on learners being the best they can be and stimulating their personal growth and 

development. These theories include behaviorism, cognitivism, constructivism, and andragogy 

(Arghode et al., 2017). One theory of behaviorism focused on stimulus and response. As such, 

it requires the facilitator to identify the appropriate stimuli to reinforce the desired behavior 

among learners (McLeod, 2003). This could create a challenge for the facilitator, who would 

need to monitor the environment to elicit the desired behavior. Additionally, the cognitivist 

theory holds that learners must reorganize their experiences to make sense of environmental 

stimuli (Merriam and Caffarella, 1999, as cited in McLeod, 2003). To achieve effective results, 

the facilitator needs to pay attention to the tasks to be completed in the learning environment 

and to the curriculum design.  

According to this theory, learning is meaningful only if it is already within the learner's 

cognitive framework. Also, learners are required to work within a fixed set of goals and 

objectives, which tends to limit the learner’s potential for learning (Merriam and Caffarella, 

1999, as cited in McLeod, 2003). Further, constructivism, as advanced by Boethel and Dimock 

(2000, as cited in McLeod 2003), takes into account learners' prior knowledge. Although this 

theory allows the facilitator to develop content from multiple perspectives, it can be stressful 

for the facilitator, as learners cannot be adequately evaluated because they bring a myriad of 

experiences to the learning process. As for the andragogical model or theory, it promotes the 

concept of adults being self-directed, allowing learners to take control of their learning and 

benefiting both facilitators and learners (Knowles, 1980). In addition, it can be implemented in 

some institutions, making the theory broader based. Also, it benefits adult learners by preparing 
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them to use their knowledge and experience gained from the learning process in the world of 

work (Knowles, 1984). 

The researcher chose andragogy by Knowles et al. (2014) because the way adult 

education programs are managed hinges on it. Furthermore, because part of the theory chosen 

will deal with the concept of self-directedness and the research will be dealing with adult 

learners engaged in the process of education, the researcher decided on the application of 

andragogy, which is the “art and science of helping adults learn” (Knowles, 1980, p. 43). 

Andragogy as a theoretical framework in this research supports how the heads of institutions 

manage adult learning programs.  

The philosophy underpinning the practices implemented in adult education programs 

will, in turn, determine how adult learners acquire knowledge and how individuals' skills and 

abilities are developed (Mukhalalati et al., 2019). Once the humanistic approach, as advocated 

by Knowles (1988), is adopted by managers of adult education institutions, curricula, 

objectives, and ways of evaluating adult learners will change, thereby enhancing learners' 

learning experiences (Mukhalalati et al., 2019). Therefore, andragogy, as a theoretical 

approach, would promote the development of individuals and enable student-centered learning. 

Hence, this could be used as the benchmark for ascertaining if adult learning programs in 

Antigua and Barbuda are efficiently managed once all aspects of andragogy are implemented. 

Moreover, the researcher believes that using this theory in the research will help 

managers and facilitators of adult education programs better cater to the needs of adult learners. 

Additionally, andragogy is designed to make adult learners feel comfortable as they engage in 

their learning (Knowles, 1980). Also, adult learners should feel “accepted, respected and 

supported.” Promoting “a spirit of mutuality between teachers and students as joint inquirers” 

(Knowles, 1980, p.47). Moreover, the fact that the theoretical framework or model of 
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andragogy comprises elements of humanism, constructivism, and cognitivism, which, to one 

extent or another, have elements embedded in andragogy. 

This theoretical framework, as advanced by Knowles (1968), can assist the researcher 

in determining if the adult programs are adequately managed and contribute to their continued 

learning. The term andragogy was first used in 1833 by Alexander Kapp, a German teacher in 

1833 (Loeng, 2017), who promoted the concept of the Greek Philosopher’s ideology of 

learning in individuals that will continue into adulthood (Baumgartner, 2003). Malcolm 

Knowles later popularized this in the United States in the late 1960s. Additionally, Malcolm 

Knowles followed up on Lindeman's (1926) work, who posited that if learning is to be 

continuous and viewed as a lifelong goal, it must be understood at the adult stage. Knowles’s 

(1980) theory was initially based on four assumptions: adult learners’ self-directed self-

concept, the transfer of experience to their learning, immediate application of knowledge, and 

their willingness to learn based on what they have garnered in their roles as social beings.  

Two other assumptions, intrinsic motivation and adult learners’ preparedness to learn, 

were later added. If learning is to be meaningful for adult learners, their own experiences should 

play a significant role, as postulated by Merriam et al. (2007). 

Notwithstanding the assumptions made by Knowles (1984), which can prove to be 

useful in how the adult education programs in Antigua are designed, they have their limitations 

as they do not consider the socio-economic factors associated with each learner such as social 

class, age, gender, and income (Sandlin, 2005) and the impact these would have on the adult 

learners. However, researchers such as Jarvis (2006) view the learning individuals gain as 

arising from their lived experiences, suggesting that learning should be viewed as a lifelong 

process. Therefore, the perspectives of Jarvis (2006) and Merriam et al. (2007) differ from that 

of Knowles (1984). As Jarvis (2006) posited, adult learning is not necessarily different from 

that of children. By examining the management of these programs in the context of andragogy, 
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as suggested by Knowles (1980), the researcher would determine whether adults enrolled in 

these programs are taught differently by analyzing a sample of curricula and interviewing adult 

learners and facilitators. 

In today’s world, andragogy is widely accepted as a theoretical concept in adult 

education programs (Kelly, 2013). The researcher has also perused a plethora of articles using 

the theoretical framework. Among them are articles written by Desta et al. (2022), Suh et al. 

(2020), Merriam (2018), Ornelles et al. (2019), and Allen et al. (2016). Therefore, the 

researcher decided to use this theory, as it is believed that if programs are adequately managed 

with adult learners at the forefront, they should be designed accordingly (Merriam, 2018). This 

has implications for how the curriculum is developed and the imparting of instruction to adult 

learners (Desta et al., 2022). The use of such a theoretical framework could also help determine 

whether adult learners enrolled in these programs are transitioning into lifelong learners, since 

Cadorin et al. (2017) believe that learners must be self-directed to be lifelong learners. Also, 

using andragogy will allow the researcher to explore how the adults feel about the learning 

process.  

Furthermore, an extensive body of literature indicates that adults should be taught 

differently, as their learning differs from that of children (Desta et al., 2022). It will also provide 

an avenue to determine how adult learners enrolled in these programs are taught and to 

highlight the extent to which their learning is affected. 

As such, it should answer the research questions that form part of this study and 

highlight whether adult learners in Antigua who engage in adult education programs are 

motivated to continue learning. Applying the theory could also help the researcher determine 

whether the use of andragogy in Antigua yields the same results as in the wider Caribbean. It 

could also help to determine the extent to which adult learners enrolled in the programs are 

motivated. 
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Since the assumptions posited by Knowles (1984) do not account for socio-economic 

factors (Sandlin, 2005), the researcher will examine the barriers that may prevent adult learners 

from entering the learning process (Cross, 1981). Some of the barriers identified by Cross 

(1981) are labelled circumstantial and could prevent an adult learner from participating in 

learning. Another is as institutional barriers that could deter adult learners from participating 

in the designated program because of the discomfort with the curriculum, mode of delivery, 

and other factors that are not conducive to the adult learners participating in the programs and 

dispositional factors which refer to an adult learner’s perception of their ability to seek out, 

become a part of, register and pursue adult education programs.  

Another barrier highlighted by MacKeracher et al. (2006) was also examined in the 

research. This type of barrier focused on individuals who, due to their prior educational 

situation, might not have the requisite qualifications to enroll in specific adult education 

programs (MacKeracher et al., 1992). Other factors that affect adult learners’ enrollment in 

adult education programs, such as age, gender, employment status, and educational attainment, 

as reported by Rubenson et al. (2009), were also discussed. Furthermore, the role of a system 

of neo-liberalism, as asserted by Desierto et al. (2020), is significant to this research. The 

researcher will further explore the theory of Motivation by Wlodkowski et al. (2017), which 

states that adult learners must feel respected, and the learning environment must be conducive 

to all learners. To better understand the type of learners enrolled in adult education, the 

characteristics of the adult learners will be examined. 

2.2 The Adult Learner 

Balakrishnan (2021) indicates that adult learners can be defined in many ways. Social 

roles, age, and self-perceptions can define such learners. Additionally, researchers such as 

Bourke (2014) use a democratic description that includes their age and whether they are full-

time or part-time learners. Moreover, another scholar, Macdonald (2018), has cited that many 
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criteria define adult learners. Among these criteria are individuals who have attained the age 

of 25 and have waited for one year after completing secondary education before entering 

college. In support, Cornelius and Gordon (2009, as cited in Balakrishnan, 2021) concluded 

that adult learners are” incredibly diverse, needs and preferences” (pg. 241). They also possess 

a diversity of attributes, including experiences, opinions, learning styles, religion, gender, and 

race. In support, Kapur (2015) highlighted that “Adult learners comprise a diverse group of 

people belonging to different genders, cast, class, religion, region, majority or minority groups, 

creed, race, ethnicity varying from each other in their needs, problems, requirements, attitudes 

and outlook towards life (p. 111). 

In addition, from Malcolm's (2010) perspective, adult learners are individuals over 25 

years of age, and most have returned to school after being out of formal schooling for a period 

of time (p. 19).  However, for this research, the researcher will use the term adult learner, as 

defined in the context of Antigua and Barbuda, to mean any individual who attains the age of 

18 (Cap 11 S2 of the Age of Majority Act 1984 (Antigua). 

To better understand adult learners, it is imperative to recognize that learning is a 

continuous process that does not begin when an individual becomes an adult (Kapur, 2015). 

Additionally, since the educational needs of each adult learner vary, these needs must be met 

by peers who manage the learning institutions or facilitate their learning, as, unlike with 

children, the learning is intrinsically motivated (Kapur, 2015). Contrastingly, Jarvis (2006) 

does not necessarily believe that adults learn differently from children. Kapur (2015) further 

asserts that the autonomous nature of members of this group of learners makes it unique, as, 

unlike children, they bring their own lived experiences to the learning process. As such, adult 

learners have varying views, and as articulated by Kapur (2015), they are “distinctly different 

from each other in terms of needs, problems, requirements, attributes, and outlook that they 
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bring to the learning situation” (p. 114). These factors provide the platform for the practice of 

adult learning theory (Knowles, 1980). 

There are many ways of determining who constitutes an adult, and the next section will 

examine this to arrive at a description of the individual being highlighted in this research. 

2.2.1 Determinant of Adulthood 

Adult education programs play a significant role in any society. One of the key players 

in the management of adult education programs is the adult learner. The significance of these 

learners necessitates that the researcher presents a clear understanding of their characteristics 

and how they learn.  As Ho and Lim (2020) assert, the determinants of adulthood differ across 

societies and cultures, and it is therefore not easily defined. However, it is common practice to 

define adulthood based on an individual attaining a particular age. However, this yardstick 

cannot be used to ascertain who qualifies as an adult learner as this could be problematic 

(Johnson et al., 2016) Although most societies use age as a determinant of adulthood, that 

thinking could be flawed, as it is expected that the older an individual grows into adulthood, 

the more responsibilities they assume (Johnson et al., 2016). Nonetheless, this is not the case 

in recent times, as younger individuals who are not quite adults may be saddled with more 

responsibilities associated with adulthood (Johnson et al., 2016).  

Despite the anomalies in determining adulthood, Ho and Lim (2020) highlighted 

several agreed-upon factors that can be used as espoused by Fairchild (2003, as cited in Ho and 

Lim, 2020). Individuals deemed adult learners assume various roles as parents, children, 

employees, and, at times, employers. These roles entail many responsibilities and 

commitments. As further highlighted by Fairchild (2003, as cited in Ho and Lim, 2020), most 

adult learners enroll in part-time rather than full-time programs. These yardsticks, which are 

used to determine adulthood, appear to be shifting as younger individuals leave school and 

juggle as many roles as adult learners (Panacci, 2015). 
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In agreement, researchers such as Forrest et al. (2006) believe that, regardless of the 

descriptors used and the age of individuals, adulthood is determined by whether they are 

performing social roles and how they perform in those roles. The level of acceptance of social 

and economic responsibility that an individual accepts is another measurement of adulthood 

that can be used, as “there is no one moment when we suddenly flip over from being a child to 

being an adult” (Gubar, 2013, p. 454). The process of adulthood requires individuals to acquire 

the necessary skills and demonstrate maturity, readiness, and the ability to take on the 

responsibilities entrusted to them (Williams, 2018). An individual would have attained 

adulthood; therefore, once they are fit to assume responsibility for their own life, they can 

assume roles as a parent, wife, or citizen (Knowles, 1980).  

In addition, researchers such as Herzog (2020), Gubar (2013), and Klimczuk (2016) 

believe that the attributes individuals possess define them as having attained adulthood. In 

recent times, adulthood has been defined by several attributes across different disciplines, 

which together provide a holistic description of the individual. According to Herzog (2020), 

these disciplines are categorized into biological, educational, legal, and philosophical 

disciplines. It is believed that as individuals advance through life, they progress through a set 

of developmental phases and become adults upon reaching maturity (Herzog, 2020). Further, 

the phases of adult development will be evident as the individual displayed changes in response 

to age-related demands arising from the environment in which he interacts (Herzog, 2020). 

Adulthood is further defined by Lovell (1980) as “the time when the basic skills and 

abilities which were so rapidly acquired in childhood, are consolidated and exploited to the full 

and many new skills and competencies are learned.” (p.13). Further, once an individual is 

mature and transitions from dependence to autonomy, they are deemed to have achieved 

adulthood (Wolf, 2013). According to Wolf (2013), such an individual must be at the age of 

consent and must be able to accept responsibility. 
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Generally, attaining adulthood is viewed as the stage in an individual’s life when the 

overall development of males and females reaches its climax (Klimczuk, 2016). However, 

while generalizations can be made about how adulthood should be defined, Kimczuk (2016) 

postulates that the determination of adulthood varies across countries, depending on the levels 

of socio-cultural and economic factors in each country. In contrast, the World Health 

Organization (2018) defines an adult as an individual who is at least 19 years of age, unless the 

laws of the country in which the individual operates specify otherwise. In Antigua and Barbuda, 

age is used as a defining factor of adulthood.  

As highlighted in Cap 11 S2 of the Age of Majority Act 1984 (Antigua), an adult is 

denoted by an individual who attains the age of 18 years. However, it is believed that, having 

reached a satisfactory age, which brings about an acceptable level of maturity, an adult can 

withstand the rigors of life but might not be able to meet the requirements of learning 

institutions that promote conventional learning (et al., 2014). Despite age requirements for 

adults to enter adult education institutions in some countries, UNESCO (2015) noted that it is 

not unusual for individuals to engage in adult learning programs even if they are not yet at the 

legally prescribed age of maturity. They are considered adults once they can adapt and perform 

sustainably while acquiring knowledge through interactions in the learning environment 

(UNESCO, 2015). 

Based on the definition of an adult, the expectations of adult learners will be examined 

to identify the learning best suited to them. An adult learner enrolled in an adult education 

program will be examined. 

2.2.2 The Expectations of the Adult Learner 

Adult learners are a culturally diverse group who, by their age, enter the learning 

environment years after completing high school. Hence, they are referred to as non-traditional 

learners (Ross-Gordon, 2011, as cited in Saunders, 2019). Since these learners enter the 
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learning process with a wealth of experience, family, and other responsibilities, they expect the 

process to address any challenges they encounter (Falasca, 2011, as cited in Saunders, 2019). 

The way adults learn is significant to educational systems worldwide, as it clearly 

explains their learning in formal, non-formal, and informal institutions (Owusu-Agyeman, 

2019). These learners can engage in three categories of learning. Formal learning is a part of 

educational institutions and is structured and organized. In contrast, non-formal learning takes 

place in institutions that offer programs distinct from those offered in formal institutions 

(Owusu-Agyeman, 2019). Unlike formal and non-formal learning, informal learning is 

described by Owusu-Agyeman (2019) as ad hoc and occurring throughout an individual’s life. 

As espoused by Comings (2023), when adult learners engage in adult learning 

programs, they expect the programs to be structured to propel them toward achieving their 

goals. Such learning can be formal or non-formal (Owusu-Agyeman, 2019) and could form 

part of their lifelong learning as it is also coupled with informal learning.  Also, once these 

learners engage in the learning process, they become its drivers (Alajlan, 2015). These learners 

possess a wealth of knowledge and experience upon entering the learning process and are active 

recipients (Knowles et al., 2005). These learners generally enjoy learning and are positive about 

life (Lee et al., 2019). Such individuals also view learning as experiential, using what they have 

learned in the learning environment (Knowles, 1980; Knowles et al., 2014; Tomei, 2011). In 

addition, they display independence and a willingness to gain more knowledge based on their 

experience (Knowles et al., 2014). Although adult learners tend to possess a wealth of 

experience, their experience level is shaped by their social roles or by taking a new life pathway 

(Hoggan, 2016). Further, as purported by Knowles et al. (2011), Tomei (2011), and Knowles 

(1980), adult learners may be part of their learning endeavor because they believe that such 

training can immediately enhance their lives; therefore, they approach their learning with a 

sense of purpose. Additionally, the nature of adult learners, as purported by Knowles (1980), 
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reveals that they are self-directed. However, this does not necessarily hold for all adult learners, 

as in some cultures, they are socialized differently. Some cultures may prefer a teacher-centered 

learning environment (Bashir, 2016). Moreover, some adult learners are labeled self-motivated 

but may not work independently and may require assistance from the facilitator (Chen, 2014). 

Since the self-directed characteristics of adult learners are a critical factor to the theory of 

andragogy, this will be explored further. 

2.2.2.1 Self-directedness in andragogy. The concept of adult learners being self-

directed is a long-standing one. It needs to be understood if it is to be properly used by managers 

and, more specifically, by facilitators of adult education programs (Loeng, 2020). This concept, 

as posited by Knowles (1980), emerged from the work of Houle (1961), who advocated that 

adult learners could work on their own and in groups or institutions. This belief was also 

supported by Tough (1967), who argued that adult learners increase their knowledge, skills, 

and abilities by spending time working on projects such as reading, observing situations, 

enrolling in and participating in courses, and engaging in active listening. Moreover, as 

Knowles (1980) argued, if adult learners are self-directed and responsible for their own 

learning, the focus of the learning process necessitates a shift from a teacher-centered to a 

student-centered approach. This places adult learners at the centre of the learning process 

(Knowles, 1980), instead of teachers. According to Loeng (2020), this creates a challenge as 

not all adult learners are self-directed as this is not a natural tendency. Loeng (2020) articulated 

that being directed is dependent on social factors such as the culture, nationality, race and the 

employment status of the adult learners who enter the learning process. Self-directed learning 

should be a major requirement in any formal educational setting Morris (2019) as it could be 

of great assistance to adult learners who wish to own the learning process.  Managers of adult 

education programs should pay attention and be aware of what self- directed learning entails. 

Different researchers have their own conceptualization of self-directed learning (loeng, 2020), 
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therefore it is imperative that self-directed learning is not defined in a singular way, but that is 

viewed from different perspectives as indicated by Loeng ( 2020) to avoid confusion in its 

meaning. Adult learners who are involved in self-directed learning do so in either a formal or 

informal setting, but if engaged in a formal context are usually directed by facilitators who 

assist them throughout the learning process (Loeng, 2020). In support, Jarvis (2004) suggests 

that self-directed learning is a teaching method which can be deemed as an educational 

technique which has replaced the traditional teacher centred method with a more student 

centred-approach to teaching and learning. As such, facilitators who are involved in this 

process encourage learners to access information and assist these learners to access meaningful 

information which is required during the learning process (Bosch et al, 2019). Self-directed 

learning is gaining significant momentum as an important tool, and tertiary institutions should 

therefore be aware of its benefits for adult learners (Toit-Brits & Van Zyl, 2017). Adult learners 

who are self-directed tend to be more autonomous, develop self-awareness as well as acquire 

skills that will propel them throughout their lives as they continue to learn (Spencer and Jordan, 

1999 as cited in Tekkol and Demirel, 2018). These students play major roles in their learning 

such as determining their learning strategies and goals and are involved in the selection of their 

learning resources (Boyer, et al., 2014 as cited in Mentz de Beer, & Bailey, 2019).  

The managers of adult education programs must understand and ensure that self-

directedness is encouraged among adult learners by fostering a learning environment conducive 

to this characteristic (Boyer et al., 2014, cited in Mentz, de Beer, & Bailey, 2019). In addition, 

several models can be adopted by managers to promote self-directed learning. The model 

advanced by Garrison (1997, as cited in Rosales and Junithesmer, 2022) and Brockett and 

Hiemstra’s (1991, as cited in Rosales & Junithesmer, 2022) will be examined by the researcher. 

The models advanced by Garrison (1997, as cited in Rosales & Junithesmer, 2022) described 

self-directed learning using a comprehensive model comprising three dimensions. The first is 
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about controlling tasks, which he labels self-management; the second is centred on how adult 

learners monitor their own learning, which involves their cognitive ability; on the motivation 

of adult learners, which involves entering the learning process; and on adult learners’ ability to 

undertake tasks. In comparison, Brockett & Heimstra (1991, as cited in Rosales &Junithesmer, 

2022) are proponents of the model, which emphasizes personal responsibility as the main 

catalyst guiding self-direction in learners. It is regarded as both a process and a goal that enables 

learners to take responsibility for and control their learning. As a process, learners are in control 

of their learning and ensure that the requisite learning takes place (Nasri & Mansor, 2017). 

Irrespective of the method used by educational institutions in promoting self-directed 

learning among adult learners, as highlighted by Knowles (1980), it is necessary that adult 

learners are to survive the rigors of today’s world with the rapid change in information. As 

Morris (2019) advocates, this should be a significant requirement in any formal educational 

setting. However, the managers of adult education programs should understand that such 

learning can be highly personalized to individual learners' goals and the context in which they 

function (Morris, 2019a). It could prove problematic, as it aligns with the teacher-centred 

approach to learning. As such, adult learners could adapt behaviours after repeated 

engagements, where individuals’ behaviour becomes inflexible and they fail to see the need to 

change it based on their context (Morris, 2019). Alternatively, if self- directed learning is 

viewed as a process from a constructivist perspective (Kranzow and Hyland, 2016), it will 

prepare individuals throughout their lifespan, allowing for the adoption to change as required. 

Self-directed learning is influenced by differences which arise from society that views 

individuals as being motivated to be self-directed. It is also centred on individuals' personal 

differences (Morris, 2019). It is therefore important that attention be drawn to these. According 

to Merriam (2018), factors in the society in which an individual is connected can influence how 

learning takes place, and hence, individuals need not be self-directed.  
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Furthermore, individual learners' characteristics could play a pivotal role in the extent 

to which they are self-directed (Barry & Egan, 2018). Some recent empirical studies have 

suggested a correlation between a learner's self-directedness and four notable personality traits 

(Barry & Egan, 2018). These traits are identified as the conscientiousness of the learner, the 

open nature of the learner, the level of confidence displayed by the learner, and their level of 

ability to complete assigned tasks. 

The importance of self-directed learning should not be ignored, especially given the 

increased interest in applying it to learning (Bonk et al., 2015). As such, it should be taken into 

consideration in the teaching of adult learners (Morris, 2019). 

Having examined a key component of adult education, the researcher will now examine 

the role of adult education in lifelong learning to ascertain the relationship between the two 

concepts. 

2.3 Towards a distinction between adult education and Lifelong learning 

Adult education, as distinct from lifelong learning, is defined by the UNESCO Institute 

of Statistics as education for individuals who have reached the age at which they are responsible 

for their actions. As further iterated by the UNESCO Institute for Statistics (as cited in 

Faradova, 2020), adults enroll in this form of education to recap knowledge gained from 

specialized training, return to complete their formal education, and acquire the skills needed to 

function in a new area of expertise. Theorists of adult education believe that adult education 

involves programs designed to help people improve their lives. As espoused by Popovic and 

Koulaouzides (2017) “adult education emerged from the needs of adults to bring about social 

change, to improve their life, to solve actual problems and to understand social reality” (p. 1). 

Furthermore, to keep abreast of technological, information, communication, and 

educational changes, countries must ensure they remain up to date (İliç, 2019). As such, 

individuals develop themselves in a formal education system throughout their lives 
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(Allmendinger et al., 2019). Hence, attention is now paid to lifelong learning in which all stages 

of life, including adulthood, need to be examined (Karakoc, 2021). While adult education is 

about programs that enhance an individual’s life by equipping them with new knowledge, 

skills, and abilities (Wang et al., 2016), the notion that learning takes place throughout the 

individual’s life (Roosma & Soar, 2017) epitomizes lifelong learning. 

The concept of lifelong learning focuses primarily on providing formal courses to adult 

learners enrolled in educational institutions (Poquet et al., 2021). Lifelong learning is a process 

described by many researchers, including Poquet et al. (2021), as a system in which individuals 

learn and make meaning by using available educational systems. Lifelong learning is therefore 

geared toward equipping individuals with the knowledge and skills to make meaningful 

contributions to society (Poquet et. al., 2021). It also contributes to countries' economies by 

producing productive citizens, since, as individuals grow, they should be able to adapt their 

skills to changes in demand in these economies (Poquet et al., 2021). As further articulated by 

Poquet et al. (2021), to remain effective as lifelong learners, individuals' learning transitions 

throughout life need to align with educational institutions and workplaces. Support must be 

provided for any challenges these individuals face, as they undergo multiple transitions and 

career changes throughout their lives (Poquet et al., 2021). Transitions in education may be 

described as ongoing changes in an individual’s life, including psychological, educational, and 

social aspects, as they transition from primary to secondary education (Poquet et al., 2021). 

Additionally, as articulated by Gale and Parker (2014), transitions are related to a higher level 

of education, as individuals enter new roles and environments, which serve as pathways to their 

development, depending on context. 

Field (2001) further asserts that when individuals engage in some form of activity 

throughout their lives to improve their knowledge, skills, and abilities, which will ultimately 

help them become competent in a particular field, they are engaged in lifelong learning. Such 
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learning could be related to their work and social lives or benefit them personally (Field, 2001). 

In this regard, learning should take place throughout life and in all contexts, and provide 

avenues for improving basic skills for individuals who may have missed opportunities earlier 

in life (Laal, 2011). 

Barriers to lifelong learning differ from one individual to another. Sinel (2011) 

emphasizes that what prevents one from engaging in lifelong learning differs from individual 

to individual. For some individuals, financial barriers may be responsible for non-participation, 

while for others, it may be cutbacks in their work environment. Moreover, as highlighted by 

Longworth (2003), barriers exist that can prevent individuals from engaging in lifelong 

learning. Individuals can encounter negative childhood experiences, have low aspirations and 

poor self-esteem, or have a poor family culture around learning (Longworth, 2003). In addition, 

individuals can experience barriers to becoming lifelong learners because they come from an 

underprivileged family with minimal financial and study resources (Longworth, 2003). For 

some individuals, barriers arise from not being able to access education due to not being 

qualified, or from recruiters not doing enough to attract them, such as inadequate information 

being disseminated (Longworth, 2003). 

Moreover, based on four pillars proposed by Chibita (2012), lifelong learning could 

impact individuals by equipping them to master learning tools as against receiving structured 

knowledge and trying to make sense of it; providing the skills required now and in the future; 

teaching individuals how to be productive citizens, living together with others and foster social 

inclusion and economic resilience and impacting individuals holistically by developing their 

mind, body, and intellectual capacity. Significant benefits can be derived from individuals 

engaging in lifelong learning, as asserted by Nordstrom and Merz (2006). These benefits mean 

that the natural abilities will be developed, and they will grow up being open-minded and will 

be curious, and hungry for knowledge, which will make them wiser (Nordstrom & Merz, 2006). 
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As further articulated by Nordstrom and Merz (2006) lifelong learners will readily adapt to 

change, be active contributors to society, and generally be beneficiaries of fulfillment and 

enriched lives. It also creates a pathway for adult learners to establish meaningful friendships 

and improve the world (Nordstrom & Merz, 2006). Despite the benefits of lifelong learning, 

not all individuals will choose to learn throughout their lives, and everyone’s life is different 

(Billett, 2018). Lifelong learning is, therefore, an individual’s choice based on their social 

context and other factors (Billett, 2018). To understand what is involved in adult education, the 

concept will be examined in the next section, along with a definition of the term. 

2.3.1 Definition of Adult Education 

Adult education has as its main thrust the way adults learn and how they use that 

learning to contribute meaningfully to the societies in which they are a part (Collins, 2021).  

Further, Deggs and Boereni (2021) asserted that the activities in adult education are designed 

to meet the needs of adult learners. The importance of adult education should not be 

understated, as it is geared toward equipping individuals with the requisite knowledge and 

skills to change their lives economically and socially (Chang, 2020). Despite its global 

popularity as a way of equipping adults with the skills needed to be productive citizens, it has 

been seen by many as supplementary education, not worth the financial investment, and not 

scientifically defined (Chang, 2020). To reiterate the notion of adult education being 

supplementary, Brown (2020) states that Adult education offers second chances to people who 

missed out on their earlier education, and first chances to people who never had the chance to 

go to school. Adults who learn have a positive impact on their families, too (pg. 13). Regardless 

of the connotations associated with adult education, Brown (2020) asserts that it brings 

significant benefits to adult learners. Among these are mental and physical health, improving 

family life, fostering in participants a sense of civic responsibility, and instilling in them the 
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attitudes and behaviors needed to be good citizens (Brown, 2020). Notwithstanding all that is 

said about adult education, it is necessary to attempt to arrive at a definition. 

Over the years, arriving at a definition of adult education has primarily been contingent 

on the viewpoints of those attempting to define it and, perhaps, on the context in which adult 

education is to be managed (Merriam, 2007). According to Knowles (1980), andragogical 

assumptions, adult learners' characteristics differ from those of children, and therefore, adult 

learners should be taught differently. Furthermore, the experiential nature of these adult 

learners dictates that learning be focused on improving qualifications for specified individuals, 

who, in turn, will be equipped to contribute to their economies' social and economic sectors 

(Zarifi, 2009). 

Adult education is defined differently depending on the context in which it is stated.  

According to UNESCO, it is described as an organized process that uses various methods and 

content to educate adults.  However, this type of learning occurs in various contexts, including 

universities and colleges.   Kapur (2019) further asserted that such education is required to 

upgrade the knowledge, skills, and abilities of adult learners throughout their lives.   Moreover, 

adult education caters to adults who are out of school, have dropped out of school, or have 

irregular school attendance.  It equips learners with various disciplines of knowledge to prepare 

them for life and provides solutions for any problems that may arise. 

In defining this type of education, Rogers (1996) describes it as all the purposeful 

activities planned for adults who have left the formal education system. Such training is deemed 

to take place more in informal and nonformal settings than in formal ones (Rogers, 2014). 

Another definition, posited by Merriam et al. (2007), views adult education as a process in 

which adults engage in sustained, systematic learning activities to increase their knowledge, 

skills, and attitudes. Additionally, according to the United Nations Educational, Scientific, and 

Cultural Organization (UNESCO, 2015), adult education is defined as all forms of education 
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and learning that aim to ensure that all adults participate in their societies and the world of 

work. It denotes the entire body of learning processes, formal, non-formal, and informal, 

whereby those regarded as adults by the society in which they live, develop and enrich their 

capabilities for living and working, both in their interests and those of their communities, 

organizations, and societies (para.1).  It is further described by the European Commission 

(2006) as “all forms of learning undertaken by adults after having left initial education and 

training” (p. 6).  Adult education, as further described by Kapur (2019), involves adult learners 

involved in learning activities that are properly planned to ensure that learning and 

understanding of what is taught take place. Adult education can take place in many different 

settings, such as formal, informal, or non-formal (Kawalilak & Groen, 2021).  According to 

Cedefop – European Centre for the Development of Vocational Training, formal education 

includes planned, intentional learning that awards participants credentials upon completion. In 

contrast, non-formal education usually spans beyond formal education and may not necessarily 

offer any credentials at the end of the learning process.  Such learning is usually based on the 

needs of the adult learners who participate.  

Alternatively, informal education takes place throughout an individual's lifespan and is 

often spontaneous as individuals navigate through life.  In the context of Antigua and Barbuda, 

adult education is best defined by UNESCO (2015) as learning that takes place whether in a 

formal context, since three adult education institutions with planned and intentional learning 

opportunities are used in this research.   

Adult education is universally believed to promote productivity worldwide, 

employment, gender equality, and general world safety (Ekuri et al., 2022). Therefore, a sound 

understanding of adult education and lifelong learning is necessary in managing adult 

education programs. This understanding will provide insight into the requirements for 

managing these programs and help determine their interrelatedness. 
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2.3.1.1 Principles Governing Adult Education.  Adult education programs are 

designed to address adult learners' needs, such as filling gaps in their education and developing 

basic literacy and numeracy skills (UNESCO, 2015). They also provide opportunities to 

contribute to adult learners' leisure and personal development, and equip learners to participate 

in the democratic process and in their social lives. 

 Based on the theory of Andragogy as posited by Knowles et al. (2014), for adult 

education programs to be effective, their management needs to embed andragogy principles in 

the curriculum and the teaching and learning environment.  Knowles et al. (2014) assert that 

adult learners are motivated intrinsically and also labelled as being self-directed, identifying 

what they need to learn and achieve in the learning process.  Additionally, adult learners bring 

their real-life experiences and knowledge into the learning process and use these experiences 

to make sense of what is being taught.  This type of learner also needs to see the relevance and 

practicality of what is being taught for learning to be effective.  Most importantly, adult learners 

need to feel respected; otherwise, their learning may not be fully effective. 

 Once the management of adult education programs adheres to these principles, adult  

learners should become more motivated and will perhaps transition to lifelong learners. 

2.3.1.2 Relationship of adult education to andragogy. In addition, UNESCO (1976) 

used the terms andragogy and adult education interrelated. The significance of the relatedness 

will therefore be examined by defining adult education thereby demonstrating the connectivity 

of both concepts. Adult education is defined by UNESCO (1976) as the entire body of 

organized educational processes, whatever the content, level, and method, whether formal or 

otherwise, whether they prolong or replace initial education in schools, colleges, and 

universities as well as in apprenticeship, whereby persons regarded as an adult by the society 

to which they belong develop their abilities, enrich their knowledge, improve their technical or 

professional qualifications or turn them in a new direction and bring about changes in their 
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attitudes or behavior in the twofold perspective of full personal development and participation 

in balanced and independent social, economic and cultural development (pg. 59).As stated by 

UNESCO (1976), and following the definition of adult education given above, the concept of 

andragogy is therefore concerned with how adult learners process the knowledge acquired from 

their learning process while they are engaged in adult education.   

2.3.1.3 Relevance of andragogy in the teaching of adult learners. Since andragogy 

is based on the art of how adults learn (Knowles, 1984), and the aim of adult education is for 

the learning of the adults to be meaningful and at a coordinated pace (Ajani, 2021), facilitators 

of adult education programs should ensure that learning is purposeful by implementing 

andragogical concepts in their planning. Also, facilitators need to incorporate the life and work 

experiences of adult learners into their learning if learning is to be of significance to learners 

(Knowles et al., 2015). It is, therefore, imperative that the curriculum is designed and 

instruction is being imparted to adult learners, and this needs to be addressed in a significant 

way to reflect the needs of the learners. For effective teaching and learning among adult 

learners, Knowles et al. (2015) contend that teachers in the andragogical model must avoid 

focusing mainly on planning content and transmitting information in the learning environment. 

Instead, they must deliver content and focus on “relationship building needs assessment, 

involvement of students in planning, linking students to learning resources, and encouraging 

student initiative” (Knowles et al., 2015, p. 254). 

According to Maddelena (2015), the success of adult education programs would require 

that facilitators of these programs be specially trained to facilitate adult learning in the 21st 

century. Such facilitators do not transmit knowledge to learners; rather, they facilitate learning 

(McCabe & O’Connor, 2014). Further, when adult learners come to the classroom, facilitators 

must be aware that they do so with their life and career goals already defined (Tomei, 2011). 

As such, when they come to the learning process, as articulated by (McCabe & O’Connor, 



40 

2014), they need to know why they are learning and what is being taught to make sense of their 

learning and ascertain the need for such learning. Following Knowles’s (1984) andragogical 

assumptions, attention needs to be paid to curriculum development, course design, and the 

writing and structure of assignments (El-Amin, 2020), as these contribute to the success of 

adult education programs. Adults who engage in such learning are best suited to assignments 

that they can complete without assistance (El-Amin, 2020). 

From the context of the applicability of andragogy in tertiary educational institutions, the 

descriptive property that defines tertiary education in this research will first be presented, 

followed by the application of andragogy and its effect on these institutions. According to 

Lambert (2020), tertiary education is described by Lambert (2020) as taking place after 

completing compulsory education. Lambert (2020) views it as a means of bridging the gap 

between completing compulsory education and providing the skills individuals need to perform 

adequately on the job.  

As further postulated by Lambert (2020), no upper age limit is set for individuals who 

wish to engage in lifelong learning. Therefore, individuals can engage in this type of learning 

at any time after completing tertiary education. Based on both definitions, the key themes are 

institutions of learning that offer formal tertiary education. In this regard, the theory of 

andragogy, as advanced by Knowles (1980), contends that facilitators of adult education 

programs are a key component in determining the success of the learning that takes place in 

these programs (Knight, 1999).Therefore, facilitators are key to providing a supportive 

environment for adult learners' learning success. Hence, facilitators involved in adult training 

need to be adequately trained, as they are experts in the content area and are required to impart 

knowledge effectively to students (Knight, 1999). It is also important that facilitators teaching 

adults in tertiary institutions build genuine relationships with their students, fostering better 

understanding between both parties (Taylor & Laros, 2014). As further asserted by Taylor and 
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Laros (2014), such an approach will help students gather new knowledge and learn what is 

being taught. Furthermore, based on Knowles’ (1980) andragogical assumptions, the 

facilitators should be able to motivate their learners by teaching with high enthusiasm, which 

would trigger their intrinsic motivation. While andragogy cites intrinsic motivation as part of 

adult learning research, such as Misch (2002), highlights that it would be difficult to determine 

if adult learners are motivated intrinsically or extrinsically, since this is contingent upon the 

learning context. 

Furthermore, as indicated by Knowles (1980), because adult learners come to the learning 

environment with a great deal of experience, these facilitators should possess the traits that 

result in a nurturing environment for learners that will inspire them to adopt the new knowledge 

being imparted. If facilitators allow learners to use their wealth of experience in the classroom, 

learning will be facilitated (Knowles et al., 2015). Another of Knowles's (1980) assumptions 

indicates that adult learners, with their wealth of experience, learn what they can apply to their 

immediate situations. However, the extent to which this holds across all learning situations is 

questionable, as learners in some disciplines do not need to apply what they have learned 

immediately. As suggested by Weinberger (2015), if the andragogical principles are to be 

applied to the teaching of adult learners, the facilitators involved in their programs need to be 

au fait with a wide range of teaching strategies to extract and correlate the past learning 

experience of the adult learners, which in turn will enable new learning to take place. In 

addition, Li et al. (2015) posit that facilitators of adult learning institutions can adopt a 

constructivist approach in the learning environment, as it encourages collaboration through its 

student-centered approach. Therefore, if learning among adults is to be successful, facilitators 

in adult education programs should ensure that the environment supports successful teaching 

(Knowles, 1980).  Moreover, despite criticism of andragogy, researchers such as Holton et al. 

(2008) view this learning theory as suitable for improving performance among adults. In this 
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regard, perceived differences, if any, between the teaching of adults and children will be 

examined. 

2.3.1.4. Types of Adult Education Programs. Adult Education Programs are an 

important facet of any society, as the skills of the citizenry are to be developed to enable its 

development.  As advocated by Sandiford (1991), the tendency is for adult education programs 

developed by any country to be designed around the needs of communities and the 

development of individual skills.  There are a myriad of adult education programme types that 

equip adult learners with the skills needed to become productive citizens (Boeren et al., 2017). 

This research is based on the types of programs described below, as highlighted by Boeren et 

al. (2017). 

Higher Education Institutions can be private or publicly owned and offer higher 

education courses tailored to individual interests.  These institutions offer courses such as 

foundation degrees; national certificates; national diplomas; vocationally oriented degrees, and 

postgraduate qualifications, which are delivered both internally or possibly externally. These 

programs are primarily available to adult learners who have completed basic adult education 

programs and are motivated to continue learning.  Such programs are available to adult learners 

in Antigua and Barbuda and are delivered by publicly owned institutions. For individuals 

interested in pursuing an alternative curriculum geared toward young adults aged 14 – 19, they 

can enroll in a University Technical College offering Science and Technology courses. Adult 

learners in Antigua and Barbuda, from the age of 16, can pursue vocational courses at a publicly 

owned Technical Vocational institution, where technical and vocational courses are offered 

alongside Caribbean Secondary Education Certificate (CSEC) courses. This is geared towards 

individuals who did not do as well academically and wish to get a second chance at school.  
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Moreover, as further articulated by Boeren (2017), Job centre Plus provides active 

labour market training and advice as well as referral to the types of work programs and training 

available. This option is also available to adult learners in Antigua and Barbuda. 

In addition, there are voluntary organizations that offer community-based learning to 

their members or other interested parties. Such institutions could be publicly owned, privately 

owned, or owned by third-party interests (Boeren, 2017).  Adult learners in Antigua and 

Barbuda also have access to this type of training provided by these voluntary institutions.   

As further asserted by Boeren et al. (2017), Trade Unions also offer workplace training 

for their members, who are mainly their owners.  

Having examined the types of provision offered to adult learners, the researcher will 

now look at the significance of adult education and lifelong learning to a country. 

2.3.2 The significance of adult Education and Lifelong Learning 

Historically, the terms adult education and lifelong education have been used 

interchangeably with lifelong learning to influence countries worldwide, socially, 

economically, and politically (Milana, 2012). As a result, international agencies such as the 

United Nations Educational, Scientific, and Cultural Organization (UNESCO), the World 

Bank, and the Organization for Economic Cooperation and Development (OECD) have 

implemented policies for their member states worldwide to promote lifelong learning (Milana, 

2012). In the United Kingdom, lifelong learning and adult education have been used 

interchangeably, and the term has historically been associated with social change (Bowman et 

al., 2000, as cited in O’Grady, 2013). However, in recent times, it is viewed more widely as 

encompassing learning that takes place among individuals of all ages, whether in formal, 

informal, or non-formal institutions (Schuller, 2017).  

Formal learning, as described by Rogers (2014), is intentional, whereas learners do not 

deliberately seek informal learning. Furthermore, the quality of learning in formal education is 
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measurable, whereas that in informal and nonformal education is not easily measurable 

(Rogers, 2014). Also, the use of the term lifelong learning adopts a holistic approach to learning 

as it encapsulates every aspect of an individual’s lifespan (Akther, 2020). Worthy of note is 

that the benefits individuals derive from being lifelong learners can be affected by factors such 

as heightened inequality among learners and workplace or community cultures (Desjardins, 

2017). In support of this, UNESCO (2016) highlighted in its 3rd Global Report that adult 

learners pursuing further education can benefit economically and socially. The learning that 

learners engage in throughout their lifespan, as posited by Schuller (2017), can improve their 

lifestyles, attitudes, and behaviors across different spheres of society. From a global 

perspective, policies on lifelong learning vary by country’s level of economic development 

(Akther, 2020). The focus of lifelong learning, therefore, varies depending on whether a 

country is labeled developed or developing. Countries that are developed and technologically 

advanced, such as the United Kingdom, view lifelong learning as necessary in upgrading the 

skills of employees in keeping with new technologies, while those countries that are labeled as 

‘developing’ focus on basic education and literacy (Akther, 2020). 

Adult education and lifelong learning will be examined from the perspective of the 

Caribbean in the next section. 

2.3.3 Adult Education and Lifelong Learning in the Caribbean 

Countries implement different policies on adult education and lifelong learning 

globally, depending on their local contexts (Clarke, 2020). Therefore, it is imperative that adult 

education and lifelong learning in the Caribbean be examined to arrive at an understanding of 

its role and implementation from a Caribbean perspective. 

Twenty-eight islands are located wholly in the Caribbean Sea. However, the focus of 

this research is on 18 of these islands, which are a part of the Caribbean Single Market and 

Economy (CARICOM) (UNESCO, 2015). The CARICOM states are further divided into those 
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islands that are in the Eastern Caribbean, such as Antigua, and this forms the Organization of 

the Eastern Caribbean States as well as CARICOM (UNESCO, 2015). Further education is 

accessible in all CARICOM countries with government funding in place (UNESCO, 2015). 

Graduates from secondary-level education without certification are directed to pursue 

Technical and Vocational Education (UNESCO, 2015). Furthermore, this poses a problem for 

uncertificated school leavers, who do not secure high-paying jobs because of their chosen 

vocation. Having completed their Technical and Vocational Education and Training (TVET) 

if school leavers decide to upgrade their skills, they can become adult learners as they pursue 

courses leading to a National Qualifications Framework, and more recently, they established a 

Caribbean Qualification certification. (UNESCO, 2015). In addition, in the case of a country 

such as Jamaica, the educational system was revolutionized with the establishment of a literacy 

center to improve the literacy rate, and this later transformed into the lifelong learning center 

and then further transitioned into the Human Employment Resource and Development Agency, 

which encompasses all adult education and lifelong learning activities (UNESCO, 2015). 

Further, any discussion on adult education in the Caribbean must include the UNESCO 

(2018) Sustainable Development Goal 4 (SDG4), which advocates for member countries to 

“ensure inclusive and equitable quality education and promote lifelong learning opportunities 

for all by 2030 (UNESCO Institute for Statistics, 2018, p.7). As such, discussions and 

conferences have been held among member countries of the United Nations Educational and 

Scientific Organization (UNESCO), where matters of the sustainability of participating 

countries have been at the forefront of the agenda (Clarke, 2020). Therefore, the concept of 

Education for Sustainable Development was promoted on the agendas of many countries 

(Clarke, 2020). As the agendas were mainly centered on the pace of human development and 

how the environment can be sustained at that pace (Selby, 2006), education for sustainable 

development became more prevalent.  
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Emanating from the discourse of sustainable development and the economy, Ferguson 

and Roofe (2020) agreed that sustainable development is vital for the upkeep of countries 

within a global economy, socially, economically, and environmentally. Education was 

earmarked as the central means for achieving sustainable development (Clarke, 2020). Hence, 

Tawil (2013) deems the move toward education a process for transmitting knowledge, skills, 

abilities, and values. Through the SDG4 agenda, the concept of lifelong learning was advocated 

as follows: 

ensure that all learners acquire the knowledge and skills needed to promote sustainable 

development, including, among others, through education for sustainable development 

and sustainable lifestyles, human rights, gender equality, promotion of a culture of 

peace and non-violence, global citizenship, and appreciation of cultural diversity and 

culture’s contribution to sustainable development (p.7). 

 

It is through education that individuals’ roles as citizens will be understood, and this 

will, in turn, transition to the development of their natural and social environment (Down, 

2010). As a consequence, this will enable individuals and their future generations to develop a 

viable and sustainable environment (Downe, 2010). Further, as highlighted by Roofe et al. 

(2020), although SDG4 highlights education, the achievement of lifelong learning is not only 

tied to SDG4 but is the foundation for all seventeen Sustainable Development Goals. 

The adaptation of SDG4 and the concept of lifelong learning has implications for how 

teaching and learning are carried out. Most importantly, the curriculum that is currently in 

existence in countries such as Jamaica, Trinidad and Tobago, and St. Lucia might have been 

refocused to reflect lifelong learning, but in some islands such as the Caribbean Island of 

Antigua and Barbuda needs to be re-examined. The curricula that exist reflect mastery of 

information in a teaching and learning environment that is fragmented (Stevenson, 2007). If 

learning is to be meaningful, it must allow “students to acquire and develop the knowledge, 

skills, and the associated capabilities and competencies to lead meaningful and productive 
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lives” (p.8). It is therefore, requires that the curricula are addressed holistically so that any gaps 

in curricula can be addressed (Stevenson, 2007). 

According to UNESCO (2015), although a definition of adult learning education was 

suggested, most of the states under CARICOM have not yet adopted this definition and, 

therefore, have no policies in place to implement adult education. As such, no policies have 

been implemented in some CARICOM states. In the case of Antigua and Barbuda, where adult 

education and lifelong learning are rooted in the vision of its Ministry of Education and the 

empowerment of citizens is being promoted by UNESCO (2017), there is no centralized 

overarching mechanism in place to deal with the provision of these services (UNESCO, 2017). 

Further, as highlighted by UNESCO (2015), only two countries that participated in a 

regional consultation on Adult Learning Education prioritized adult education and learning. 

The management of adult education programs is significant to this research. The next section 

will explore the historical perspective of management to gain a clear understanding of its 

evolution and determine which management style yields the most efficient results. 

2.4 Historical Perspectives of Management 

There are different classifications of management theories undertaken by several 

theorists, such as Koontz (1988), who divided management into six groups as follows: the 

school of the management process, the empirical school, the school of human behavior, the 

school of the social system, the decision theory school, and the Mathematical school. However, 

the broader categorization of Classical Management theory, subdivided into scientific 

management theory, administrative management, and bureaucratic organization, as well as 

Neo-classical and modern management theories advanced by Hitt (2009), will now be 

explored. 



48 

2.4.1 Classical Management Theory 

Like any other discipline, the management of adults needs clearly defined structures 

and responsibilities to yield effective results. As articulated by Mullins et al. (2011), attention 

must be paid to the tasks individuals perform, and these must be measured against the skills 

and abilities of those being managed. The absence of task measurement left a void in 

management efficiency (Stoner et al., 2004). It could result in inefficiency, prompting the 

formulation of management principles to guide managers in managing more efficiently. 

As a result, the scientific management approach was implemented to fill the void. This 

will be examined in the next section. 

2.4.1.1 Scientific Management Approach. The evolution of the scientific approach to 

management began with Frederick Taylor, who observed a disconnect between line workers 

and the factory machines they used (Peltonen, 2016). The workers in the factory and the 

machinery they used (Peltonen, 2016). Further, as postulated by Uddin & Hussain (2015), 

Taylor asserts that the management of the employees was a necessary element for higher 

productivity. Based on Taylor’s scientific approach, the management of institutions could 

achieve an efficient level of productivity by establishing set rules and operating guidelines for 

each employee in the institution Uddin and Hussain (2015) as well as using methods that have 

been already proven in the operation of the institution (Peltonen,2016). In addition, Taylor’s 

theory, if used by the management of institutions, could provide an avenue for the sharing of 

responsibilities between managers and their employees and provide financial incentives for 

those who overproduced (Kwok, 2014). Despite the benefits that can be derived from Taylor’s 

scientific method in its use in management, it did not address the issue of human behavior 

among workers. (Rosenthal, 2018). This theory focuses mainly on the organizational structure 

of formal organizations (Mariyadas et al., 2022).  
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2.4.1.2 Administrative and Bureaucratic Management Approach. Like Taylor, 

Fayol (1949) developed an administrative theory that forms part of the classical school focused 

on organizational efficiency (Robbins & Coultier, 2012). Also, Fayol’s (1949) focus was on 

those individuals who form part of the top management of organizations. Managers who adopt 

the theory advanced by Fayol (1949) would focus on the optimal number of managers per 

worker, principles of departmentalization and delegation, and lines of authority in 

organizations. Additionally, managers who utilize Max Weber’s theory of bureaucracy would 

establish a hierarchical structure indicating clear lines of authority and responsibility to avoid 

confusion (Peltonen, 2016). As further espoused by Madan (2014), managers who advocate 

this theory believe that organizations operate efficiently by implementing bureaucratic 

structures, thereby allowing such institutions to be managed impersonally. In addition, the 

focus of an organization that promotes bureaucratic theory is on the positions in the 

organization rather than on employees (Sridhar, 2017), hence, the organization will continue 

to function even if the employees leave their jobs (Brown, 2010). 

2.4.2 Neo-Classical Management Theory 

Since the scientific management approach focuses more on the structure of 

organizations, tasks, and productivity, this school was introduced in the early 20th century and 

emphasized the human element, such as social factors and human behavior (Mullin et al., 

2011). Some of these theories will be discussed in the next section. 

2.4.2.1 Human Relations Theory. The proponents of the human relations school, 

including Elton Mayo, Frank Roethlisberger, and William Dickson, equip managers with the 

knowledge and skills to examine the interrelationships within groups, as they believed this was 

critical to the development of organizations (Robbins & Coulter, 2012). From the Hawthorne 

experiment, managers should be aware that not all employers behave rationally, and those that 

do so may exert a strong influence on organizations (Peltonen, 2016). Additionally, the study 
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by Mayo, Frank Roethlisberger, and William Dickson, known as the Hawthorne experiment, 

demonstrated that when managers and supervisors oversee their employees, employee 

performance improves in organizations (Cherry, 2018). 

2.4.3 The Behavioural School 

The behavioural approach to management focuses more on human resources than on 

production and the tasks employees must carry out. The focus, therefore, shifted from tasks 

and production to the social aspects of employees and employee behavior, as it was felt that 

this would ultimately result in increased productivity and efficiency (Mullins et al., 2011). 

Three theories within the behavioral school are examined below. 

2.4.3.1 Need Hierarchy Theory Abraham Maslow, one of the advocates of the 

behavioral school, identified employees' needs and created a hierarchy of needs, with 

psychological needs at the base (McLeod, 2018). Psychological needs, as described by McLeod 

(2018), include sleep, eating, water, sex, breathing, and other physical needs. Once the basic 

needs are fulfilled, they will no longer be regarded as motivators for the employees, and the 

second level of needs, called safety needs, will take precedence (Mcleod, 2018). McLeod 

(2018) describes the basic safety needs. According to McLeod (2018), failure to fulfill 

individuals' safety needs will result in their being used as motivators.  

2.4.3.2 Theory X and Theory Y. The management perspective from human behavior 

theory, as outlined by McGregor (1960), is presented from two viewpoints. The first theory, 

labeled as X, is an authoritarian style of management. In this regard, McGregor (1960) argues 

that managers need to use authority to get work done, assuming that workers are lazy and will 

work hard only if incentivized. In addition, McGregor’s (1960) second theory, labeled as Y, is 

opposite to theory Y as it is participative. Rather than coerce workers to complete tasks, 

McGregor (1960) suggests that they be encouraged to participate in work activities 

collaboratively. Such managers want to be involved in the decision-making process, are 
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usually self-motivated, and place value on their jobs (McGregor, 1960). As an art, if 

McGregor’s (1960) theory is applied to different contexts, for example, education or industry, 

managers of these programs should possess the necessary skills and knowledge 

(Mcgregor,1960). These skills should be used in organizing their respective programs with the 

organization. 

2.4.3.3.  Herzberg’s Two-Factor Theory. As proposed by Herzberg (1966), 

motivation can be influenced by two factors, motivators and hygiene (Robbins & Coulter, 

2012). According to Herzberg’s theory, job satisfaction correlates with intrinsic and extrinsic 

factors (Robbins & Coulter, 2012). Further, since Herzberg (1966) is of the view that satisfied 

individuals are not always dissatisfied and vice versa, Herzberg (1966) proposed that hygiene 

factors and motivators be used to eliminate the opposite end of the spectrum scenario (Robbins 

& Coulter, 2012). Hygiene factors, such as supervision, relationship with supervisor, salary, 

working conditions, status, and peers, according to Herzberg (1966) are those attributes that 

enable an employee to move from being dissatisfied to no dissatisfaction, while motivators 

such as achievement, recognition, advancement, and growth take employees from being 

demotivated to motivated (Robbins & Coulter, 2012). According to Herzberg’s (1966) 

research, motivators promote satisfaction among employees, whereas hygiene factors prevent 

dissatisfaction. 

2.4.4 Modern Management Theory 

This approach was developed after the Hawthorne experiments were conducted. It 

relied on more scientific data and research to determine the best methods to motivate 

employees thereby increasing their efficiency (Mullins et al., 2011). According to Mullins et 

al. (2011), the modern theory was geared towards individuals who lead complex lives.  

2.4.4.1  Systems Theory. On the one hand, organizations play a pivotal role in classical 

management theory, whereas human behavior was the center of the neo-classical management 



52 

school (Sridhar, 2017). Modern system theory will therefore create a balance between classical 

and neo-classical theories by focusing on modern management theory (Sridhar, 2017). As 

stated by Mele et al. (2010), the systems theory allows managers in organizations to take a 

holistic approach to management. Such an approach considers the fiscal, societal, institutional, 

and natural aspects of the organization, in which the organization is viewed as a subsystem 

comprising many subsystems, each of which plays a significant role in the organization's 

efficient functioning (Mele et al., 2010). Some advocates of the system theory, as highlighted 

by Mele et al. (2010), include Hubert Simon, Chester Barnard, George Homans, and Philip 

Selznick. 

2.4.4.2 Contingency Theory. While systems theory utilizes universal principles for 

application across all situations, contingency theory is applied based on the situations that occur 

within organizations (Fieldler, 1970). In addition, Fielder (1970) asserts that the contingency 

theory allows synergy to occur between the strategies that management applies in organizations 

and the situations that confront them. The basis of this theory, as advanced by Fielder (1970), 

is that no one management strategy can be applied to all situations in organizations, as modern-

day organizations are becoming more dynamic. Further, as postulated by Islam & Hu (2012), 

applying contingency theory to respond to situations that arise in organizations could motivate 

employees to perform well. 

Understanding management theories can help managers better understand 

organizations and how to act in situations they encounter (Mariyadas and Ar, 2022). As further 

articulated by Mariyadas and Ar. (2022), management theories can be interpreted based on the 

situation in the organization. Such management information, if implemented, can lead to actual 

changes in organizational behavior (Mariyadas & Ar., 2022).   

A definition of management will now be explored, as it will provide perspective 
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on available management styles and whether management of adult education programs attends 

to those that best fit their institutions. 

2.5 Towards a definition of management 

There is a plethora of definitions of management, and they evolve around various 

theories. Daft (2016) asserts that, as management practices vary across social, economic, and 

political contexts, managers of institutions must stay abreast of these practices and theories. 

Lawal (2012), further postulates that the theories of management are only helpful if they 

contribute to the improvement of managerial efficiency. Furthermore, these theories are 

grounded in the perspectives of researchers such as Taylor (1911), Fayol (1949), and McGregor 

(1960), and the work of these theorists will help ascertain what takes place in management 

today. 

 Also, these theorists' perspectives will be considered in attempting to define 

management. Fayol (1916) states that 

to manage is to forecast and plan, organize, command, coordinate, and control. To 

foresee and provide means examining the future and drawing up a plan of action. To 

organize means building up the dual structure, material, and human, of the undertaking. 

To command means maintaining activity among the personnel. To coordinate means 

binding together, unifying, and harmonizing all activity and effort. To control means 

seeing that everything occurs in conformity with established rule and expressed 

command (pg. 5). 

 

Based on Fayol’s (1916) definition, management is viewed as a set of processes such as 

planning, controlling, organizing, and coordinating activities (Mclean, 2011). However, 

despite Fayol’s (1916) work, in the modern era coordinating is not perceived as a distinct 

function of management, as it is often assumed that it must take place for the other functions 

to work smoothly within an organization. 

A contemporary definition of management, as suggested by Kaehler et al. (2019), 

views management holistically, incorporating all areas of management. Such a definition 

involving all stakeholders is required if the success of educational programs is to be achieved 
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(Kaehler et al., 2019). Further, from an entrepreneurial perspective, management, as defined 

by Lemos et al. (2019), comprises all policies, practices, and standards of employee behavior 

established by an institution to regulate its employees.  

Additionally, since the research involves managing programs in an educational 

institution, management can be defined in the context of higher education from two 

perspectives. Harvryshchuk et al. (2012) assert that activities geared toward achieving goals 

that benefit universities by efficiently using human, material, and financial resources are 

beneficial to universities. The second perspective of management highlights management's 

ability to organize the organization's resources, including work, communication skills, and 

staff members' behavior and practical work, to achieve the organization's goals 

(Harvryshchuk et al., 2012). 

Having defined management, it is imperative to examine the extent to which 

educational programs are managed effectively and efficiently. 

2.5.1 Measurement of effective management 

Organizations often use managerial effectiveness to assess management's skills and 

the organization's future direction (Amjad et al., 2014). Effectiveness, as described by 

Robbins et. al. (2015), involves managers seeking to maximize the quality of output by using 

the most appropriate means available. In addition, Scheerens et al. (2007) describe 

effectiveness as the extent to which a productive system transfers all its available human and 

material resources and simultaneously incorporates them into educational outcomes. If the 

adult education programs are deemed adequate, they must achieve their desired goals and 

effects (Burušić et al., 2016). Hence, the application of this measure dictates that when an 

educational organization achieves better outcomes for its students, it is deemed to be more 

effective (Burušić et al., 2016). According to Bezirtzoglou (2004), this approach highlights 

the success of one educational institution over another based on its contribution to student 
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achievement. Further, the measure of effectiveness, as suggested by Bezirtzoglou (2004), 

could come at the expense of some students being lost and deprived within the education 

system, as emphasis could be placed on excellence or high outcomes (Burušić et al., 2016). 

In this regard, Kyriakides (2004) asserts that educational effectiveness should consider high 

learner outcomes and the reduction of inequality among learners who are left behind.  

Additionally, Galbraith (2014) opines that the effectiveness of an organization can be 

described as the level of efficiency in which the organization can meet its objectives. 

However, effectiveness should not be mistaken for efficiency, which focuses on a manager’s 

high standard of work aimed at achieving the highest possible output that benefits the 

organization (Robbins et al., 2015). It is therefore necessary for educational organizations to 

be effective and efficient to achieve their goals (Mulyasa, 2013). As further postulated by 

Mulyasa (2013), the achievement of an educational institution's goals depends on how it is 

managed. The efficiency of programs carried out in such organizations consequently lies with 

the management of these programs by the heads of these institutions. According to Mulyasa 

(2013), heads of institutions must keep abreast of the needs of the individuals under their 

control through assessment of these needs. By doing so, the heads of institutions would be 

aware of the needs of facilitators and other support staff and provide training to address any 

shortcomings (Mulyasa, 2013). Despite this, both effectiveness and efficiency have a 

common thread. As indicated by Scheerens et al. (2007), if managers of educational 

institutions are deemed to be efficient, they would also be seen as effective as, in addition to 

high outcomes, they would have achieved this by managing their resources well. 

Assessing effectiveness is a key component of educational management, as it evaluates 

the operational standards of these institutions' management (Kowalczyk, 2017). If effectiveness 

is to be properly determined, it must be measured through the performance of the individuals 

managing these institutions in a quantifiable way (Özkan et al., 2018). Therefore, it is those in 
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management who are key to determining the effectiveness of their respective institutions, since 

the success of the programs rests heavily on how they are managed (Özkan et al., 2018). Every 

manager or leader will have their own management style, which they use to execute their daily 

functions as required by their jobs (Supratikno, 2016). It is also imperative that managers of 

institutions establish a clear set of criteria to assess their effectiveness (Galbraith, 2014).  

Additionally, Özkan et al. (2018) view the management of these institutions as utilizing 

some form of management theory adapted from Taylor (1949), Fayol (1916), Mayo, or a 

combination of these theorists. In achieving the organization’s goal, the management viewpoint 

must be highlighted. From the perspective of Taylor (1949), the management of any institution 

and by extension any set of programs could only be effective if there is an increase in 

enrollment, the cost of operating the programs is reduced, and technology is used to ensure that 

the system is as efficient as possible. While Taylor’s (1949) views are acceptable, they cannot 

be used on their own to describe effective management, as they focus only on the output; 

however, Fayol (1916) believes that effectiveness in management lies with the manager who 

establishes clear lines of responsibility and authority to achieve the goals of the organization. 

As such, managers responsible for the institution or any programs should have clear structures 

in place that define the lines of authority and responsibility among facilitators, administrative 

staff, and adult learners. However, Mayo (2004) postulates that management alone cannot 

account for effective management and highlights that employees' contributions must also be 

considered. In this regard, employees and relevant stakeholders must all be considered if the 

organization's effectiveness is to be determined. Effective Management is a fundamental 

requirement for effective organizations and contributes to organizational development 

(Drucker, 2006). Such an organization is instrumental in increasing productivity and improving 

livelihoods (Drucker, 2006). 
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The role of educational institution management is important, as it determines the 

institution's output quality (Lessa et al., 2018). Moreover, as posited by Salmagundi (2015), 

the quality of management of the educational institution will impact the effectiveness of the 

curriculum, infrastructure, and how students learn. In addition, how learners perceive the adult 

education programs in which they are enrolled will influence the effectiveness of these 

programs (Mengistie, 2022).  

Furthermore, adult learners' views of education hinge on their socioeconomic status and 

way of life (Shore et al., 2013, as cited in Mengistie, 2022) and could influence how they 

perceive the programs in which they are enrolled. The programs offered to adult learners must 

be in keeping with their interests. However, most of the activities planned by managers for 

learners, including curricula and training for facilitators to support the mode of delivery and 

the learning environment, are outside their control. Yet, they are important to these learners 

and could influence their learning (Poudel, 2020). If adult education programs are not properly 

marketed and are not relevant to the adult learner's personal context, they will not be motivated 

to continue learning (Knowles, 1980).  The measure of effectiveness in adult education 

programs will now be discussed in the next section. 

2.5.1.1  Measurement of effectiveness in adult education programs.  The 

Management of successful adult education programs requires planning based on the needs and 

expectations of adult learners and their learning styles (Hong, 2017). Assumptions about the 

adult learners' learning styles could be made based on Knowles et al, (2005) assumptions about 

adult learners, including how their work should be designed to ensure that adult education 

programs are effective. Rothwell and Cookson (1997) proposed a four-part comprehensive 

planning model for lifelong learning. This plan entails being professionally responsible, 

relevancy in the engagement of contexts, and designing and managing the educational aspects 

of programs.  
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In terms of professional responsibility, program planners or managers should have 

clearly defined philosophies governing their programs, as well as responsibilities and roles for 

the facilitators and students (Rothwell et al., 1997). As further posited by Rothwell et al. (1997), 

the planned programs must take all stakeholders involved, such as facilitators and learners, into 

consideration. In addition to having well-planned programs conducive to adult learners, the 

management of these programs needs to ensure that the programs are effective. In this regard, 

Vella (2002) proposes twelve principles that she believes could ensure effectiveness in adult 

education programs. Among these is the assessment of the needs of the learners of the 

programs, allowing learners to take an active role in deciding what is to be learned, ensuring a 

safe environment for learning, creating a safe environment for learners, promoting teamwork, 

developing sound relationships between teacher, learners, and other learners, ensure that 

learning and testing are carried out reasonably, ensure that managers, learners, and facilitators 

carry out reflection to improve teaching and learning, the development and establishment of 

clear roles within the organization, and the promotion of accountability by the learner, get 

learners involved in the decision making process. 

Once adult education programs are properly planned, they need to be monitored to 

determine whether they are meeting their objectives (OECD, 2019). Further, according to 

OECD (2019) while these programs may create benefits for learners in their various spheres 

of life, it is critical that tracking is done since not all of these benefits are known or easily 

identifiable. The benefits of tracking would not only reveal whether the programs are 

effective, but also determine whether they are meeting the objectives as expected or have 

gone beyond them. The benefits that can be derived from participating in adult education 

programs may prove to be more effective and beneficial than expected, positively affecting 

an adult learner’s life beyond education and economics (Chevalier et al., 2007; Feinstein et 

al., 2004). Based on research undertaken, there is a positive correlation between adults’ 
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participation in learning and changes in their health, social and political contributions as well 

as the carrying out of their civic duties. (Chevalier et al., 2007; Feinstein et al, 2004). 

Countries have found different ways of monitoring the effectiveness of their adult 

education programs. Each country would therefore need to find an appropriate way to monitor 

the effectiveness of its programs (OECD, 2019). For example, in the United Kingdom, pilot 

programs are conducted to collect data on learner outcomes among adult learners enrolled in 

non-accredited learning centers (OECD, 2019). Furthermore, in Norway, data are collected via 

questionnaires, and likewise in Brussels, questionnaires are sent to the training participants of 

these programs. 

The following section will focus on how educational institutions are managed. 

2.5.2 Towards an understanding of educational management 

The field of education faces transitional issues over time as it works to become 

more independent and decentralized (Avdaric & Ellwanger, 2017). They also believe that this 

movement adds value to the development of new scientific fields and, as such, gives rise to the 

conceptualization and practice of management in education. In this regard, management is 

viewed as a system that benefits learners rather than a bureaucracy (Avdaric & Ellwanger, 

2017). Management is significant in any field of endeavor, whether in economics, the 

production of goods and services, or the military (Avdaric & Ellwanger, 2017). As such, since 

it serves the same purpose of making organizations more efficient by carrying out the functions 

of planning, organizing, and coordinating as other disciplines, Avdaric & Ellwanger (2017) 

believe it qualifies for use in education. However, this view has been criticized by researchers 

such as Pigisch (2010, as cited in Avdaric and Ellwanger, 2017), who argue that education and 

management are distinct fields, with management synonymous with economic matters. Despite 

these cited differences, the researcher will define educational management as it is significant 

to the management of adult education programs. 
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Many researchers have developed definitions of management as it relates to education 

(Craig, 2021). Further, Bush & Clover (2003, as cited in Craig, 2021) describe management in 

Education institutions as the “implementation of school policies and the efficient and effective 

maintenance of the school’s current activities.” This definition aligns with that of researchers 

such as Fayol (1916) and McLean (2011), in a traditional sense, which includes the principles 

of planning, controlling, organizing, and coordinating. In a more contemporary way, Kaehler 

et al. (2019) describe management holistically, encompassing all management areas and 

including educational stakeholders. Alternatively, management could be defined from an 

entrepreneurial perspective to include all policies and practices of an organization geared 

toward regulating its employees. Management can, therefore, be summarized as the process of 

ensuring that all processes and resources within the organization function efficiently to achieve 

effectiveness and efficiency (Craig, 2021). 

In relation to Educational Management, it is described by Connolly et al. (2019) as 

individuals responsible for ensuring that the system within educational institutions in which 

other individuals participate functions properly. Managers of educational institutions are 

responsible for the daily functioning of their institutions (Craig, 2021).  In addition, the 

managers of these institutions would have to accept responsibility for ensuring that the entire 

plant is fully functional and delegate responsibilities as necessary (Czarniawka-Joerges & 

Wolff, 1991, as cited in Craig 2021). Moreover, according to (Lunenburg, 2011), management 

in education, therefore, serves to stabilize the institution and ensure its smooth functioning. As 

further purported by Craig (2021), the management of education must be able to put structures 

in place to ensure accountability. Further, as advocated by Craig (2021, managers of adult 

education institutions must be willing to take personal responsibility for whatever happens on 

the school plant. 
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The management of educational institutions is significant to the effectiveness of adult 

education institutions and to the quality of outcomes. As the thrust of this research is on the 

effective management of adult education programs, it is necessary also to define educational 

management. The educational models used by managers of educational institutions will help 

determine decisions, as before making decisions, they should establish linkages between the 

aims, goals, and actions taken (Bush, 2020). Such choices can affect the institutions positively 

or adversely. The educational models advanced by Bush (2020) derive from the educational 

environment's level of influence, the strategies most appropriate for the institution, and the 

objectives agreed upon by educational stakeholders. Bush (2020) identified formal, collegial, 

political, subjective, ambiguous, and cultural models. These models will help explain the 

options available to the management of adult education institutions. Each model highlighted 

by Bush (2020) will be examined in the following section. 

2.5.2.1 Formal Model.  This model comprises hierarchical, structural, systems, 

bureaucratic and rational models. The formal model assumes that the organization has a 

hierarchical structure and that the objectives are based on rationalization (Bush, 2011). The 

model aims to achieve the educational institution's objectives using rational thinking. 

According to Bush (2020), this model “views organizations as hierarchical systems in which 

managers use rational means to pursue agreed goals.” Heads and principals possess authority 

legitimatized by their formal positions within the organization and are accountable to 

sponsoring bodies for the activities of their institution.” (p. 33). Further, as suggested by Bush 

(2020) this model dictates that managers of institutions are held accountable for the success or 

failure of institutions. These managers often make policies in keeping with organizational 

goals. Another model, as advocated by Bush (2020), the collegial model, will be examined 

below.  
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2.5.2.2 Collegial Model. These models assume that decision-making is based on 

consensus and discussion among individuals who share similar perceptions of the 

organization's objectives, determination and policy formulation. Hence, there is a lack of 

transparency in the decision-making processes. The distribution of authority and the ability to 

make decisions among the members of the educational institution are central to this model 

(Bush, 2020). Additionally, this model is viewed as one that can “determine policy and make 

decisions through a process of decision-making leading to consensus. Power is shared among 

some or all the members of the organization who are thought to have a shared understanding 

about the aim of the institution” (Bush, 2020, p.59). Furthermore, the collegial mothering style 

is akin to distributed leadership, which, according to MacBeath (2009), entails the distribution 

of power and decision-making across educational institutions. This form of leadership also 

involves giving the educational institution's staff the authority to make decisions after reaching 

consensus (Bush, 2020). Regardless of the collegial model of management that exists in 

educational institutions, institutions can adopt distributive models, empowering some or all of 

the senior members of the institution. 

The political motel is also another option available to managers of institutions and will 

be examined below. 

2.5.2.3 Political Model. This model assumes that the organization’s policies and 

decisions result from a complex system of negotiating and lobbying over the department's 

policy and goals, often leading to conflict (Bush, 2020). Also, this model assumes that 

bargaining and negotiation are central to decision-making (Bush, 2020). The thrust of this 

model is that” interest groups develop and form alliances in pursuit of a particular policy 

objective. As further articulated by Bush (2020), conflict is viewed as a natural phenomenon, 

and power accrues to dominate a coalition rather than being the preserve of formal leaders” (p. 
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87). Moreover, this model is suitable for educational institutions whose goals are flexible and 

negotiable. Hence, some decisions could be based on negotiation (Bush, 2020). 

The subjective model will now be discussed below. 

 2.5.2.4  Subjective model. As Bush (2020) states, the model considers the manager's 

values and beliefs when making decisions. Such decisions tend to affect individuals' behavior 

within the institution. The model focuses on individual members rather than units or the entire 

organization. The organization’s function is based on what individuals perceive, their values, 

the system, experience, and aims and objectives, rather than the organization's. Therefore, this 

results in a complex organization that attempts to push everyone’s agenda. In this model, the 

most influential individuals in the institution could influence the decisions that are made in the 

institution (Bush, 2020) 

2.5.2.5  Ambiguity Model. This model is labeled with confusion, uncertainty, and 

unpredictability. With this decentralized model, there is a lack of clarity about 

organizational objectives, and individuals are unsure about what transpires within the 

organization due to ambiguity. It depicts instability in the institution's decision-making process 

(Bush, 2020). Since institutions that use this model do not usually have clear objectives, the 

institutions' objectives and processes remain unclear (Bush, 2020).Additionally, the model's 

uncertain decision-making leads to instability in the process among the individuals involved in 

the institution (Bush, 2020). Institutions that lack clear goals or unclear objectives for employed 

individuals, especially in the top tier. Furthermore, another model available to educational 

institution managers will be discussed below. 

2.5.2.6  Cultural Model.  The cultural model promotes beliefs, norms, value systems, 

and ideologies central to the organization’s culture. The inherent value systems assess what 

other members do within the organization. Regardless of the educational model used, teaching 

and learning should be the primary focus (Bush, 2020). In addition, measuring the effectiveness 
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of adult education institutions is important, as it will determine whether they are appropriately 

managed. The models based on the andragogical assumptions will now be examined as these 

will give a clear understanding of what is involved in the teaching and learning environment 

when the management of adult education institutions considers these models when planning 

their programs. 

2.5.3 Models of andragogical Assumptions Knowles et al. (1980) 

According to Gilstrap (2013, as cited in Dantus, 2021). The theory of andragogy is 

viewed by Knowles (1980) as ”on a continuum where pedagogy moved toward andragogy as 

children developed into adulthood” (p. 503). It is further described by (Gilstrap 2013, as cited 

in Dantus, 2021) as “an approach to learning which places learners at the center of the learning 

process and is dominated by student-centered theories as opposed to teacher-centered 

activities”.  When using andragogy, it must be recognized that all adults are not the same, nor 

does it take into account other ways of learning or knowing (Sandlin, 2005, as cited in Dantus, 

2021). There is considerable debate surrounding andragogy regarding whether it is a “theory, 

method, technique, or set of assumptions” (Davenport & Davenport, 1987, p. 152). Davenport 

and Davenport (1987) highlight that the theory of andragogy, as articulated by Knowles (1980), 

does not represent a unified theory of how adults learn, nor have its assumptions been proven 

empirically.  

Notwithstanding this, Knowles in his later work "prefers to think of andragogy as a 

model of assumptions about learning or a conceptual framework that serves as a basis for an 

emergent theory" (Knowles as cited in Merriam &Cafarella, 2007, p.274).As asserted by 

Knowles et al. (2015), the model of assumption is that when adult learners enter the learning 

environment, they do so with specific needs. It is therefore important that adult learners know 

what they are learning and why, as they would show greater appreciation and value for their 

learning (Knowles et al., 2015). Despite this assumption by Knowles et al. (2015), Brookfield 
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(1986) argues that not all adult learners need to know why they learn, but some adults pursue 

learning for the enjoyment they gain.  

In addition, as posited by Knowles et al. (2015), because of their level of maturity, the 

expectation is to develop a mindset of independent thinking rather than full dependence on 

others. However, being mature is not necessarily indicative of adult learners being self-directed 

(Brookfield, 1986). Also, of significance, is the fact that adult learners are internally motivated, 

rather than extrinsically motivated which makes learning more manageable; once they enter 

the learning environment, they become self-directed (Knowles et al., 2015). In addition, the 

adult learners’ maturity brings several years of experience that they can draw upon as a learning 

resource throughout the learning experience. Furthermore, as purported by Knowles et al. 

(2015), adult learners are equipped with the requisite knowledge they can put to immediate use 

as they shift from student- and subject-centered learning to active learning, where performance 

is paramount. 

Moreover, another assumption put forth by Knowles et al. (2015) is that, because of the wealth 

of experience that adult learners possess and their life goals, these learners will learn what is 

necessary. However, the extent to which the wealth of experience applies only to adult learners 

is questioned by Brookfield (1986), who argued that some children may have richer 

experiences than adults, even though they have not lived as long as adults (Brookfield, 1986). 

Of significance is also that adult learners show greater appreciation for their learning when 

they know what is to be taught (Knowles et al., 2015). Moreover, while Knowles (1984) aptly 

describes the nature of adult learners engaged in the learning process, Sandlin (2005) is of the 

view that the relationship between adult learners and society. Such a relationship between these 

learners and society could influence how learning takes place during their programs (Sandlin, 

2005).  
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Additionally, there is a lack of empirical evidence supporting Knowles’s (1980) 

andragogical assumptions (Jarvis,1984; Davenport, 1987).  These assumptions have 

implications for how learning should be organized in the adult learning environment and the 

expectations from facilitators involved in the process. Having explored the concept of 

andragogy, its impact on adult education programs needs to be established. 

2.5.3.1 Exploration of andragogy in Adult Education.  The primary concern of 

managers of adult education institutions is to offer high-quality services that satisfy the needs 

of their adult learners (Nafukho et al., 2011). Therefore, the success of these programs is 

contingent on how they treat their students who are the main customers (Nafukho et al., 2011). 

Inclusive of their management is the way teaching and learning take place. In the past, the 

thought process of teaching learners of all ages might have been that both adults and children 

were to be taught the same; this thinking might be inaccurate (Machynska, et al., 2020); as the 

education of adults in recent times has been deemed to be different from the education of 

children (Machynska, et al., 2020). The fact that adult learners, as characterized by Knowles 

(1990), are independent thinkers, bear responsibility for their guidance, and have accumulated 

work and life experiences, as well as family experiences, makes them different from children 

(Shi, 2017). The learning process for children entails acquiring new knowledge (Yazdani, 

2019) rather than building on work and life experiences. Hence, this is in keeping with 

Knowles’ (1980) theory that describes andragogy as “the art and science of helping adults learn 

“ (pg. 43). 

 To clearly understand the requirements of adult learners engaged in the learning 

environment, the researcher will briefly describe the six andragogical assumptions as posited 

by Knowles et al. (2015) as follows: the need to know, the self-concept of learners, adult 

learners’ experience, the experience of learners, the readiness of adult learners to learn, their 

orientation to learning, and their motivation to learn.   
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2.5.3.4 Differences between the teaching of children and adults. The andragogical 

model of assumptions posited by Knowles (1980) indicates that adults learn differently from 

children. It is therefore incumbent on the researcher to highlight any perceived differences 

between both types of learners. As suggested by Ekoto et al., (2015), the word pedagogy is 

about the way children are educated with the sole purpose of making them functional citizens 

in society. Knowles (1980) describes pedagogy as being teacher- centered, with the teacher 

taking responsibility for the teaching and learning process and the student being a passive 

recipient of information imparted by the teacher.  

Additionally, Knowles (1980) highlighted that in a pedagogical situation, learning is 

subject-oriented, and the students gain knowledge but do not draw on this knowledge as a 

resource. It is also suggested by Knowles (1980) that in a pedagogical learning environment, 

students' learning is externally motivated, being controlled by punishments and rewards. The 

characteristics that differentiate between andragogy and pedagogy, as highlighted by Knowles 

(1968, 1973), are shown in Table 1.  Based on the characteristics of adults and children 

highlighted, adult learners’ self-concept according to Knowles (1973, p. 62) emerges from 

these learners being motivated by what is described as “a deep need to be self-directing.” What 

these adults learn is determined by what they encounter in their everyday lives, and this forms 

the basis of their learning (Knowles, 1973). Further, as advocated by Knowles (1973), the 

teacher's role in teaching adults is that of a facilitator guiding them towards independent and 

objective thinking and understanding. This replaces the transmission of knowledge followed 

by the determination of the extent to which they have conformed to the knowledge imparted 

(Knowles, 1973). In comparison, children are psychologically dependent on the teacher and 

would need to be told what to learn and how to learn (Knowles, 1973).  

Moreover, Knowles (1973) postulated that adult learning differs from that of children. 

Adult learners bring a wealth of knowledge into the learning environment which matches 
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previous experiences and knowledge to derive meaning. According to Knowles (1973), 

children, unlike adults, bring limited knowledge and experience into the learning environment 

and therefore need to be taught what they are required to know; hence they are introduced to 

new concepts. Regarding the orientation to learn, adults are deemed by Knowles (1973) as 

ready to learn since they would have been employed and assume different roles in society from 

which they can gain experience. On the other hand, children are not as ready to learn as adult 

learners, as they are not yet old enough to bring the wealth of knowledge and experience to the 

learning environment (Knowles, 1980). Whereas Knowles (1980) describes children’s learning 

as that which occurs only when needed, adults’ learning is described as problem-based 

learning. He asserts that learners are required to know the nature of the learning to be 

undertaken for assessment of the knowledge or skills that is required to function daily. Based 

on the psychological characteristics of adults, Knowles (1980) believes that adult learning is 

mostly intrinsically motivated, whereas external factors drive children's learning. Despite the 

differences highlighted in the learning of adults and children as articulated by Knowles (1973; 

1980), some researchers, such as El-Amin (2020), share a different perspective. 

While children’s learning is described as pedagogy, El-Amin (2020) purports that adult 

learning entails both pedagogy and andragogy’. Furthermore, Knowles et al. (2005) describe 

andragogy as the art and science of assisting adult learners during the learning process. In an 

andragogical situation, unlike a pedagogical one, learners are not passive recipients of 

information but active participants in their learning (Knowles et al., 2005). However, in 

accordance with El-Amin (2020), some children may not be passive recipients of information 

but may have their own experiences they wish to explore. 

As highlighted by Knowles (1980), the practice of using pedagogy in education is based 

on the transmission of information. However, in recent times with the upsurge of cultural 

change and changes in social and economic systems, information learned by individuals has 
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become obsolete in a relatively short period (Knowles, 1980). As such, Knowles (1980) 

contends that skillful teachers would have deviated from teaching adults like children. 

  



70 

Table 1 

Distinction between andragogy and Pedagogy

Note: Adapted from Knowles (1980, p.6) 

Having examined the difference between teaching adults and children, the application of 

andragogical assumptions by facilitators will be discussed in the next section. 

2.5.3.5. Application of andragogical assumptions by facilitators. The assumptions 

of Andragogy, as conceptualized by Knowles (1980), is significant to the adult learning process 

(Abdullah et al., 2021). During the learning process, if facilitators explain why lessons are 

taught and the benefits of the concepts, Abdullah et al. (2021) argue that learners would be 

more motivated to learn. Additionally, Abdullah et al. (2021) argued that adults need to be 

deeply involved in their learning. They suggested that real-life case studies could be valuable 

tools for facilitators in the teaching and learning environment. 

Regarding Andragogy Pedagogy 

Self-concept Adults are self-directed learners, 

moving towards independence 

Children are dependent beings; 

teachers are responsible for their 

learning. 

Learning process 
Adult learning is generated by 

experience and, therefore, ideally 

problem-centred 

Children’s learning is based on the 

instruction of unfamiliar subject 

content. 

Readiness Adults want specific learning about  

their work and other roles in society. 

Children need generic learning to 

prepare them for the future. 

Orientation 
Adults are interested in “just- in-time 

learning immediately related to their 

lives. They learn what they want to 

learn. 

Children’s learning is “just-in-case” 

preparation for an adult future.They 

learn what society expects them to 

learn 

Motivation Adults are internally motivated. Children are externally motivated. 

Problem Solving 
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Also, another assumption of self-concept promoted by Knowles et al., (2015) is that 

adults are responsible for their learning and can make informal decisions. This is believed to 

be the basis upon which a learner succeeds or fails (Dabbagh, 2007, as cited in Abdullah, 2021). 

Therefore, facilitators in the learning process need to pay close attention to how they 

incorporate their prior experiences and guide learners when necessary (Abdullah et al., 2021). 

Additionally, when adult learners are involved in the learning process, their wealth of 

experience adds value (Taylor and Kroth, 2009, as cited in Abdullah, 2021). Also, because 

adults have varied learning experiences, facilitators can encourage learners to connect their 

learning to similar experiences (Blondy, 2007, as cited in Abdullah, 2021). Therefore, the 

lecture materials and lectures used by facilitators should be flexible to capture the experiences 

of different adult learners and motivate them to continue with their learning (Abdullah, 2021). 

Another assumption is that readiness to learn requires that facilitators hold in-class 

discussions and have learners respond to these discussions and the questions posed (Abdhulla, 

2021). In addition to responding to the questions asked, these students can ask follow-up 

questions based on the discussion questions. As further indicated by Abdhulla (2021), adult 

learners' responses can help facilitators ascertain students' level of preparedness for class. 

Further, if students are to be motivated to learn, the activities they engage in must be 

concrete (Knowles et al., 2005), allowing learners to apply what they have learned to real-life 

situations. Additionally, as also advocated by Knowles et al. (2005), is the motivation of adult 

learners. He further added that learners could be more highly motivated if they are given 

concrete activities during the learning process, making learning more meaningful. As such, the 

curriculum used to teach adults must be process-based, allowing adult learners to derive 

meaning from what they learn (Knowles et al., 2005). Embedded in the concept of motivation 

is the type of motivation that propels adults. Adult learners are primarily intrinsically motivated 

and would therefore require a student-centred learning environment (Knowles et al., 2005), 
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which could encourage their active participation (Aaragon, as cited in Abdhulla, 2021).  Since 

the andragogical assumptions and their application by facilitators have been discussed above, 

the weaknesses of andragogy will be examined next. 

2.5.3.6  Advantages and Disadvantages of andragogy. Many connotations have been 

used to describe andragogy and its use in adult learning, such as a method, a philosophy, or a 

set of assumptions (Caruth, 2013, as cited in Alam, 2021).  Further, the principles of andragogy, 

as cited by Knowles (1984), give guidelines for facilitators or institutions involved in teaching 

adults to focus on these assumptions. Additionally, as advocated by Alam (2021), facilitators 

involved in adult education must be interactive in the teaching and learning environment by 

utilizing tools such as case studies, role-playing exercises, and problem-solving exercises. Such 

tools would assist the learners in understanding the relevance of the content being studied to 

real-life situations (Josh, 2017). The use of andragogy is also beneficial for adult learners, as 

relating learning to real-life situations helps prepare them for entry into the workplace, which 

is becoming increasingly competitive (Alam, 2021). Also, the use of andragogy with adult 

learners builds relationships between the learners and their facilitators (Caruth, 2014), which 

would help better prepare learners. 

Following the andragogical assumptions by Knowles (1984) and research undertaken, 

adults learn best when their learning is linked to their jobs and established goals and can 

identify with what they are taught compared to their life experiences (Panacci, 2015). 

As indicated previously, the model of andragogical assumptions, as proposed by 

Knowles (1984), is viewed as a learning tool geared toward helping adult learners to be more 

effective in the learning process. However, the extent to which it can be considered consistently 

also needs to be examined. Since all adult learners do not have the same characteristics but 

enter the same adult learning environment, researchers such as Brookfield (1984), are of the 

view that the assumptions as posited by Knowles (1984a) cannot be suited to all adult learners. 



73 

Also, researchers such as Boud et al. (1985) postulate that a learner's age and years of 

experience do not affect education, thus eliminating the andragogical assumption that adult 

learning is strongly supported by the experience they bring to the learning process. Moreover, 

although the theory of andragogy has been applied in many situations involving adult learners 

and is perceived as successful, it has not been tested scientifically. Therefore, its application 

cannot be measured scientifically (Caruth, 2014). Further, very little empirical research on 

andragogy has been conducted over time (Merriam et al., 2007), and therefore is seen by some 

researchers as not representative of a unifying theory of andragogy. Also, andragogy is often 

portrayed as how adults learn, but there is no clear delineation between adult and child learners 

(Hartree, 1984). In some instances, the theory of andragogy has not been used in colleges and 

universities (Caruth, 2014). According to Knowles (1980), when a learner attains adulthood, 

they automatically become self-directed. In response, Brookfield (1986) argues that the age of 

maturity or adulthood does not automatically make learners self-directed, as this has not been 

empirically proven but is only an assumption. 

Notwithstanding this, the use of andragogy, as a stand-alone concept, is a different 

approach to teaching that can be used efficiently and effectively in a specific context (Ekoto, 

2015). For example, as Chan (2010) indicates, the assumptions can be used across a multitude 

of disciplines, in whole or in part, and not necessarily only in the education of adults. In 

addition, it is not always the case, as the facilitator sometimes transmits information when new 

topics are introduced (Knowles, 1980). 

Since Knowles' (1984) assumptions about andragogy are pivotal to how adults learn, it 

is also important to understand the role played by factors that affect adults' participation in 

adult education programs, such as barriers, levels of motivation, the teaching and learning 

environment and other planned activities that could add value to assessing the programs' 

efficiency. (Poudel et al. 2020) 
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2.5.4 Factors affecting participation in adult education programs 

The knowledge economy has necessitated keeping adult learners motivated as they seek 

to acquire greater knowledge (Sogunro, 2015). Motivation has different definitions, as 

purported by various researchers, centered around the idea ‘to move’, as reported by (Beck 

2004, as cited in Sogunro, 2015). Further, as highlighted by Beck (2004), the meaning is that 

it concerns individuals' movements and actions and the factors that drive them. In addition, 

other researchers, such as Schunk et al. (2008, as cited in Sogunro, 2015), define motivation as 

a process that sustainably guides goal-oriented activities. Furthermore, Wlodkowski (1985) 

claims that most psychologists who advocate learning and education describe motivation as a 

process that can arouse and guide behavior, or lead an individual to choose a particular behavior 

from among alternative behavioral patterns. As articulated by Galbraith (1990, as cited in 

Sogunro, 2015), motivation refers to processes that direct individuals' behavior towards a 

desired outcome. The use of motivation in a learning environment would address motivational 

processes that trigger behaviors related to effort, perseverance, initiative, attention, and 

concentration in adult learners, all of which need to be activated by individuals monitoring 

these processes (Sogunro, 2015). 

Moreover, from the perspective of the learning environment, motivation is viewed by 

McMillan and Forsyth (1991, as cited in Sogunro, 2015) as “purposeful engagement in 

classroom tasks and study to master concepts or skills” (p.39). Once learners are motivated, 

their participation in the learning process will increase, and they will be better able to 

participate in learning processes and improve their overall performance (Singh et al., 2012). 

Additionally, as Kim and Merriam (2004, as cited in Sogunro, 2015) note, different adult 

learners are motivated by various factors, so facilitators working with adult learners must be 

aware of the different motivators that affect them. This, according to (Wlodkowski, 2008), is 

significant to the learning process if learning is to be more meaningful, as motivation can 
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contribute to the teaching and learning environment positively. It enhances communication 

between adult learners and facilitators, stimulating them to be more creative. Therefore, 

motivation plays a significant role in the success of adult learners enrolled in adult learning 

programs, which will be explored in the next section. 

2.5.4.1  Perspectives of motivation of adult learners.  Research conducted among 

adults interviewed (Houle, 1961) revealed that adult learners are primarily driven by different 

factors that motivate them to learn. As such, Houle (1961) classified adult learners into three 

groups depending on their reasons for engaging in learning. Such learners are labeled as goal-

, activity-, and learning-oriented. Based on Houle’s (1961) typology, adult learners enrolled in 

goal-oriented learning pursue clearly defined objectives they hope to achieve through 

education. As such, adult learners are often involved in continuous learning. In support, Tough 

(1968) conducted seminal research on adults engaged in deliberate learning, which he 

substantiated in subsequent studies. Tough (1968) emphasized how adults learn and change, 

and how they undertake self-directed learning while engaged in the learning process. 

Additionally, Houle (1961) highlighted that some adult learners engage in learning for 

socialization, rather than for the purpose for which the learning is designed. However, Boshier 

et al. (1985) believe that goal-oriented learners. While the first two categories of learners 

identified by Houle (1961) do so based on clearly defined objectives or for socialization, the 

other group of learners’ views learning as a continuous process and enjoys reading throughout 

their lives in pursuit of increased knowledge. 

In addition, research carried out by Tough (1968) shares views similar to those of Houle 

(1961), who argued that adult learners engage in learning for several reasons, and that their 

motivations differ. The motivation of individuals, such as adult learners, can be viewed from 

different perspectives depending on the theoretical lens used to examine it. As such, the 

perspectives on motivation advanced by Brown (2007) will be examined to provide a clearer 
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understanding of the nature of motivation. Brown (2007) highlights these as behavioral, 

cognitive, and constructivist. 

An adult learner, viewed from a behavioral perspective, is motivated by the anticipation 

of receiving a reward. This learner would be driven based on their experience of receiving 

rewards for a particular behavior type and wishes to receive more rewards. From a cognitive 

perspective, adult learners' motivation hinges on decisions made, as outlined by Ausubel (1968, 

as cited in Brown, 2007). He has identified six needs that underscore motivation for adult 

learners: a) need for exploration, b) manipulation, c) activity such as exercise and other 

physical and mental movement, d) stimulation, and e) knowledge and enhancement of ego. 

Additionally, from a constructivist perspective, each adult learner would be viewed differently 

and motivated based on what is happening in the individual’s social milieu. 

2.5.4.2 Adults' Motivation to Learn.  Motivation is significant in the life of 

Individuals require some form of what is done in life. One of the attributes of adult 

learners, as highlighted by Knowles’ (1980) andragogical assumptions, is that they are 

intrinsically motivated, often engaging in activities without external motivators (Morris et al., 

2022). Despite the intangible nature of motivation, a positive correlation exists between adult 

learning and motivation, as posited by Brookfield (1986), Knowles et al. (2015 and 

Wlodkowski (2008). Motivation can be viewed differently by researchers based on the 

framework that is used (Murray, 2011; Dweck, 2010; Pintrich, 2003); however, all the 

researchers agree that if learners are motivated, they must possess the belief that they are 

competent enough to achieve what they set out to achieve; they must be autonomous in their 

learning and set achievable goals and perceive that there is a correlation between effort and 

outcome; they must see value in what they are doing or have interest in completing what they 

set out to do, that is, they must be able to relate it to their life. 
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Further, since adult learners are deemed intrinsically motivated, their motivational 

factors are believed to be more long-lasting and significant than those that influence extrinsic 

motivation (Bandura, 1986). Adult learners, however, are seen as extrinsically motivated when 

they perceive the relevance of pursuing the program, such as the potential financial benefits 

after completion (Wlodkowski et al., 2017). One of the attributes of adult learners, as 

highlighted by Knowles’ (1980) andragogical assumptions, is that they are intrinsically 

motivated, often engaging in activities without external motivators (Morris et al., 2022). 

Nevertheless, Knowles et al. (2012) and Boshier (1991) point out that while the most 

significant and forceful motivation for adult learners to learn is intrinsic, other adult learners 

are motivated by extrinsic factors. Intrinsic motivation, as described by Gom (2009), is an 

internal factor that adult learners encounter, giving them a strong desire to engage in learning 

activities. This is supported by Pintrich et al. (2007), who postulate that “People who are 

intrinsically motivated work on tasks because they find them enjoyable. Task motivation is its 

reward and does not depend on explicit rewards or other external constraints” (p. 257). In 

comparison, extrinsic motivation will lead adult learners to enroll in a program for external 

compensation (Gonzalez et al., 2005) or because they enjoy receiving compliments or 

appreciation from others (Nas, 2016), rather than because they are interested in the program. 

Like all learners, adult learners’ motivation to learn is shaped by various factors that 

determine the type of behavior they exhibit (Chan et al., 2017).  From Hamzah et al’s (2022) 

perspective, when adult learners enroll in their programs, they are motivated if their enthusiasm 

allows them to engage in activities leading to their success. As indicated by Morris et. al., 

(2022), motivation is based on the experience encountered by adult learners. Motivation is 

difficult to define since it cannot be directly validated or measured by physical or natural 

sciences (Galbraith, 1990, as cited in Sogunro, 2015). However, it can help improve 

understanding of individuals' performance and behavior (Galbraith, 1990, as cited in Songuro, 
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2015). Therefore, the researcher considers it essential to give more insight into the role of 

motivation in adult learning by defining it. Motivation, as defined by Teowkul et al. (2009), is 

“people’s needs and desires that influence their behaviors” (p. 27). Santrock (2018) also 

describes it as “the processes that energize, direct, and sustain behavior” (p. 424).  

In addition, as emphasized by Patterson et al. (2016), adult learners may have enrolled 

in adult education programs for different reasons and are therefore driven to make such 

decisions by their motivation (Comings, 2023). Also, when adult learners decide to enroll in 

adult education programs, they are driven by an internal need that propels them to change 

themselves or their environment (Reeve, 2015). More specifically, as highlighted by Silliman 

et al., (2018), they can be motivated to get enrolled in these programs for financial gains, 

improved qualifications, or promotion. Whatever the reason for their motivation, their behavior 

can be affected, as they focus primarily on achieving goals they believe are motivating 

(Boström et al., 2020). In this regard, the motivational aspect of learning is highly significant 

to the adult learner, as their perception of their ability to learn (Murray, 2011) or their thoughts 

about their level of knowledge or learning (Dweck, 2010), can affect how they learn. 

If an adult learner perceives learning as a static process, that learner would be less likely 

to be motivated to learn new things (Dwek, 2010).  Added to this, adult learners who fail to 

perceive that the effort that is exerted and success are correlated will be less likely to put effort 

into their work as they are not motivated to do so. (Murray, 2011). If adult learners are 

motivated, they will seek to overcome any challenge that they are confronted by in the learning 

environment, as well as seek to perform at a high level academically (Chan et al., 2017). 

Moreover, if motivation is positive, it will assist adult learners by creating a learning 

process that promotes and encourages their engagement (Boström et al.,2020). Since 

motivation is significant to adult learners, the factors that could create barriers to motivation 

must be examined. 
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2.5.4.3 Factors affecting motivation to learn.  Adult learners’ age, gender, and level  

and quality of education will determine their motivation to learn (Hughes et al., 2005). 

Research by Boeren (2017) indicates that the older an individual is, the less motivated they are 

to learn. In addition, age-related factors can pose barriers such as impaired vision and mobility, 

transportation issues, and time constraints (Wlodkowski et al., 2017). Furthermore, 

Wlodkowski et al. (2017) assert that adult female learners tend to value additional education 

and are motivated to pursue it to seek economic benefits. While age and gender are significant 

factors in determining an adult learner’s motivation, race, ethnicity, and employment status can 

also influence motivation (Hughes et al., 2005). In addition, social origin plays an important 

role in individuals’ enrollment in educational institutions. 

2.6 Effect of social origin on adult education 

An adult learner’s social origin can explain their inability to enroll in adult education 

programs (Erikson, 2019). Research indicates that there is a correlation between a person’s 

social class, status, income, parents’ educational attainment, and the level of education they 

attain once they reach adulthood (Erikson, 2019). Consideration should be given to educational 

attainment among males and females by social origin (Erikson, 2019). Research indicates a 

25% difference between the groups in educational attainment (Erikson, 2019). Further, the 

effects of social class, parents' education, social status, and income cannot be examined 

collectively, as these factors will affect individuals differently (Erikson, 2019). Based on these 

factors, Erikson (2019) asserted that educational performance in individuals transitioning to a 

higher level of education and being given a choice of selection of education based on 

performance differs among individuals by their social origins, inequality of access to education 

both formal and informally, in the working population, could result in some adult learners being 

disenfranchised from participating in these adult learning programs (Rubenson et al., 2009). 

Also, of significance to adult education are the factors that can inhibit adult learners 
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from engaging in education, and these will be examined below, considering Cross (1981). 

2.6.1 Other barriers to adult learning 

Barriers to learning are subjective because they are context-dependent (Rubenson et al., 

2009). Hence, an adult learner’s experience of barriers to learning may differ from that of other 

learners (Rubenson et al., 2009). Additionally, the nature of the economic-political model is 

also significant in determining the barriers that exist among adult learners. One such model is 

neoliberalism, which is viewed as an inadequacy within individuals that will motivate them to 

become more productive citizens. In addition, Desierto et al. (2020) believe it results in 

substantial benefits for a small minority of citizens.  

Neoliberalism, as defined by Harvey (2005, p. 2), is “a theory of political economic 

practices that proposes that human well-being can best be advanced by liberating individual 

entrepreneurial freedoms and skills within the institutional framework characterized by strong 

private property rights, free markets, and free trade.” If examined within the field of adult 

education, it is designed to bring significant benefits to a small group of elitist learners who 

can afford to pay for their adult education programs on the one hand and very few rewards to 

the majority of learners who cannot afford to pay for their education (Abendroth, 2014). As 

further postulated by Harvey (2005),  

If education is consumerized in a way that it is afforded only by the elites, as Abendroth 

(2014) suggests, that will create barriers for adult learners who cannot afford the product. 

Hence, adult learners can encounter barriers to learning before and while enrolled in 

adult education programs (Cross, 1981). According to Cross (1981), these barriers are labelled 

as situational, institutional, and dispositional. In addition, Potter et al. (1992) introduced 

academic factors that could prevent learners from enrolling in adult education programs. Other 

researchers have defined these barriers, and these will be examined below. 
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2.6.1.1  Situational Barriers.  Sheldon (2021) defines situational barriers as any  

obstructive situation encountered in life by adult learners that prevents them from continuing 

their education. Such factors could involve conflict between the adult learner’s family, work, 

and community roles, thereby preventing the adult learner from enrolling in adult education 

programs (Fagan, 1991). Further, as highlighted by Cross (1981), accessibility to the programs, 

in terms of proximity to where they are conducted, is also of great significance to the adult 

learner. Moreover, adult learners’ enrollment in the programs is contingent on the support of 

their significant others, their available finances, and their time and energy. While 

unemployment can be viewed as a barrier to adult education (Cross, 1981), it can also serve as 

a motivation to enter adult education programs, as adult learners may seek to find employment 

quickly (Rubenson, 2013). 

2.6.1.2. Institutional barriers.  According to Sheldon (2021), institutional barriers 

are centered around the educational institution and focus on the institution and any policies or 

procedures that interfere with their learning. Further, Potter & Ferguson (2003, as cited in 

Günen & Vural, 2023) describe these barriers as factors that are "biased against or ignorant of 

the needs of adult learners" (p. 8). These barriers are often cited as responsible for some adult 

learners’ inability to complete their programs (Bergman et al., 2014). Institutional barriers are 

also significant to adult learners enrolling in educational programs and maintaining their 

enrollment. Suppose adult learners are to be motivated about the offerings of institutions and 

support services, including course offerings, admissions requirements, how courses are 

structured and delivered, the timing and scheduling of courses, the behavior of administrative 

support and academic staff, the library, computer, and other support resources (Cross, 1981). 

In that case, these factors must be well taught about and taken into consideration during the 

planning process. 
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2.6.1.3 Dispositional barriers.  Moreover, factors that are inherent to the adult learner  

can create barriers to enrollment. Such barriers as highlighted by Sheldon (2021) could prevent 

adult learners from learning. In addition, Fagan (1991) refers to these barriers as attitudinal 

factors that capture the learner’s ability to register, enroll, and complete given learning 

activities. Dispositional barriers encompass factors such as the level of confidence of the 

learner and other attitudes about themselves possessed by the learner, negative experience of 

the learner acquired from prior learning, perceptions possessed by learners about the programs, 

and individuals involved in the programs such as facilitators and other administrators involved 

in the programs and the health and wellness of the individual which can affect their learning 

2.6.1.4 Academic barriers.  As described by Potter et al., (1992), learners who do not 

possess the necessary academic skills conducive to learning will experience academic barriers. 

Such barriers will exist for adult learners if the skills required to continue learning were not 

mastered during childhood or the adolescent years (MacKeracher et al., 2006). Such skills will 

include literacy, reading and writing, listening, critical thinking, examination, and test writing. 

The level of educational attainment also acts as a barrier to adult learning. The benefits 

derived from educational attainment arise from access to economic resources and from how 

individuals are socialized into education (Buchmann & Hannum, 2001).  

2.6.1.5 Approaches to assist adult learners in dealing with barriers. Adult learners 

enter the learning environment self-motivated, independent, and with a wealth of experience 

(Knowles, 1980). However, these come with many challenges, which may be financial, family-

related, job-oriented, or medical (Ross-Gordon, 2011), which could lead the adult learner to 

encounter situational, institutional, and dispositional barriers, as highlighted by Cross (1981), 

or academic barriers (Potter et al., 2003). To assist adult learners in developing a greater 

appreciation for their learning environment and to make their courses more welcoming, 

participation by faculty members, administrators, staff, and educational leaders is required 
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(Baharudin et al., 2017). Additionally, the courses for these adult learners should be structured 

to involve them, as this will help mitigate perceived barriers to learning (Gagne, 2017). 

2.7 The governance of adult education programs in the Caribbean 

Adult education in the Caribbean context is an important component of economic 

development. As such, attention must be focused on the adults in society who bear the 

responsibility of deciding on the development of their country (Ellis et al., 2000). Since adult 

learners are the agents of change in any economy, any programs implemented must ensure that 

these learners are equipped with the required skills and attitudes to function as productive 

citizens locally, regionally, internationally, and globally (Ellis et al., 2000). This underscores 

the importance of countries having well-planned, appropriate, relevant, and properly executed 

adult education programs (Ellis et al., 2000) and emphasizes the need for proper management 

of these programs. Also, if adult education programs are well planned and executed, it could 

lead to countries achieving their goals (Ellis et al., 2000), and this could yield significant 

benefits. The evolution of adult education from the past to the present needs to be examined to 

understand its nature and successes adequately. 

The Caribbean region is organized into 2 groups comprising the Caribbean Community, 

referred to as CARICOM, and the Organization of Eastern Caribbean States (OECS), which is 

a subsidiary of the group of CARICOM States. The islands that are involved in adult education 

under the ambit of The Caribbean Common Market (CARICOM) comprise islands demarcated 

by Florida in the north and the northern coast of South America including Guyana and 

Suriname (Ellis et al., 2000). As mandated by CARICOM, these islands are under the control 

of the Caribbean Regional Council for Adult Education (CARCAE), which is responsible for 

implementing Adult Education in the region (Ellis et al., 2000). 

 For adult education programs to be effective, there must be a correlation between them 

and the context in which they will be applied (Jarvis, 2010). However, adult education and 
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learning, and, by extension, the programs related to such learning, are not standardized due to 

a lack of national policies and/or regional adult learning frameworks (George, 2021). 

Additionally, there is also an ongoing debate on a suitable definition of adult education 

and learning in the Caribbean region which, for some Caribbean countries, hinges on the fact 

that adults leave school and enroll in continuing education (George, 2021). The lack of a 

national or regional policy on adult learning and education makes it appear as an afterthought 

in the education system and often results in difficult and ad-hoc planning and budgeting for the 

adult learning and education sector (George, 2021) 

Moreover, adult Education programs in the Caribbean were provided by a combination 

of local non-government organizations (NGOs), International and regional organizations, trade 

unions, and other professional bodies, depending on the context (Ellis et al., 2000). Despite 

providing such programs, many stakeholders were not fully aware of the main role of these 

programs or of their contribution to national development.  Some Ministries of Education 

would have established adult education units. However, the facilitators and learners did not 

appear to be fully aware of adult education and learning in relation to national development 

(Ellis et al., 2000). 

Of utmost importance is that adult education programs reflect the socioeconomic 

situation of countries (Merriam et al., 2007). They forge linkages with the skills that individuals 

require to live to upkeep their economies. The success of adult education therefore should play 

a pivotal role in the development of these Caribbean countries., and according to CARICOM, 

if adult education is to play its role alongside and not behind the education of children, serious 

attention must be given to its content and delivery, to how it is administered and managed, and 

to ensuring that it caters to adults at all levels of the Caribbean Community. (p. 52). Further, 

much of the debate about adult education programs internationally and globally from an 
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economic perspective was centered around equipping citizens with workplace skills that will 

empower them to compete globally (Kubow et al., 2007). 

Traditionally, adult education involved university-level education, development 

education centered on community, and education across all areas of literacy (Gordon, 1985). 

Also, in the past, the focus of adult education in the Caribbean was geared towards nation-

building (La Belle, 1986) and the development of human resources, to create a more democratic 

political system (Lowe et al., 1971). In the 21st century, the United Nations Educational, 

Scientific, and Cultural Organization (UNESCO) conducted several conferences and 

consultations to promote Adult Education, as part of its 2030 Millennium Goals. One such 

discourse is the sixth International Conference on Adult Learning and Education 

(CONFINTEA VI), which was held in 2009, where it was revealed by Sanchez-Vegas (2021) 

that adult education and learning in the Caribbean is necessary, as it will promote the need for 

individuals to live together as citizens who are productive and can compete globally. However, 

Uribe (2021) posited that despite this, adult education and learning in the Caribbean region are 

quite lacking and unfamiliar.  

Additionally, the concept of lifelong learning has not yet been adopted by Caribbean 

Countries; therefore, UNESCO hopes to leverage the experiences of regional organizations and 

civil society to prioritize education worldwide and regionally, preventing the Caribbean region 

from being left behind in education (Uribe, 2021). As indicated by Mauch (2021), the Senior 

Program Specialist and Team Leader at the UNESCO Institute for Lifelong Learning, the 

significance of adult education should not be understated, especially considering the 

approaches to be adopted by Governments worldwide to achieve the UNESCO 2030 agenda 

on Education for All. In addition, some Caribbean Countries that are members of the 

Organization of the Eastern Caribbean States (OECS) view the increase in the dropout rate 
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among adult learners, as well as mental health and well-being issues, as issues plaguing adult 

education in the Caribbean region (Simon, 2021). 

One major challenge in adult education programs in the Caribbean Region is finance 

(Simon, 2021). Except for Jamaica, with its Human Employment and Resource Training 

(HEART)/National Service Training Agency (NSTA), all islands in the Caribbean Region that 

have Adult Learning and Education programs lack funds (Simon, 2021). To accommodate the 

inclusion of Funds in the budget, some islands, such as Antigua and Barbuda, have begun the 

process of entrenching lifelong learning into their education act (Simon, 2020). 

2.8 Summary 

Mixed-methods sequential explanatory research, which includes a combination of 

quantitative and qualitative approaches in the same study (Creswell, 2012) will be used in this 

research. Simple random sampling will be used, which gives every item in the population an 

equal chance of being selected (Ortlieb, 2017). Additionally, purposive sampling will be used 

to select the participants for the study who the researcher believes have the requisite knowledge 

and experience to provide information for the research (Dolores &Tongco, 2007). As such, a 

combination of questionnaires, interview schedules, and observation checklists will be used as 

data collection tools. The research will also use a theoretical framework of andragogy as 

advanced by Knowles (1980). 

 The research aims to provide documentary evidence on how adult education programs 

are managed. The key point is whether tertiary institutions in Antigua and Barbuda are being 

efficiently managed and meeting their objectives. No known study of this nature has ever been 

undertaken in Antigua and Barbuda. The conduct of this study would therefore be important to 

Antigua and Barbuda, as it will mark the beginning of research in adult education and lifelong 

learning. It will provide answers on how these adult education programs are managed.  There 
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is, however, a mere mention of adult education in Antigua and Barbuda’s Education Act (2008) 

and Revised Education Sector Plan 2022-2027.  

As O’Neil (2013) asserts, proper management and accountability of Adult Education 

programs are necessary, as they can help adult education learners continue their transition to 

lifelong learners. The researcher began conducting research in 2017 and used ProQuest, Ebsco 

Host, Eric, and Google Scholar, as well as search engines such as Google, Google Chrome, 

and Microsoft Bing. Filtering literature was done using abstracts. The researcher excluded most 

literature more than 5 years old, except for those deemed necessary for this research based on 

their relevant contribution to the body of literature in the field of adult education. Most of the 

selected literature focused on adult education and lifelong learning in the Caribbean. 

Moreover, articles from researchers such as Knowles (1984, 1980, 1968) and his theory 

of andragogy form the theoretical framework for this research. Having looked at several 

theories of learning, such as cognitivism, constructivism, and andragogy, as advanced by 

Knowles (1980), the theory of andragogy was selected since it was more broad-based and could 

be implemented in varying institutions. 

Different definitions of adulthood were explored in this research as espoused by 

researchers such as Lovell (1980), Herzog (2020), Guvar (2020), Wolf (2013), World Health 

Organization (WHO), as well as the Laws of Antigua and Barbuda Cap 11 S2 of the age of 

Majority Act 1984 (Antigua). This identifies the characteristics of the learners engaged in these 

programs based on the context in which they exist. However, the perspective of UNESCO 

(2015) is that adults are defined by their ability to adapt and perform sustainably when 

acquiring knowledge in their learning environment. Further, the expectation of adult learners 

based on their characteristics as adult learners was also examined. The expectations of these 

learners, as highlighted by researchers such as Knowles (1980), Ajailan (2015), and Lee et al. 

(2019), also formed part of the literature search, as they help concretize whether, indeed, adults 
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learn differently from children. The assumption of self-directed learning as a key component 

of adult learning, as advocated by Knowles (1980), has been highlighted in the literature. 

The significance of adult learners' self-directedness was further explored, as it is 

relevant to the management of adult learning programs. The concept, as espoused, is an age-

old one and could be helpful to managers and facilitators of adult education programs. Self-

directed learning has different conceptualizations, and Loeng (2020) advises against defining 

it in a single way to avoid confusion in its interpretation. 

Moreover, although self-directed learning will be helpful in both formal and informal 

contexts, it is necessary in a formal context. However, in formal settings, self-directed learning 

is facilitated by a facilitator rather than a teacher (Loeng, 2020). The attributes of self-directed 

learners are autonomy, self-awareness, and skill acquisition (Spencer and Jordan, 1999, as cited 

in Tekkel  and Demirel, 2018). Many models of self-directed learning exist, but Garrison's 

(1997) model posits self-management, cognitive ability, and learner motivation. Further, 

Brockett & Helmstra (1991, as cited in Rosales & Junithesmer, 2022) realize personal 

responsibility as the main factor in self-directed learning. Also, self-directed learning could be 

highly personalized based on individual goals or social context (Morris, 2019a). Being 

personalized based on individual goals could prove to be problematic, as it is aligned to a 

teacher-centered approach to learning. However, if based on social context, it will facilitate 

flexibility in adult learners' thinking as deemed necessary (Morris, 2019). 

Despite Knowles’s (1980) assumption about the self-directed nature of adult learners 

and its usefulness in adult education, Bashir (2016) asserted that not all adult learners are self-

directed and, based on their culture, might prefer a teacher-centered environment and be 

dependent on their facilitator for guidance. As also revealed by the literature review, some 

learners who are labeled as self-directed may not necessarily prefer to work alone and may 

require assistance from the facilitator (Chen, 2014). In addition, the definitions of adult 
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education provided by researchers such as Chang (2020) and Brown (2020) were examined to 

determine the nature of education that occurs within adult education programs. In comparison, 

researchers such as Brown (2020) assert that adult education can bring significant benefits to 

adult learners, equipping them with the skills needed to be productive citizens. Chang (2020) 

argues that it is often seen as supplementary education and not worth the financial investment 

in terms of marketability, competitiveness, and scientific definition (Chang, 2020). 

The concept of lifelong learning was also defined by researchers such as Iilic (2019) 

and Roosma & Soar (2017) better to understand its characteristics and their relationship to adult 

education. From the literature, Laal (2011) asserted that such learning occurs throughout one’s 

lifespan, and Billett (2018) suggested that individuals' choice to become lifelong learners is 

personal and influenced by their social context and other factors. 

 Additionally, since there is no known research on the effectiveness of the management 

of adult education programs conducted in Antigua and Barbuda, it was important for the 

researcher to compare how adult education programs are conducted in the Caribbean since 

Antigua and Barbuda was once a British colony like other Caribbean Islands. The researcher 

was desirous of determining if the programs in these territories are operated differently. There 

is no detailed up-to-date literature on adult education and lifelong learning in Antigua and 

Barbuda. The only mention of adult education was in the Education Act (2008) and in 

documentation from UNESCO’s meetings and conferences held about the Caribbean region. 

The literature also revealed that although adult education is embedded in the vision of the 

Ministry of Education in Antigua and Barbuda, there is no centralized overarching mechanism 

that governs the institutions. From the literature review, most countries of the Caribbean signed 

the Millennium Development Goal 4, which is promoted by UNESCO (2018), highlighting the 

need for countries in the Caribbean to “ensure inclusive and equitable quality education and 

promote lifelong learning opportunities for all by 2030 (UNESCO Institute for Statistics, 2018, 
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p.7). Adult education forms part of the inclusive and equitable quality education being 

promoted by UNESCO (2018). However, the literature indicates that most countries in 

CARICOM have not yet adopted the UNESCO (2015) definition of adult education, nor have 

they put in place policies to implement it (George, 2021). 

There is also mention of adult education and lifelong learning in the Education Sector 

Plan of Antigua and Barbuda 2022-2027, to make them part of the educational structure. To 

date, no attempts have been made to implement such a structure within the education system. 

 In the absence of literature, heavy reliance was placed on research by Ellis et al. (2000), 

which focused on adult education in the Caribbean region. This justifies the need for more up-

to-date research to be undertaken, and, more specifically, for this type of research to be 

conducted in Antigua and Barbuda. 

Since the research also focused on how the adult education programs in Antigua and 

Barbuda are managed, the historical perspective of management was examined and the 

management theories from the classical management school as subdivided by Hitt (2009) as 

scientific management theory, administrative management theory, and the bureaucratic 

management theory were examined the neo-classical management and systems theory as well 

and contingency theory from the modern management theory. The overarching management 

style used in adult education programs could have implications for how the programs are 

managed and, hence, for their success or failure. The management styles used, therefore, need 

to be noted and customized based on the institution’s individual context. 

Of significance to this research are also the barriers that prevent adult learners from 

enrolling in adult education programs or completing their studies. To this end, the literature 

generally spoke about barriers to education advanced by Cross (1981), Sheldon (2021) and 

Potter et al. (1992). These barriers are identified as situational, institutional, dispositional, and 

academic. Such barriers can demotivate adult learners, and hence the relationship between 
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motivation and barriers, as posited by Brophy (2010), was also examined. The role of neo-

liberalism, as postulated by Rubenson et al. (2009, as well as social origin, as articulated by 

Desierto et al. (2021), also formed part of this research. In this regard, the effect of the highest 

level attained by the parents of adult learners was examined to assess its impact on adult 

learners engaged in the learning process. 

 As adult learners in Antigua and Barbuda do so in a different context or environment, 

completing this research will give a different context in which barriers to adult learning will be 

explored. It would ascertain whether the factors deemed barriers in the literature review are 

similar to those affecting adult learners in Antigua and Barbuda from enrolling in adult 

education programs. In addition, motivation was explored in the literature as espoused by 

Wlodkowski et al. (2017). Therefore, it will also be shown whether the same factors in Antigua 

and Barbuda that motivate adult learners are the same factors affecting adult learners generally. 

Another aspect of the literature review that has significance to this research is the way 

social origins, such as the education of parents, the social status and class, as well as the income 

of individuals as posited by Erikson (2019) affect adult learners’ ability to access information 

and the extent to which it is prevalent in Antigua and Barbuda. Once the research is completed, 

this will be added to the body of literature on social origin. 

From the review of the literature, it is evident that research is needed in Antigua and 

Barbuda, and much more needs to be done to ensure that adult education and lifelong learning 

are adequately documented. 

The following section will focus on the research methodology. 
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CHAPTER 3: RESEARCH METHOD 

3.0 Introduction 

Over the years, no attempt has been made to determine if the adult education programs 

are efficiently managed and produce learners who are motivated to continue learning. The 

problem in Antigua and Barbuda with tertiary institutions is that there is an annual budget that 

allocates money to institutions that promote such learning. However, there is no known 

evidence that attention is paid to how these programs are managed or to the impact on learners' 

ability to continue their learning. The budgetary injections on an Annual basis in Antigua and 

Barbuda are quite significant, ranging from 11,142,705.95 in 2018 to 10,025,175.96 in 2023 

(Ministry of Finance 2018, 2023). Notwithstanding the large capital injection in adult education 

institutions, adult education is not emphasized and/or promoted in the budget. No line speaks 

to Adult Education, but there are line items in place for the different institutions by name. 

Politicians and other government agencies in Antigua and Barbuda would not specifically 

discuss adult education, but would instead highlight the allocation for each institution.  The 

question is how adult education is being managed and developed in Antigua and Barbuda, and 

what benefits are being derived from these institutions.  

This sector in Antigua and Barbuda does not align with the worldwide standards posited 

by Dima et al. (2018).  As such, adult education is intricately linked with having a population 

with the requisite skills and knowledge to compete in the global environment. It can be 

reasoned, therefore, that some emphasis should be placed on the efficient management of adult 

education programs. This necessitates the development of lifelong learning models that foster 

continuous knowledge acquisition, contributing to the overall development of individuals and 

the societies in which they live (Dima et al., 2018). 

While these programs are funded annually, there is no known tracking and 

documentation of their success. Without proper monitoring of these programs, the justification 
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for yearly capital injections is not well understood. More must be done to ascertain how well 

the programs are managed and to determine whether they meet their objective of motivating 

learners to continue learning. This lack of information could retard any improvements to the 

programs and could well be deemed a waste of resources by government policymakers. It is, 

therefore, significant that government policymakers be better informed to make more 

meaningful decisions about filling any deficiencies in the programs once a determination is 

made about how they contribute to Antigua's social and economic development.  

This research aims to fill the gap by justifying the provision of annual funding and by 

providing documentary evidence of the programs' efficiency. Adult education is also deemed 

important worldwide and in Antigua and Barbuda’s society, as it is believed that successful 

adult learning can stimulate further learning among adult learners (Motschilnig, Thone-Geyer, 

&Kil, 2012). Additionally, as further highlighted by Motschilnig et al. (2012), proper adult 

education can lead individuals to develop personally and, in their societies, socially and 

economically. In support of the importance of successful adult education programs, UNESCO 

(1997) also believes that such programs can produce citizens who can contribute to the socio-

economic development of countries. 

 It was also imperative to evaluate the factors that could affect the proper functioning 

of adult education programs. One such factor to be explored is the theory of andragogy as 

postulated by Knowles (1984). Furthermore, the factors that motivate adult learners, as posited 

by researchers such as Knowles, Holton, & Swanson (2014), Wlodkowski et al (2017), and 

Cross (1981), were also examined to determine the extent to which adult learners in Antigua 

are motivated to learn.   Moreover, different theories about barriers to adult learning, as 

highlighted by a myriad of researchers and organizations such as Cross (1981, 1984); Rogers 

(1996); Rubenson & Desjardins (2009), and Social Research and Demonstration Corporation 

(2019), were explored to determine the barriers that could confront learners as they engage in 
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the adult education programs. As such, an examination of the curricula and gradebooks was 

conducted using the curricula used in the adult education programs, students’ records, and 

relevant adult education literature. The effects of socio-economic factors, such as gender, and 

the highest level of education attained by the adult learners' parents, were scrutinized to assess 

their impact on learners in Antigua transitioning into lifelong learning. Such an exploration 

will form the basis for understanding the importance of undertaking this research. 

This research aimed to explore and provide documentary evidence on the status of the 

management of the adult education program in 3 tertiary institutions in Antigua and Barbuda. 

How data was collected and analyzed was significant to the methodology used in the research. 

This research used a mixed methods approach. However, the researcher was aware that certain 

factors needed to be taken into account to address potential challenges. As indicated by Guest 

(2013, as cited in Adu et al.2022), the primary one centers on the different terminologies used 

to describe mixed methods approaches. It is believed that the terminology used to describe 

these designs could lead to confusion. 

The researcher selected the sequential mixed methods design because it facilitated the 

collection of data from multiple sources within the same study (Dawadi et al., 2021). This 

approach allowed the researcher to collect quantitative data, which were used to inform the 

qualitative data (Wambugu & Njoroge, 2021). The approach also provided rich insights into 

the situation under investigation (Poth &Munce, 2020). The qualitative aspect of the research 

addressed the research questions that sought why and how answers in the study (Cleland, 

2017), as well as gained an in-depth understanding of the innermost feelings of the adult 

learners, facilitators, managers, and Ministry of Education officials (Percy et al., 2015). 

Alternatively, the collection of quantitative data in this research helped the researcher to obtain 

measurable data, thereby contributing to the expansion of the research (Dawadi et al., 2021). 

Additionally, a review of the curricula and the gradebook was conducted. It entails examining 
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written documents to clarify a phenomenon under investigation (Aydeniz & Süleyman, 2021). 

The researcher identified common threads in adult learners' curricula, suggesting that they were 

being taught differently from children, and documented these. In addition, the grade books of 

selected learners were examined to determine their performance levels. 

This chapter provides information on the research method and design. It describes why 

the mixed methods approach, in particular the sequential explanatory mixed methods approach, 

was more appropriate for this research and why this Mixed Methods approach was selected 

over other available methods. The chapter also highlights the population of adult learners and 

facilitators for research, as well as the techniques and steps used to select the samples. In 

addition, the researcher conducted a document review of the curricula and gradebooks of adult 

learners to determine the roles they played in transitioning them into lifelong learners. 

Therefore, a discussion will be held about the review of these documents. Moreover, the 

researcher will further discuss the research tools used in this research, such as questionnaires 

and interview schedules, as well as their development.  This chapter also discusses the ethical 

principles that must be adhered to in undertaking this research. In addition, the data collection 

and analysis processes are critical to this research, and the researcher will highlight the 

procedures used. 

        The following section will highlight the research approach and design to be adopted. 

3.1 Research Approach and Design 

The philosophical perspective of a researcher is significant to the research method 

(Brian, 2012, as cited in Dawadi et al., 2021). As such, the researcher chose two major research 

paradigms of positivism and interpretivism. From the positivist perspective, the researcher 

views research as the acquisition of knowledge based on facts that can be quantified and 

verified. Therefore, this necessitated the use of quantifiable tools to gather data in research 

(Dawadi et al., 2021). For this research, the determination of socioeconomic factors such as 
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age, gender, and social origin as well as the extent to which social barriers hindered adult 

learners transitioning to lifelong learning, necessitated that quantifiable data be collected and 

interpreted using quantifiable means. Moreover, adult learners were given a closed-ended 

questionnaire asking about their experiences in the adult education program. 

On the other hand, from an interpretivist perspective, the researcher holds that there is 

more than one reality and that reality is shaped by how individuals view it (Brian, 2012, as 

cited in Dawadi et al., 2021). Data focused on the experiences of adult learners, facilitators, 

managers, and Ministry of Education officials, how they felt about the adult education 

programs, and the impact of these programs on their transition to lifelong learning. The thrust 

of this aspect of the research was to help the researcher better understand the operations of the 

adult education programs (Dawadi et al, 2021). 

The nature of this research, therefore, required a two-pronged approach to data 

collection. The researcher chose a mixed-methods research design to obtain a wide range of 

perspectives, especially from adult learners. This ultimately resulted in an in-depth 

understanding of the research problem (Leavy, 2022). While the researcher collected 

quantitative data on adult learners, the researcher believed that getting different perspectives 

from the adult learners, facilitators, heads of Institutions, and Ministry of Education Officials 

enhanced the quantitative data with detailed descriptions (Creswell & Creswell, 2018). If used 

unilaterally, the qualitative data would not be adequate to make generalizations about the 

population of adult learners (Sakata, 2022). Many mixed-methods research Designs were 

examined before the researcher selected a design. The researcher first decided to use a mixed 

methods approach because it had been used previously in educational research (Vivek et al., 

2023). According to Creswell (2012, as cited in Vivek, 2023), several factors must be 

considered when selecting a mixed-methods research design. The researcher selected the mixed 

methods design based on 1) the data that was given greater precedence, 2) how the researcher 
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analyzed the data, and 3) whether the data was mixed during the collection phase or the analysis 

phase. 

Considering the factors above, the researcher collected the data sequentially to enhance 

the validity of the data collected in the quantitative phase (Creswell & Plano Clarke, 2018). As 

such, several core mixed methods approach, as advanced by Creswell & Plano Clarke (2018), 

were examined: the sequential explanatory design, the sequential exploratory design, the 

convergent parallel design, the embedded design, and the transformative design. With the 

mixed-methods sequential explanatory design, quantitative data will be collected and analyzed 

in the first phase, and qualitative data will be used to explain the quantitative data (Creswell 

&Plano-Clarke, 2018). Also, this design would add validity to the research at each phase, since 

the data collected in the quantitative phase of the study would be handled separately from those 

collected in the second phase.  The data in the second phase would then be used to explain the 

quantitative data. Alternatively, the sequential exploratory design involved collecting and 

analyzing qualitative data in one phase, followed by collecting quantitative data in the second 

phase. This phase would be used to validate the findings from the first phase's qualitative study. 

Like the Sequential Explanatory Design, this design was time-consuming; however, it could 

also have helped the researcher gain a deep understanding of the phenomenon under 

investigation.  

Moreover, this research design also required time to implement because the phases are 

executed sequentially. However, the quantitative phase can be clarified by the data collected in 

the qualitative phase (Creswell & Plano, 2018). Moreover, the convergent design allowed 

qualitative and quantitative data to be mixed, with the results triangulated. This approach would 

enable the concurrent collection and analysis of both qualitative and quantitative data, allowing 

for separate analysis using techniques relevant to each type of data (Creswell & Plano Clark, 

2018). Furthermore, although this approach highlighted the strengths of both methods for this 
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research, integrating them would be challenging. The embedded design utilizes both qualitative 

and quantitative approaches in a balanced way, but maintaining that balance could prove 

difficult, potentially affecting the research’s integrity. The transformative design would also be 

challenging to implement, as it could necessitate additional resources (Sakata, 2022). 

Notwithstanding this, Sakata (2020) articulates that this design allows for the integration of the 

research undertaken and social action 

All methods described have pros and cons, but the researcher chose to use the Mixed 

Methods Explanatory Sequential Design because it allowed the researcher to delve into the 

feelings of adult learners, facilitators, heads of institutions, and Ministry of Education Officials, 

which outweighed the disadvantage of its time-consuming implementation. As further 

articulated by Creswell (2015), the researcher also selected this design because it is widely 

used in educational research. Additionally, the researcher selected this design because it 

enabled adequate investigation of the efficiency of how adult education programs are managed 

from different perspectives.  to corroborate the results from the quantitative phase and to give 

a more in-depth explanation of the results attained. Furthermore, it added credibility to the 

selection, as it was used in a study by Salloum et al., (2019) to determine how literacy programs 

affect children's reading abilities. It was also used in a Study by Matthews and Lopez (2020). 

Having explored the designs, the next section will focus on how the design is laid out. 

3.1.1 Research Design 

Using design in research will facilitate the availability of information about the research 

process (Creswell, 2014). Having selected the Explanatory Sequential Mixed-methods Design, 

the researcher laid out the research steps. 

After gaining approval from UREC and before embarking on the data collection 

process, the researcher sought permission from the Heads of the institution by issuing a 

Gatekeeper’s letter (Appendix C). This letter sought assistance with providing a list of all adult 
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learner participants who are 20 – 40 years old from each institution who qualify to be selected. 

For the quantitative aspect of the research, which entails completing a questionnaire by the 

adult learners (Appendix F), a sample of 50 adult learners from each institution was selected 

using simple random sampling. Questionnaires were then administered to adult learners for 

completion face-to-face. 

The participants are enrolled in all three tertiary institutions in Antigua and Barbuda. 

For the interviews, approximately eighteen adult learners were drawn from each tertiary 

institution using purposive sampling.  Participants were interviewed in the environment in 

which they function daily. Further, participants were requested to share their experiences with 

the adult education programs in which they are enrolled. The curricula of the adult learners 

were then examined to determine whether they differed from those used to teach children and 

whether the core activities and writing suggested a student-centered approach to the teaching 

and learning environment. 

The steps are given below. 

Phase 1 

1. The researcher issued a questionnaire to 150 adult learners face-to-face. These adult 

learners were selected using simple random sampling from a sampling frame of 300 

adult learners aged 20 to 40. The data collected was analyzed, and any anomalies 

highlighted were clarified in phase 2. 

Phase 2 

2. The semi-structured interview schedules were used to interview the 18 adult learners,  

18 facilitators, 3 heads of institutions, which comprise all the heads of institutions, and 

2 Ministry of Education. The data from the qualitative phase were analysed manually  

using codes and themes (Saldana, 2021). 
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3. The results from the second section of the qualitative phase, which consists of the grade 

books and curricula, are also analyzed using a predetermined rating sheet. 

The results from Phase 1 and Phase 2 are then triangulated. According to Munafò and 

Davey Smith (2018), the results from Phases 1 and 2 will be integrated. 

The steps undertaken in the sequential Explanatory Mixed Methods Design is now  

shown diagrammatically in Figure 1. 

Figure 1 

Explanatory Sequential Mixed Methods Design

 

3.2 Population and Sample of the Research Study 

It is not always possible to carry out research on an entire population and therefore 

sampling is undertaken. This process involves the selection of participants of research which 

could be individuals or objects (Aubrey, 2019). Added to this, the correct sample size must be 

selected and to ensure that this is done, the researchers used Raosoft (2004) to calculate a 

sample size. The sample was therefore calculated using a 90% confidence limit and a 6% 

margin of error and 50% distribution. 

Prior to collecting data, the researcher established a schedule as well as the process for 

data collection as shown in Table 2. This was used as a guide for the researcher during data 

collection. 

  



101 

Table 2 

Process of Collecting Data 

 

Activity Time Allotted 

 

Creation of instruments Weeks 1 – 3 

UREC Application Weeks 4 – 7 

Scheduling meetings with participants. Receive verbal 

approval from participants. 

Week 8 

Issuing of Questionnaires/Questionnaires Weeks 9 -10 

Tabulation of Data from questionnaires  

Week 

 

11 

Analysis of Data from questionnaires Weeks 12-13 

Adjustment to the semi-structured instrument to include data 

from a questionnaire that needs further explanation. 

Week 13 

Collection and analysis of responses from the interview 
schedule using codes and themes. 

Weeks 14 – 15 

Triangulation of results Week 15-,16 

 

The researcher tried to follow this guide as closely as possible, given time constraints. 

Sometimes, the researcher had to repeat processes due to unforeseen circumstances 

encountered by participants. 

Additionally, prior to collecting data, the researcher established the sampling frame. 

The research target sampling frame was 300 year-one adult learners aged 20 – 40 years taken 

from 3 tertiary institutions in Antigua and Barbuda. The adult learners selected were between 

the ages of 20 and 40 years as they are deemed more mature and would possibly respond more 
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accurately to the questions being asked. The adult learners comprising the sampling frame for 

each institution are listed in Table 3. The breakdown of adult learners by institutions is as 

follows: Antigua State College, 135; Antigua and Barbuda Institute of Continuing Education, 

112; and Antigua and Barbuda International Institute of Technology, 53. The allocation of adult 

learners was further broken down by gender.  

Table 3 

Distribution of Adult Learners by Gender and Institution 

 

 

A sample of 150 adult learners was then selected from the sampling frame of 300 adult 

learners who were given the close-ended questionnaire to complete. Further, 18 adult learners 

were also selected for the research using purposive sampling, 6 from each adult education 

institution. Six facilitators, from each adult education institution were also selected to be 

interviewed using purposive sampling. Apart from the wealth of knowledge about adult 

education possessed by the facilitators, a benchmark of at least 5 years of experience working 

in an adult education institution was used in the selection of the participants. 

The allocation of facilitators is illustrated in Table 4 below. 

 

Name of Institution Allocation of population 

For adult learners 

Allocation of 

population by gender 

 
M F 

Antigua State College 135 55 80 

Antigua and Barbuda Continuing 

Institute of Education (ABICE) 

112 47 65 

Antigua and Barbuda International 

Institute of Technology. 

53 19 34 

Total 300 121 179 
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Table 4 

Distribution of facilitators by institutions 

 
Name of Institution Allocation of the 

population of 

Facilitators 

Antigua State College 20 

Antigua and Barbuda Continuing Institute of Education 

(ABICE) 

20 

Antigua and Barbuda International Institute of Technology 15 

Total 55 

 

Limited input from the heads of institutions was sought to assist in selecting adult 

learners and facilitators, as they would know the ages of adult learners and the years of 

experience of facilitators. However, the researcher did not rely on the heads of institutions to 

select these participants. Selection was also based on their willingness to be interviewed. 

These adult learners and facilitators were interviewed using a semi-structured interview 

schedule (Appendix F). Based on the selection criteria, the adult learners should have a good 

understanding of the study's objective. They would be able to make a meaningful contribution 

based on their own experiences (Etikan & Bala, 2017). Likewise, the 18 facilitators were 

selected from a pool of 55.  These were selected from the pool of facilitators from all three 

adult education institutions using a purposive sample, since they were deemed to possess the 

answers sought by the researcher. 

All three managers of the adult education institutions, as well as the two Ministry of 

Education Officials, were interviewed by the researcher since the number of participants is 

small. The researcher also administered a semi-structured interview schedule to these two sets 

of participants once they consented to participate in the research. The objective of conducting 
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interviews with adult learners, facilitators, Heads of Institutions, and Ministry of Education 

officials was to delve into their experiences and gather their opinions and feelings about how 

these programs are managed. Using interviews, the researcher also sought to gain a clear 

understanding of any situations that affected adult learners, in particular, before and during 

enrollment in the institution. 

This mixed-methods research used a quantitative approach, and the researcher will 

further clarify how it was applied.  From the total number of 300 adult learners calculated in 

Table 3, a random sample of 150 adult learners aged 20 to 40 was selected from all tertiary 

institutions. The steps in selecting a sample, as adopted from Taherdoost (2016) are as follows: 

1. Defining the target population 

The target population was adult learners enrolled in the 3 adult education institutions. 

2. Selection of the sampling frame 

Selection of those adult learners between the ages of 20 and 40. 

3. Determination of sample size 

The sample size was calculated using Raosoft (2004). 

4. The sampling technique was then selected 

Simple random sampling or probability sampling was applied. To select the sample, a 

list of participants in the sampling frame from all institutions was assembled, and 

participants were randomly selected and arranged by surname in alphabetical order. 

Each participant was assigned a number between 0 and 1 using Excel. A random 

number was aligned with each name, after which the list was sorted by name and 

random number. The names selected formed the sample. 

5. Collection of data 

Data was collected using a questionnaire instrument. 

6. Assess the response rate 
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The rate of response of participants completing the questionnaire was assessed. One 

hundred and forty-seven participants out of 150 completed the questionnaire. This gives 

a completion rate of 98%. 

In the qualitative aspect of the study, non-probability sampling was used to select 

participants. The sampling technique and the criteria for selecting adult learners, 

facilitators, Heads of institutions, and Ministry of Education Officials will be discussed 

in more detail below. 

Non-probability sampling was used for the qualitative part of the mixed-methods 

research. Despite the subjective nature of non-probability techniques, the researcher used this 

method because it would have been impossible to randomly select participants capable of 

providing helpful information about their lived experiences in adult education programs 

(Staller, 2021). Non-probability sampling methods were therefore used to select participants 

for the qualitative aspect of the study, which comprised interviews and the examination of the 

records of the learners.’ Non-probability sampling allowed the researcher to use judgment in 

selecting participants for the sample (Etikan & Bala, 2017). The researcher, therefore, had the 

autonomy to select participants in the sample who are knowledgeable about adult education 

programs and are equipped to provide answers to the research questions being probed. (Bernard 

2001, as cited in Etikan et al., 2017). The age and gender of the participants were also taken 

into consideration, as the researcher wanted to hear the experiences of learners who were 

mature enough to provide honest responses (Ravitch & Carl, 2016). Furthermore, the 

researcher thought it important to select a mixed-gender group comprising males and females, 

as their perspectives on the program experiences might differ (Ravitch & Carl, 2016). 

A purposive sample of 18 facilitators, 6 from each of the tertiary institutions, was 

selected by the researcher in consultation with the managers of the adult education institutions. 

The number of facilitators was drastically reduced, as in some cases the same facilitator taught 
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more than 1 course and an adult class.  However, all 3 managers of adult education institutions 

and 2 Ministry of Education officials were used in the sample and were interviewed by the 

researcher. The researcher deemed the number of participants in the purposive sample 

adequate, following the suggestion of Roberts et al. (2019), who argue that if at least 6 

participants are selected, analysis of the experiences of adult learners and other participants 

will be adequate. In comparison, Percy et al. (2015) suggested that a sample size of 8 to 15 

adult learners is acceptable to ensure flexibility in meeting the minimum number of participants 

required. Such a sample size will also ensure that enough adult learners are interviewed to 

highlight common themes in their responses about their experiences, as well as to reach data 

saturation (Percy et al., 2015). Additionally, although data saturation varies with the type of 

data collected and the scope of the research, 8 to 15 is a recommended sample size to allow for 

data saturation (Drisko, 2019). Further, the researcher thought it was best to increase the sample 

size by 3, to accommodate the lack of data saturation in the responses. 

After selecting the purposive sample, the researcher used a semi-structured interview 

schedule to collect data from 18 adult learners (6 from each tertiary institution) and 18 

facilitators (6 from each institution). An interview schedule with open-ended questions was 

used as a guide throughout this process of gathering information on how adult learners, 

facilitators, and Ministry of Education Officials perceive adult education programs. 

The data collection, therefore, involved the researcher interviewing the adult learners, 

facilitators, Managers of the adult education programs, and Ministry of Education officials 

using a semi-structured interview guide consisting of approximately 12 questions. Prior to this, 

150 adult learners were given a questionnaire to complete. In the interest of time constraints in 

data collection, some questionnaires were also given to faculty members at adult education 

institutions for distribution, and they ensured that the questionnaires were completed by 
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participants and returned to the researcher. This ensured an almost 100% completion rate of 

the questionnaires, which were then returned to the researcher. 

In addition to the interviews conducted, an analysis of the curricula created between 

2019 and 2022 for the three adult learners from each institution was conducted, as these would 

have been the most up-to-date curricula used. The researcher examined the descriptions in the 

curricula, course content, course organization, course objectives, and course outlines to 

determine whether they reflected teacher-centered or student-centered teaching and learning 

environments. Moreover, the grade books for the three adult learners from each of the three 

adult learning institutions were analyzed to assess their performance and success while enrolled 

in the programs.  

The researcher took several steps before collecting data, which were necessary to ensure 

the research was properly carried out. The researcher will therefore highlight these steps. 

After getting approval from the UREC committee of UNICAF and before issuing the 

questionnaires and conducting the interviews, gatekeeper letters as shown in (Appendix C) 

were sent to the heads of institutions by the researcher requesting permission to undertake the 

study. The gatekeeper’s letter (is) also (seeking) sought permission from the heads of 

departments for their assistance in distributing the questionnaires to the adult learners and 

facilitators. The researcher then called a meeting with all participants to inform them about the 

research, following which they were asked to sign the informed consent form (Appendix D). 

A separate meeting was held with the managers of the adult education institutions, and they 

likewise were briefed about the research and asked to sign the informed consent form. In 

addition to meeting with the participants in person, the researcher also sent emails explaining 

the research to all participants. 
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The way data is collected and the tools used to collect data are of significance to the 

authenticity of any research. As such the research tools used in this research will now be 

discussed in the next section. 

3.3 Materials/Instrumentation of Research Tools 

This research aims to investigate the efficiency of the management of adult education 

programs in Antigua and Barbuda to ascertain whether they are adequate for transitioning 

learners to lifelong learning. Since adult learners are deemed to learn differently from children, 

the extent to which andragogical principles were embedded in the curricula and teaching and 

learning environment will be examined.  The research used a mixed methods approach, which 

entailed collecting both quantitative and qualitative data within the same study (Creswell & 

Plano-Clarke, 2018).  Data was collected from adult learners, facilitators, heads of institutions, 

and Ministry of Education officials.  A review of curricula and grade books was also 

undertaken. 

A questionnaire was used to collect data from adult learners. As indicated by Akinci & 

Saunders (2015), the use of this instrument facilitated the researcher's collection of data from 

a large number of participants. It also allowed each respondent to answer the same set of 

questions in an order that was determined by the researcher Devaus (2002, as cited in Akinci 

& Saunders, 2015).  The researcher used the questionnaire to collect preliminary data from 150 

adult learners aged 20 to 40, randomly selected to participate in the study. The use of a 

questionnaire allowed the researcher to capture the thoughts and experiences of the adult 

learners using a slightly different approach, which did not require a depth of understanding. 

The questionnaire collected demographic data on adult learners, including gender, age, years 

of service, position, and socioeconomic status, to determine whether these factors might have 

influenced their perspectives on the programs. Data from the questionnaire helped the 

researcher determine the percentage of learners who transition from secondary to tertiary 
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education and their intentions after completing their studies. One limitation of using 

questionnaires is that the researcher will not be sure whether the data collected are accurate 

(Rowley, 2014).  Furthermore, to ensure a high return rate for the questionnaires, the researcher 

distributed them face-to-face. 

 In addition, Interviews were conducted with adult learners, facilitators, Heads of 

Institutions, and Managers of Educational Institutions.  Interviews are a valuable tool compared 

to questionnaires when seeking clarity on aspects of a questionnaire that need clarification 

(Rowley, 2014).  It is also helpful since the researcher can select interview participants who 

are in a position to understand and answer questions about a situation.  Moreover, a document 

review of curricula and gradebooks was conducted. 

3.3.1 Questionnaire for Adult Learners 

 The researcher used the questionnaire to collect preliminary data from 150 adult 

learners aged 20 to 40, randomly selected to participate in the study. The use of a questionnaire 

allowed the researcher to capture the thoughts and experiences of the adult learners using a 

slightly different approach, which did not require a depth of understanding. The questionnaire 

collected demographic data on adult learners, including gender, age, years of service, position, 

and socioeconomic status, to determine whether these factors might have influenced their 

perspectives on the programs. Data captured from the questionnaire will assist the researcher 

in determining the percentage of learners who transition from secondary to tertiary education 

and the learners' intentions once they complete their studies. 

The researcher sought a questionnaire that had already been used by another researcher 

and found an instrument developed and used by Sides (2021) to collect data for her research. 

The researcher then sought permission from Sides (2021) to adopt and modify the questionnaire 

to suit the research being undertaken (Appendix E). The questionnaire comprises four sections, 

ranging from A to D, and took approximately 15 minutes to complete (see Appendix F). Section 
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A seeks to gather demographic information from adult learners. This information is deemed 

necessary because it could affect their responses to their experiences. Section B of the 

questionnaire seeks to capture the learning experiences of adult learners, so the researcher can 

assess whether they are motivated to continue their learning. Additionally, Section C asks 

questions about barriers encountered before and after enrolling in adult education programs. 

This would provide insights into adult learners’ motivation for continuous learning and whether 

they experienced inhibiting factors to learning. In Section D, which is the final section of the 

questionnaire, the focus was on the efficiency of adult education institutions. It sought to 

provide answers about whether adult education programs are meeting their objectives and 

about the effect on adult learners' transition into lifelong learning. 

After obtaining permission from Sides (2021; see Appendix E) and confirming the 

reliability and validity of the research instruments, the researcher decided to complete the 

questionnaires face-to-face, as this ensured a higher return rate than online completion. Also, 

the researcher decided to use most of the demographic information in the questionnaire, such 

as age, gender, educational attainment, and the social status of adult learners, to determine 

factors that motivate or inhibit their enrollment in adult education programs. The use of this 

information also facilitated the researcher's comparison of learners who enrolled in these 

programs with learners who are likely to continue their learning. Further, to determine the level 

of motivation of the adult learners, as adopted by Sides (2021) and the Readiness to Learn 

Questionnaire, the researcher thought it best to use this model with slight modifications. The 

Readiness to Learn Questionnaire was developed by Smith et al. (2016) and tested and 

validated with a group of adults in the United States, and was found to be reliable. The 

validation of the questionnaire was completed by Roessger et al. (2020). In addition, the 

Readiness to Learn (RTL) scale was reliable for assessing whether adult learners were 
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motivated to learn and, perhaps, to continue learning through andragogy in their teaching and 

learning (see section B of the Questionnaire). 

After making modifications, the researcher gave the questionnaire, along with the 

research questions and purpose, to a group of 5 adult education facilitators who are subject 

specialists and asked them to critique the questions for clarity. They were also asked to 

comment on whether the questionnaire questions were in keeping with the research questions 

and objectives. Subsequently, after receiving their feedback, slight modifications were made, 

and the questionnaire, along with the research questions and the purpose of the study, was once 

again given to another group of five experts, who were asked to highlight any aspects of the 

questions that were not clearly stated. Two groups of students were then recruited to complete 

the questionnaire at different times after the researcher explained the study and requested their 

consent to pilot the questionnaire instruments. These groups of students were not participants 

in the research. Once the questionnaire was completed, the responses of both groups were then 

compared to determine if any anomalies existed. Any anomalies found were sorted, and 

amendments were made to the questionnaire. Also, the questionnaire was reviewed by five 

faculty members to ensure that no ambiguous items were included. This was necessary because 

the researcher sought to ensure that the content was reliable and valid after some tweaks to the 

questionnaire (Sides, 2021). 

As part of the mixed-methods research, the qualitative phase consists of interviews 

conducted to gain a deeper understanding of the phenomenon under investigation. 

3.3.2 Interview Schedules 

The semi-structured interview schedule with 12 open-ended questions was used as a 

guide when collecting data for questions one and four.  It sought to determine whether the adult 

education programs in Antigua and Barbuda are efficiently managed and achieving their 

objective of transitioning learners into lifelong learning. The interview was selected as suitable 
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for questions that explore individuals' experiences (Braun & Clark, 2013). Also, as postulated 

by Creswell (2015), using interviews in research creates the potential for previous findings to 

be expanded and developed. Further, as articulated by Bearman (2019), the interview will 

facilitate the collection of data that will give the researcher firsthand access to the participants' 

feelings and perceptions of the adult education programs. Most importantly, interviews allow 

participants to express themselves freely because of their conversational nature (Kvale & 

Brinkmann, 2015). 

The curricula and gradebooks of adult learners were also examined. Mertens (2020) 

recommends conducting group interviews to motivate participants who are afraid to respond 

when interviewed individually; however, the researcher felt that the interviewees would be 

more open and truthful in their responses if they were interviewed individually. The use of a 

semi-structured interview schedule during the interview process enabled the researcher to 

gather information relevant to the research questions under investigation (Mertens, 2020). It 

was also used to deepen understanding of adult learners' experiences (Bearman, 2019). For this 

study, different semi- structured interview schedules were constructed for each group of 

participants. The number of questions for each semi-structured interview schedule was 13 for 

adult learners, 12 for facilitators, 11 for managers, and eight for the Ministry of Education 

officials. Each interview should last for approximately 20 minutes. After searching ProQuest 

and the ERIC Database for dissertations and other research, the researcher found an interview 

schedule that could be adapted for this research.  

The researcher then sought permission from Kirk (2019), a graduate who completed 

her doctoral dissertation and had previously used the interview schedule in her research 

(Appendix E). Upon receiving permission, the researcher made a few modifications to the 

interview schedule and adopted it for use in the research. In addition, as recommended by 

McGrath et. al. (2019), to ensure the suitability and fitness of the research schedule, the 
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researcher conducted test interviews involving two facilitators and two adult learners to ensure 

that the language used on the interview schedules was clearly understood by all participants as 

well as to ensure that the researchers’ listening skills are adequate.  

Further, as asserted by Bearman (2019), to ensure that the semi-structured interview 

schedule was effective, the researcher made sure that 1) the interview schedule was in keeping 

with the research questions being investigated (2 the interview schedule was organized in such 

a way to encourage conversation between the researcher and the participant and 3) the interview 

schedule was tried and piloted before being used. Moreover, each semi- structured interview 

schedule collected demographic information of each participant as the demographics could 

play a role in how the experiences in the adult learning programs are perceived. The 

demographic information was collected using closed-ended questions on the interview 

schedule. In contrast, the other questions were open-ended, giving the respondents latitude to 

respond based on their perception of the phenomenon and in more detail (Leggett, 2017). 

Interviews were conducted in person, and all the participants in the research were given the 

same questions (Faulkner & Faulkner, 2019).   

3.3.2.1 Adult Learners.  The semi-structured interview schedules for adult learners 

(Appendix F), both have two sections. The first section presents demographic data on the 

participants and includes eight questions that focus on adult learners’ experiences with adult 

education programs. It specifically examined how adult learners felt about the programs and 

their motivation to continue learning (Appendix F). Adult learners who participated in the 

interview were required to be between 20 and 40 years old.  

3.3.2.2 Facilitators.  The semi-structured interview schedule for the facilitators also 

comprised two sections.  The facilitators selected for the interview using purposive sampling 

were required to have at least 5 years of work experience in an adult education institution. The 

interview schedule consisted of 12 questions (Appendix F). 
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3.3.2.3 Heads of Institutions. Moreover, the semi-structured interview schedule for 

Heads of Institutions (see Appendix F) solicited responses regarding their feelings about their 

programs and how they are managed. The interview schedule also requested responses about 

the curricula used and the barriers to enrollment faced by adult learners. The Heads of 

Institutions were also asked about their views on the contribution that adult education programs 

make in their country.  

3.3.2.4 Ministry of Education Officials.  Moreover, the semi-structured interview 

schedule for managers (Appendix F) comprises eight questions soliciting responses regarding 

their feelings about their programs and how they are managed. The interview schedule also 

requested responses about the curricula used and the barriers to enrollment faced by adult 

learners. The managers were also asked about their views on the contribution that adult 

education programs make in their country. The viewpoint of the overarching body for adult 

education, the Ministry of Education, represented by its officials, was also sought (see 

Appendix F). They were asked to elaborate on their experiences with the adult education 

programs in Antigua and Barbuda, compared to those in Jamaica or other Caribbean countries. 

3.3.3 Document Review 

In addition, it will also be necessary to collect secondary data from existing sources 

(Boslaugh, 2007), such as curricula and student gradebooks, to establish patterns of 

performance. This will also help answer questions 1, 2, and 3. An analysis of three curricula 

and three grade books for students was conducted (Appendix F). This was undertaken to 

determine whether andragogy was built into the curricula and whether their performance levels 

could suggest a high level of motivation for the programs. 

3.4 Operational Definition of Variables 

Operational definitions define variables and give meanings (Kerlinger & Lee, 2000).  

As such, researchers need to choose operational definitions of the variables intended to be 
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studied (Furlong et al., 2000).  The focus of this research is to investigate the efficiency of the 

management of the adult education programs and its effect in transitioning learners into lifelong 

learning in Antigua and Barbuda.  In this regard, the operational definitions were necessary to 

measure the data collected and to give a clear definition to avoid uncertainty (Slife et al., 2016)  

This mixed-methods research has the overall objective of determining whether adult 

education programs are managed in ways that support learners' transition to lifelong learning. 

In the quantitative aspect of the research, variables are used to examine, measure, and describe 

aspects of a sample, enabling interpretation (Andrade, 2021). As highlighted by Leacock et al. 

(2015), variables can be described as “conditions or characteristics that the researcher 

manipulates, controls, or merely observes. Variables can take on different values.” (pg. 33). A 

further categorization of variables, as articulated by Andrade (2021), that will be used in this 

research is dependent and independent. Dependent variables are those that depend on the 

independent variables.  

In contrast, variables that can be manipulated and thereby directly affect the dependent 

variable are referred to as independent variables (Andrade, 2021). As such, the management of 

the adult education programs is the independent variable, since how they are managed could 

affect whether adult learners transition into lifelong learning. Therefore, lifelong learning will 

be the dependent variable being measured in the study. Further, the identified independent 

variables in the research can impact how management affects adult learners transitioning to 

lifelong learning. The effect of these variables depends on whether structures are in place to 

ensure learners are motivated to learn. Therefore, Section B of the questionnaire for adult 

learners examined how management-implemented learning preferences can affect the 

dependent variable of adult learners transitioning into lifelong learning. Additionally, Section 

C of the questionnaire focused on the independent variables of barriers encountered by adult 
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learners and how these impact the dependent variable, which is their transition to lifelong 

learning. 

Moreover, some independent variables are abstract and need to be clearly defined. One 

such situation related to the study is the level of management efficiency required to determine 

whether adult learners would transition to lifelong learning. In such a situation, the researcher 

wishes to use indicators defined by Harvey (2012) as that aspect of the research that is 

observable and measurable, and used to define concepts in the study, as shown in Table 5. 
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Table 5 

Indicators used in the Research 

 

Objective Activities Means of Verification Assumption 

1.To determine if  

adult education 

programs have  

reached the point 

of efficiency 

which will encourage 

learners to transition  

to lifelong learning 

Examination of 

students’ records to 

ascertain their level of 

success. Finding out  

the intentions of adult 

learners (by 

interviewing them) 

after they leave their 

respective institutions. 

Reporting on the number of 

students who have intentions 

of continuing with their 

education. 

 

At least 70% of adult  

Learners’ transition to  

lifelong learning. 

Adult learners are 

given equal 

opportunities and 

access to education 

once enrolled in the 

programs. 

2. To determine if 

management is 

efficiently managing 

adult education 

programs. 

Interview a purposive 

sample of eighteen 

adult learners and 

facilitators. 

90% of participants are of the 

view that the programs are 

appropriately managed. 

Facilitators and 

adult learners are 

knowledgeable 

about the adult 

education programs 

3.To determine the 

barriers for adult 

learners while  

enrolled in adult 

education programs 

Data from a 

questionnaire adopted 

by OECD (2019) on 

adult barriers will be 

used to assess if any 

barriers exist. This will 

be done through the use 

of EXCEL 

90% of participants are of 

the view that barriers exist. 

Facilitators and 

adult learners are 

knowledgeable 

about adult 

education 

programs. 

 

Additionally, the terms used in the research must be clearly defined to establish their true 

meanings. These terms will be discussed in the next section. 

3.5 Operational definition of terms used in the research 

The researcher also finds it necessary to operationalize some of the variables used in 

this study by stating how they are being measured (Khillar, 2022). While operationalizing a 

concept does not allow the researcher to stipulate exactly how the concept is fundamentally 

defined, it highlights how a particular variable is defined and measured in the study 
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(Khillar,2022). The operationalization of the constructs used in this research is presented in 

Table 6. 

Table 6 

Operationalization of the Constructs used in the Study 

Construct As operationalized in the study 

An adult Any individual who has attained the age of 18years of age 

within Antigua and Barbuda (Laws of Antigua and Barbuda 

Cap 11 S2 of the Age of Majority Act 1984 (Antigua). 

Adult Learner An individual who has attained the age of eighteen years 

(Laws of Antigua and Barbuda Cap 11 S2 of the Age of 

Majority Act 1984 (Antigua). Such an individual would have 

enrolled in adult education programs in Antigua and Barbuda. 

Adult Education The organized educational programs that were designed for 

individuals who are intended to be adults within the context 

of Antigua and Barbuda (Williams, 2022). 

Barriers encountered by adult 

learners 

Obstacles encountered by adult learners, mainly before and 

during enrollment in adult education programs, could impact 

their enrollment and transition to lifelong learning. These 

could be physical or mental. 

Effective Management or 

Organization 

The proper use of all resources in adult learning institutions 

to ensure that these learners achieve maximum benefit from 

these resources, whether they involve curricula, teaching, and 

learning environment (Lyonga,NAN,2022). 

Management of Adult Education Those individuals who are directly in charge of the adult 

education institutions and who are engaged in the daily 

operation of the institutions.These individuals are also 

responsible for designing and initiating curricula and other 

resources used in adult education programs within their 

institutions to meet the identifiable objectives of their 

programs. 

Ministry of Education Officials These are individuals who are curriculum officers within the 

Ministry of Education in Antigua and Barbuda. 

Motivation The sustained activities initiated by adult learners throughout 

their enrollment in adult education programs (Cherry, 2010). 

Transition to Lifelong 
learning 

The process of adapting different phases in a new context of 
Education (Poquet et al,2021). 
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Based on Table 6 above, the constructs identified in the study are adult learners, barriers 

encountered by adult learners, management of adult education, and motivation. The way 

management deals with these variables in managing adult education programs will also 

determine how they transition into or continue in lifelong learning.  In addition, the adult 

learners’ questionnaire research question Section A looked at the collection of nominal data 

such as age gender, place of birth, place of residence, and level of educational attainment and 

enrollment of adult learners that are descriptive and have no quantitative value (William, 2023). 

Such variables are not categorized in an ordered way and therefore comparisons between two 

categories of nominal data will be made using chi-square statistics. These variables are also 

referred to as control variables since they cannot be interpreted structurally and have to be used 

in conjunction with other factors that are deemed to be uninterpretable if the researcher intends 

to make inferences relating to cause and effect (Keele et al., 2020). 

Furthermore, Section B of the questionnaire sought to get information on learning 

preferences. Once these are ascertained and compared to the theory of andragogy as posited by 

Knowles (1984), the researcher would be able to determine if the management of the adult 

education programs has the correct curricula in place for learning to take place. It will also 

determine if the facilitators are teaching adult learners in a way that will motivate them to learn 

and continue learning. The learning preferences of adult learners were depicted using a five-

point Likert scale since it is often used in studies undertaken in social science and educational 

disciplines (Joshi et al., 2015). The scale has five items which range from 1 = where the adult 

learners’ selection could range from not at all signaling a high degree of agreement with the 

statements, 2 = very little agreement with the statements, 3 = partial agreement with the 

statement, 4 = highly agree with the statements and 5 = a very high agreement with the 

statements. This sought to measure the effect of adult learning preferences on their motivation 

to succeed and perhaps transition to lifelong learning. Moreover, this variable could influence 
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the success of the management of adult education programs in Antigua and Barbuda. In 

addition, Section B examined the correlation between the learning preference of adult learners 

and their motivation to complete and continue their studies. The nature of the correlation that 

exists will determine if the management of the programs has the enabling environment to 

transition learners to lifelong learners. Adult education programs should be managed in such a 

way as to provide opportunities in support of continued lifelong learning (OECD, 2019). This 

could be a measure of the success of these programs and therefore the correlation between how 

learners feel about the learning preferences which are a result of how these programs are 

managed and the extent to which the adult learners are motivated to continue with their learning 

could be established. As such, a Coefficient of Correlation will be used to determine the extent 

to which the management of the adult education program which is the dependent variable is 

affected. 

Moreover, the motivation of adult learners could be triggered by the extent to which 

they are in favor of their learning preferences. The extent to which learning preferences affect 

adult learners’ motivation to continue with their learning could also be of significance to this 

research. The coefficient of correlation measures the association between two variables 

(Schober et al., 2018), where a change in 1 variable triggers a change in another variable. In 

terms of distribution, which is continuous, to determine the relationship between the two 

variables, a Spearman rank correlation will be used (Schober et al., 2018). Further, as purported 

by Schober et al. (2018), the correlation coefficients can be measured using a scale ranging 

from -1 to +1, where a 0 indicates that there is no linear relationship between the two variables. 

As the relationship between two variables becomes stronger and approaches a straight line or 

a curve that is increasing or decreasing, an absolute value of 1 is reached (Schober et al., 2018).  

Table 7 below shows the guidelines for interpreting correlation coefficients. The strength of 

the relationship will depend on the magnitude of the calculated coefficient. 
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Table 7 

Guidelines for Interpreting the Correlation Coefficient 

 

Coefficient Correlation Relationship 

0.90 –1.00 Very High Very Strong 

0.70 – 0.89 High Marked 

0.40 - 0.69 Moderate Substantial 

0.20 – 0.39 Low Weak 

< 0.20 Slight Negligible 

Note: Adapted from “Correlation Coefficient: Appropriate: Use and interpretations” by P. 

Schober, Boer, L.A, Schwart, (2018), Anesthesia and Analgesia 126, p 1763. 

 

Regarding the learning preferences as described in Section C, seek to solicit from the 

learners how they deal with new ideas learned, if instructors incorporate prior learning in the 

learning environment, how adult learners feel about their learning generally, their level of 

motivation in learning, and the mode of discussion of adult education programs. Section C of 

the questionnaire examines the barriers adult learners face before and during enrollment in 

adult education programs. As proposed by the OECD (2019), barriers such as lack of 

prerequisites for enrollment, programs being too expensive, courses offered at inconvenient 

times, children or family responsibilities, unexpected incidents that bar participants from 

education, and financial constraints are among the barriers encountered by adult learners. Such 

barriers could affect students’ enrollment in adult education programs. These variables could 

determine the success of the adult education programs and eventually adult learners' transition 

to lifelong learning.  

Alternatively, the level and efficiency of management of these programs could affect 

the variables stated above, as they are indicators of the programs' success. As such, the 

researcher will determine whether there is any correlation between these variables and the 
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success of managing these programs in transitioning learners to lifelong learning. Moreover, 

Section D of the questionnaire examines the efficiency of the management of adult education 

programs and the effect on lifelong learning. The section looks at the factors that can be used 

as indicators in determining if the programs are efficiently managed. The section utilizes a 5 - 

point Likert scale as highlighted by Joshi et al., (2015), with 1 = not at all signaling a high 

degree of agreement with the statements, 2 = very little agreement with the statements, 3 = 

partial agreement with the statement, 4 = highly agree with the statements and 5 = a very high 

agreement with the statements. The adult learners were asked their opinion on if they believe 

the adult education programs are being properly managed, their thoughts on the suitability of 

curricula, structure of subjects or courses, the level of engagement of the adult learners, and if 

the subjects being taught could motivate adult learners to continue with their learning. These 

factors are deemed independent variables as they could affect how the adult learners transition 

after they leave the institutions. To determine if there is a correlation between these variables, 

a correlation coefficient test was undertaken. 

3.6 Study Procedures and Ethical Assurances 

According to Simelane-Mnisi (2018), the nature of research, especially the type that 

Involving human and animal participants, the research should adhere to ethical practices. 

Therefore, when conducting research, ethics must always be a consideration for the researcher 

(Ngulube, 2015). Permission was therefore sought from an ethical review committee based on 

the institution to which the researcher is attached (Simelane-Mnisi, 2018). For this research, 

permission was sought from UNICAF Research Ethics Committee (UREC) for UNICAF 

before collecting data for this mixed-methods research. All documentation, including the 

research ethics application (REAF), the research tools, the informed consent documents 

(Appendix D), and the goalkeeper’s letters (Appendix H), were submitted along with the UREC 

application. Further, as suggested by Ngulube (2015), the researcher thought it was important 
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to plan an ethical research strategy that aims to protect the human participants in the research. 

This strategy encompassed adhering to most of the ethical issues suggested by Bryman and 

Bell (2015) as follows: 

i. Participants in the research should not be subjected to harm 

ii. All participants of the research should be respected at all times 

iii. The consent of all participants should be received before the start of the research. 

iv. The privacy of the participants should be protected at all times. 

v. Participants should be ensured of the confidentiality of the data given for the research 

at all times. 

vi. All participants and organizations involved in the research should be ensured  

anonymity. 

vii. The researcher should not exaggerate the aims and objectives of the research.  

viii  All affiliations, conflicts of interest, and sources of funding relating to the research 

must be declared. 

ix The researcher must be transparent and honest with what is communicated about the 

research. 

x.  The researcher must avoid reporting the findings of primary data in a biased way, as well  

as providing any misleading information. 

Based on the ethical principles by Bryman and Bell (2015), the researcher of this study ensured 

that participants were not exposed to harm and are respected at all times. Moreover, the 

researcher ensured that the data that was collected from the participants was always kept 

confidential. This was done by assigning alphanumeric codes to each of the participants and 

the researcher was the only individual who could match these codes to the participants. Also, 

personal information such as the participants’ names, student identification numbers, home 

addresses and other such identifying factors of the participants were not collected. Hence the 
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anonymity of all participants was guaranteed. However, although confidentiality and 

anonymity are of great significance to this research, they are sometimes misunderstood. 

According to Bos (2020), information collected from participants who do not wish to share it 

with others is considered confidential. Anonymity refers to the non-disclosure of the source of 

data collected (Bos, 2020). 

Furthermore, as highlighted by Bryman and Bell (2015), the researcher was transparent 

and ensured that the research was communicated to participants honestly. The researcher also 

ensured that the primary data collected from participants were analyzed and reported in an 

unbiased way to avoid the reporting of misleading information about the research.  The 

researcher, therefore, ensured that a plan of action was developed to guarantee that the process 

was followed at every step and this strategy was submitted in the UREC application. The 

research strategy looked at the ethical considerations highlighted by Bryman and Bell (2015). 

Also, ethical considerations, based on the research topic, the purpose of the research, the type 

of research, confidentiality procedures, and the participants' ability to volunteer, were provided 

in the UREC application for approval (Depoy& Gitlin, 2016). 

Having received permission from Unicaf University Research Ethics Committee 

(UREC), and before embarking on the data collection process, the researcher also sought 

permission from the Heads of the institution by issuing letters requesting permission to 

undertake the research (Appendix B) as well as Gatekeepers’ letters (Appendix C) outlining 

the research and the researcher’s intention. The letters of intent explained the research in detail 

and outlined the research process. The researcher did not need to seek permission from the 

Antigua and Barbuda Institutional Review Board (ABIRB) because the research did not 

involve minors, that is, individuals under the age of 18 years. The adult learner participants 

were adults between 20-40 years old. The ABIRB is not a fixed board but comes together to 
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deal with research matters that need its attention. For example, research involving minors and 

individuals with disabilities. 

A gatekeeper's letter was issued to the Heads of Institutions. This letter sought 

assistance from the Heads of Institutions for undertaking this research. Once the agreement 

was reached to participate in the research, a meeting was held with the three heads of 

institutions to explain the nature of the research and what was required. The researcher then 

requested a list of all adult learners between the ages of 20-40 years and in their second year 

of study from the head of each adult learning institution who were earmarked to participate in 

the research. A list of facilitators who worked at the institutions for at least 5 years was also 

requested. This list was used to purposively select the 18 facilitators for the qualitative phase 

of the study. 

The researcher scheduled separate meetings for the facilitators and adult learners. For 

the quantitative aspect of the research, which entails completing a questionnaire by the adult 

learners (Appendix F), a random sample of adult learners from each institution was selected. 

This sample was based on the data on qualifying participants by institutions selected to 

participate in the study, as shown in Table 3. Based on the latest 2012 data, there is an 

expectation that the participants selected for the research may be skewed more towards the 

female gender than the male. This is based on the overall Tertiary Education Enrollment index 

for Antigua and Barbuda of 1.56, retrieved from the UNESCO Institute for Statistics (2012). 

The researcher contacted all participants via email and telephone, providing a brief 

overview of the research. Then, the researcher asked if they were willing to participate in the 

research. The participants selected from the random sample for the quantitative phase of the 

research were scheduled to meet with the researcher on three different days due to the group 

size. Once the researcher met with each group, the entire research was explained, and 

participants were asked to seek clarification where necessary. This ensured that the participants 
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understood the aims and objectives of the research and that what was communicated about the 

research was transparent and honest. For this purpose, all misunderstandings about the research 

were clarified. They were again informed about the research and their rights to withdraw at any 

time without facing any penalties. The participants were also informed that their information 

will be kept in the strictest confidence and that the principle of anonymity would also be 

enforced throughout the research process. Each group of adult learners was then issued the 

informed consent forms to complete. Prior to completion, the informed consent form was read 

and explained to the participants, after which they were encouraged to seek clarification on any 

concerns before affixing their signatures and returning the forms to the researcher. This form 

emphasized that participants were free to participate and withdraw from the research at any 

time, both before and during the study. The informed consent form played a pivotal role in the 

research, as all participants must agree to participate before the process begins (UNICAF 

Lecture Notes on Research Ethics). Once the informed consent forms were collected, the 

questionnaires were administered to adult learners and completed face-to-face. The researcher 

scheduled meetings with the students from the adult education institutions on 3 different days, 

met with them at their institutions, and administered the questionnaires. The researcher stayed 

with the adult learners while they completed the questionnaires and returned them. The 

collected scripts were given alphanumeric names that ran sequentially. 

In addition, when the questionnaires were issued to the participants, they were reminded 

about the confidentiality of the research. They were told that any information collected from 

them would be kept in the strictest confidence. Also, based on the ethical principle of 

anonymity, the adult learners were told beforehand to desist from writing their names on the 

questionnaire. 

Moreover, for the qualitative phase of the research, where purposive sampling was used 

to select 18 adult learners and facilitators, 6 from each of the adult education institutions to be 
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interviewed for the research. Also, all 3 heads of adult learning institutions and 3 Ministry of 

Education officials were contacted to participate in the research. Since all heads of institutions 

agreed to participate in the study to be interviewed, there was no need to make a purposive 

selection. The same protocols were observed as with the quantitative phase of the research for 

the facilitators and Ministry of Education Officials. Permission was sought from the selected 

participants to record the interviews. This was sought before the interview began. However, 

due to an unavoidable technical issue, no recording was used, and the researcher manually 

wrote down all the responses, which the participants subsequently verified as correct. 

 The researcher also followed up on the assistance required from the heads of 

institutions, as mentioned in the gatekeepers’ letters, to obtain access to the grade books of six 

adult learners from each institution for analysis. The researcher requested that the identity of 

these adult learners be withheld to protect the confidentiality of the research. The only 

stipulation made by the researcher in this regard was that the adult learners selected should be 

in their final year of study. To complete the gradebook, the researcher also requested access to 

the curriculum of six adult learners to identify signs of the application of andragogical concepts 

as posited by Knowles (1984).  

The hard copy of the questionnaire was stored in a desk drawer in the researcher’s 

residence, along with responses from the interview, other notes, and research-related 

documentation. Only the researcher has access to the completed questionnaires. The data was 

then tabulated and saved in a Microsoft Excel file, which was password-protected to ensure 

maximum security.  Moreover, the data was later retrieved and placed in an Excel file on a 

password-protected computer.  The researcher was the only individual who had access to the 

data. 
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3.6.1 Ethical Assurances 

The sensitive nature of ethics in research dictates that all steps should be taken to protect 

the rights of participants engage in the research (Dobakhti, 2020). As asserted by Flick (2006, 

pg. 49) “you will be confronted with ethical issues at every step of research.” It is, therefore, 

pertinent for the researcher to ensure that close monitoring of the research process is undertaken 

from the planning stage to the reporting of findings stage (Dobakhti, 2020). The researcher is 

aware that carrying out research requires more than data collection, analysis of data, and 

reporting results. The research process from an ethical standpoint is one where researchers can 

barely “find easy and very general solutions to the problems and dilemmas” (Flick, 2006, p.56), 

Data for this mixed-methods Sequential Explanatory Design study were collected using 

a questionnaire for the qualitative phase I and a semi-structured interview schedule for the 

qualitative phase2. Data was also collected from the grade books of students and curricula 

obtained from all three educational institutions. 

Having received the requisite permissions, the researcher held meetings with the 

research participants to explain the purpose of the research and how it could benefit Antigua 

and Barbuda. The researcher also explained the roles that they would be playing in the study. 

Through verbal and written communication, as well as in-person meetings, the researcher 

assured the participants that the data collected would be used solely for research in answering 

the questions being investigated. Different institutions have varying research policies 

governing their institutions. As such, the researcher adopted the policy guidelines for UNICAF 

for the research (UNICAF, 2019). 

The researcher ensured anonymity by verbally and in writing, using the consent form, 

assuring participants that any information provided would be kept confidential and anonymous. 

The principles of confidentiality and anonymity were again stressed when the researcher 

explained the process involved in completing the questionnaire to the adult learners prior to 



129 

their completion. The withdrawal of participants at any time was also stressed. The 

questionnaires completed were collected by the researcher and kept in a filing cabinet at the 

researcher's place of residence. Only the researcher can access the filing cabinet where the 

documents are kept. 

researcher informed the participants that the data collected would be kept in a safe 

environment for a period of approximately 3 years. At that time, the hard copy of the 

questionnaires will be shredded and all soft copy files related to the research will be deleted. 

In addition, as stipulated by the UNICEF (2019) guidelines, since the researcher is dealing 

with human subjects’ research, the researcher tried as much as possible to collect very little 

personal data on the participants. The researcher stressed to the participants that they should 

practice anonymity from others as much as possible. As such, they were forbidden from 

writing their names on the questionnaire, and their consent forms were matched to the 

questionnaires using the alphanumeric codes written on the questionnaires.  

However, since the researcher wished to merge demographic data with other data 

collected for this research, it was also necessary to collect a small amount of personal data, 

such as age and gender (UNICAF, 2019). The presence of too much demographic data could 

lead to the identification of the participants. Despite guaranteeing the confidentiality and 

anonymity of all data collected from participants, the researcher identified participants by 

assigning alphanumeric codes to each. Participants' identities needed to remain anonymous and 

confidential. 

For the qualitative phase of the mixed-methods explanatory sequential research, a 

similar protocol was adopted for the adult learners, facilitators, heads of institutions, and 

Ministry of Education officials. They were made aware of the research process by the 

researcher and were assured of confidentiality and anonymity of the data collected from the 

research. Interviews were arranged for the adult learners and facilitators on different days after 
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holding meetings to assure them that the researcher would protect their identity and that the 

information given would be held in the strictest confidence. Interview schedules were also 

organized for the heads of institutions and Ministry officials following the same protocols. 

Some data was also kept on the researcher's laptop, and the researcher was very open 

and transparent with the participants, alerting them that their data would be protected. The data 

was protected, and only the researcher knew the password. 

3.7 Data Collection and Analysis 

The use of the mixed methods of explanatory sequential approach in this research 

signifies that quantitative data were collected and used to inform the qualitative phase, 

following which the data were analyzed and then triangulated within the same study (Creswell 

& Plano-Clark, 2018). Data were collected to determine whether the adult education programs 

in Antigua and Barbuda were appropriately managed and facilitated adult learners' transition 

into lifelong learning. All research instruments focused on collecting demographic data, 

including gender, age, place of residence, country of birth, and educational attainment. 

Quantitative data will be collected through a student questionnaire. In addition to the 

demographic data collected on all instruments, the questionnaire also focuses on educational 

level and the number of years spent out of school. 

How adult education programs are managed has implications for the learners' teaching-

learning environment. One area of concern is the learning preferences of the learners which 

would provide answers to research question 3. The learning preferences embedded in adult 

education programs could affect motivation, as motivation to learn is based on adult learners’ 

prior socialization to learning. This bears relevance to their experiences and the material that 

will be learned (Hubackova & Semradova, 2019). Based on this, the researcher must examine 

the correlation between learning preferences and adult learners’ motivation to engage in and 
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continue with their learning. This entails the type of curricula used in adult education programs, 

as well as the nature of the learning in which adult learners are engaged. 

In addition to the collection of quantitative data, the researcher found it important to 

get an in-depth perspective of the adult learners, facilitators, heads of institutions and ministry 

of education officials to fully understand how these stakeholders feel about the management of 

the programs. The researcher used a semi-structured interview schedule to carry out the 

interviews. The qualitative data collection process involved interviews with adult learners, 

facilitators, managers of adult education programs, and Ministry of Education officials. These 

participants were purposefully selected based on criteria such as age and years of service, to 

ensure that they would be in a position to answer questions readily, knowledgeably and 

truthfully. In addition, curricula must be evaluated, since they play a vital role in determining 

whether the adult education programs are effective (Drakos, 2005, as cited in Nouraey et al., 

2020). Such an evaluation would examine the content being taught in the adult education 

programs, the mode of delivery, and how students are assessed (Modgyes et al., 2000, as cited 

in Nouraey et al., 2020).  

In addition, as purported by Rea- Dicking et al. 1992, as cited in Nouraey et al. (2020), 

the review of curricula was, therefore, necessary to ascertain the effectiveness of the programs 

to be reorganized.  The review focused on evidence of the andragogical principles as these 

would impact the motivation of the adult learners to continue with their learning. if required. 

Data from the analysis of the curricula of the three adult learners from each adult institution 

formed a part of the data collection process. Also, the gradebooks of three adult learners from 

each institution were examined. The process for collecting qualitative and quantitative data for 

this research is outlined below. 

Before embarking on data collection, the researcher applied for and received permission 

from the UNICAF Research Ethics Committee to begin the research (Appendix A). The 
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relevant documentation such as the informed consent form, sample gatekeeper’s letter, and 

research tools to be used were all submitted along with the UREC application. Upon receiving 

UREC’S approval, permission was sought from the managers of the 3 tertiary institutions to 

undertake the research through the issuance of a Gatekeepers letter. This letter outlined the title 

of the research, the purpose of the research, and the assistance required for the research 

(Appendix C). It also entailed a request by the researcher to the institution's manager to obtain 

a list of qualifying adult learners aged 20 and above from each institution, along with their 

email addresses and contact numbers. From this list, a sample of 50 students from each 

institution was selected to complete the questionnaire using simple random sampling. 

The researcher chose to use Microsoft Excel to randomly select the students who will 

participate in the quantitative aspect of the research. The process involves being randomly 

assigned to every other student on the list of those who qualify to participate in the research. 

For the qualitative aspect of the research, minimal assistance was  sought from the heads 

of institutions to select the six adult learners and facilitators who agreed to participate in the 

interview. These individuals were selected using a purposive sample and were deemed to have 

extensive knowledge of how adult education programs are managed (Cresswell & Plano 

Clarke, 2018). The researcher scheduled meeting with participants selected from each 

institution to explain the research protocol and distribute and explain the Informed Consent 

Letter. After that, participants were asked to sign the consent forms. A separate meeting was 

held for the Heads of Institutions, Ministry of Education Officials, and facilitators. 

At the meetings, the researcher emphasized the ethical concerns associated with 

undertaking research. Of major concern to the researcher were participants' rights to withdraw 

at any time during the research, the confidentiality of the data collected, and the anonymity of 

participants (Rosnik, 2018). During the research process, the researcher ensured that the names 
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of the participants are held in the strictest confidence and participants’ data, which will be 

collected, are stored in a safe environment. 

The participants for the questionnaire were adult learners aged 20-40 years. The 

distribution of the questionnaire (Appendix F) was be scheduled for 3 different days, with one 

day allotted for each tertiary institution. The questionnaire consisted of four sections, labeled 

as Section A, B, C, and D. Section A was designed to collect nominal information from the 

respondents, such as gender, age, place of residence, country of birth, and level of educational 

attainment. This type of data is nominal in nature and was useful for answering Research 

Question 1, which examined how well-equipped adult education programs are at transitioning 

learners into lifelong learning. Although this type of data is descriptive and has no quantitative 

value, the researcher intends to use the chi-square test to determine whether nominal variables, 

such as gender and level of educational attainment, have any bearing on the success of adult 

education programs in terms of enrollment and continued transition to lifelong learning. Also, 

the relationship between gender, educational attainment, and socioeconomic status could help 

the researcher answer research question 1.  It seeks to determine whether any relationship exists 

between these nominal variables and adult learners' readiness to transition to lifelong learning.  

Once such comparisons are made using the chi-square test, the researcher could make 

inferences from the results. Although the Chi-square test can analyze the democratic data 

within its categories, the test of the inferences made would be based on the extent to which the 

objectives of the hypotheses and the research questions are met (Schober & Vetter, 2019). As 

such, the researcher wishes to measure the relationship between one or more independent 

variables and the dependent variable. In this regard, the researcher will use the Variance test to 

determine the extent to which adult learners’ opinions about the effectiveness of adult 

education programs differ by level of educational attainment and by barriers encountered 

before and after enrollment in the adult education programs. 
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Also, of interest to the researcher is the relationship between learning preferences and 

efficiency of the adult education programs, as shown in Appendix F, section B of the student 

questionnaire. Adult learners will be asked to respond to the statements using a 5-point Likert 

scale. The responses from the adult learners will be tabulated and these would be the 

independent or predictor variables, while management will be the response variable 

(Montgomery et al., 2021) A Coefficient of Correlation test will then be undertaken by the 

researcher. The result of such a test will determine if there is a strong relationship between 

student preferences and efficient management of adult education programs. Further 

interpretations could be made that if the programs are efficiently managed, the best practices 

to motivate students should be employed, so this would have implications for the management 

of the programs. It will also determine if the facilitators are using the best practices for adult 

learners as proposed by Knowles (1984) in the delivery of the programs. 

Moreover, Appendix F, Section B of the questionnaire would also help answer 

Research Question 3. The Coefficient of correlation test could also be used to determine 

whether the learning preferences employed are motivating or demotivating adult learners to 

continue their learning. Based on the results, the researcher could determine whether learning 

preferences affect their motivation to continue learning. It will also speak to the management 

of the programs in preparing adult learners to make the transition.  

As such, motivation was dependent, while learning preferences were the independent 

variable. Appendix F, Section C focused on barriers to adult education programs. A coefficient 

of Correlation test will also be undertaken to provide answers to research question 3. This test 

could indicate the barriers to learning encountered and their effects on adult learners' 

motivation to enroll in programs or continue their studies. If there is a strong relationship 

between the barriers encountered, it could indicate that the management of the programs could 

do more to address the issues. In addition, Appendix F, Section D of the questionnaire sought 
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to determine adult learners’ perceptions of how adult education programs are managed. The 

adult learners were then asked to select their answers from a set of options on a 5-point Likert 

scale. The factors they were asked to comment on were the suitability of curricula and the 

structure of subjects or courses. The level of their engagement in the learning process, and if 

they would consider continuing with their learning. The adult learners’ responses were 

tabulated and input to determine the extent of the effect of these variables on the management 

of the programs. Furthermore, since these responses were be deemed as independent variables, 

the effect of these variables on the management of the programs and transitions were 

determined. 

As with the quantitative data, permission was sought from the management of the adult 

education institutions, and gatekeepers’ letters were issued (Appendix C). Following this, a 

meeting was held with all participants to explain the research and the importance of 

confidentiality, anonymity, as well as to reiterate that the participants have the right to 

withdraw from the research at any time. The researcher will assure all participants that they 

will be respected and that their data will be kept secure. Further, all participants will then be 

asked to read and sign the consent form. Interview schedules were used to collect data from 

eighteen adult learners, eighteen facilitators, and 3 officials from the Ministry of Education. 

Participants were contacted by telephone, and appointments will be scheduled for face-to-face 

interviews. Each interview lasted approximately fifteen minutes. Interviews were conducted 

using semi-structured interviews in which the researcher carefully posed questions to 

participants while paying close attention to their body language and to areas of the interview 

where they appeared to be uncomfortable. In such situations, the researcher rephrased the 

questions and redirect these to the respondents. The data collected was then be analyzed. 

Additionally, the grade books of three students from each institution were examined to 

determine their performance levels. The data analysis checklist is presented in Appendix F. 
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The data from this analysis will be compiled in a tally chart for further analysis. Also, three 

different curricula from each of the three institutions were analyzed as posited by Knowles 

(1984) for evidence of andragogical principles. This indicated to the researcher whether 

management’s use of the curricula aligned with how adults learn. 

3.8 Data Analysis Procedure 

Data analysis is described by Shamoo & Resnik (2022) as a process where the 

examination of data and making logical inferences from the data can be understood. Data 

analysis in this mixed-method research was undertaken with data collected quantitatively and 

qualitatively. The use of both approaches in this research was designed to help the researcher 

garner new ideas and thought processes (Cresswell & Plano Clark, 2018). The use of 

quantitative and qualitative data helped the researcher significantly as it contributed to the 

overall analysis of the research since both sets of results were triangulated. To evaluate the 

questionnaire responses, the researcher assigned values and placed the Excel data, and analysed 

using the Statistical Package for Social Sciences (SPSS). Some of the data was also analysed 

using Microsoft Excel. The quantitative aspect of the research provided answers to Research 

Questions 1, 2, 3,and 4. 

From a quantitative perspective, the data gathered from the questionnaire were 

analyzed, and the results were used to inform the interview questions. The aspects of the 

questionnaire results that were unclear were incorporated into the semi-structured interview 

schedules to allow the researcher to delve deeper into the phenomenon and seek clarification 

(Creswell & Plano Clark, 2018). The Chi-square test of independence was also used to 

determine the relationship between different factors in the study. The researcher looked at the 

relationship between gender and adult learners' motivation to continue learning, as well as the 

roles that barriers played in the motivation of adult learners to continue learning and the effect 

that the educational levels attained by the parents of the adult learners played in their motivation 
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to continue learning. This helps the researcher eliminate factors that could influence the results 

of the data collected. 

Qualitatively, the results from the questionnaires were taken into consideration when 

constructing the semi-structured interview schedule. Data garnered from interviews were 

analyzed manually by the researcher using codes and themes. Once the interviews were 

completed, the researcher manually read the transcripts from management, facilitators, adult 

learners, and Ministry of Education officials several times. The common phrases based on the 

questions asked of the respondents were identified, and similar data were put into themes 

(Hashimov, 2015). Each theme was assigned a code to enable frequency tallying. Any theme 

that is an outlier was treated as a new theme that has emerged and was considered when 

analyzing the data. 

Once the responses from the questionnaire, interviews with facilitators, adult learners, 

heads of Institutions, and Ministry of Education officials were completed and analyzed, the 

results from the questionnaires, interviews, and gradebook were triangulated. The process of 

triangulation facilitated the researcher's use of different methods to obtain multiple 

perspectives on the phenomenon under investigation (Mertens et al., 2012). Therefore, the 

researcher will have different perspectives on how the adult education programs in Antigua 

and Barbuda are managed, 

3.9 Summary 

This chapter discusses the research questions and the study's purpose, focusing on 

positivism and interpreter perspectives, which highlight the views of the participants of the 

research and delve into how individual participants view the world (Dawadi et al., 2021). Many 

mixed-methods approaches could be used; however, the researcher selected the mixed-methods 

convergent sequential triangulation approach as it was more suitable based on the time 

constraints faced by the researcher.  As articulated by Creswell and Plano Clarke (2018), this 
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approach combined quantitative and qualitative data in the same study sequentially (Creswell 

and Plano Clarke, 2018), allowing for a deep understanding of the phenomenon being 

investigated. The use of this mixed method explanatory sequential design also allowed for the 

validation of the quantitative method through the use of the qualitative phase. The Quantitative 

data was collected through a questionnaire that was administered to adult learners. The 

questionnaire aimed to understand adult learners’ preference for learning, focusing on 

motivation, learning orientation, self-concept, and andragogical assumptions. The 

questionnaire was adapted from Sides (2021), and it focused on an individual’s preference for 

learning, which concentrates on motivation to learn, learning orientation, as well as self-

concept, as highlighted by Knowles (1984) andragogical assumptions.  

The questionnaire was validated by Roessger et al. (2020) and found to be reliable in 

learning using andragogical assumptions. Furthermore, the OECD (2018) Adult Education and 

Learning: Barriers to Participation and Efficiency of Adult Education Institutions section was 

adopted for the questionnaire, as it highlighted the importance of adult education institutions. 

The researcher included the OECD (2018) Adult Education and Learning: Barriers to 

Participation and Efficiency of Adult Education institutions to ascertain whether adult learners 

in Antigua and Barbuda encounter the same types of barriers as in OECD countries. The 

information from this section of the questionnaire could assist management in dealing with 

barriers, thereby making the management of the programs more effective. Also, this 

information could be helpful to the researcher, as the barriers that adult learners encounter in 

Antigua and Barbuda would be compared to benchmarks, which could lead to the conclusion 

that Antigua and Barbuda is not unique in the barriers it faces. The results on barriers 

encountered could be explored in the future if necessary. 

The questionnaire used a 5-point Likert scale, which ranges from not at all 1 to a very 

high extent5. Demographic data was also collected on the questionnaire. Before administering 
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the questionnaire to the adult learners, it was perused for errors by facilitators who were 

involved in adult education for several years, and any errors found were corrected. Further, the 

instrument was also given to a group of 18 students, 6 from each institution. These students 

were not selected to complete the questionnaire. Since the instrument consistently produced 

the same data after piloting with the adult learners and facilitators, it was deemed dependable 

(Salkind, 2021). Likewise, it was valid for measuring participants’ perceptions and experiences 

of adult education programs (Salkind, 2021). 

The participants in the quantitative aspect of the study were adult learners aged 20-40, 

deemed mature and able to respond meaningfully. The selection criteria for the adult learners 

were based on interactions with faculty and department heads. Moreover, the selection of adult 

learners required to complete the questionnaire was conducted using simple random sampling. 

Since the instrument consistently produced the same data after piloting with adult 

learners, it was deemed dependable (Salkind, 2021). Likewise, since the instrument measured 

what it is supposed to measure Salkind (2021), it was proven to be valid in measuring 

participants’ perceptions and experiences of adult education programs. 

The researcher obtained UREC approval and contacted Institution Managers to 

generate a list of adult learners aged 20-40. Heads of the institution were given a Gatekeeper's 

letter requesting assistance in generating a list of all adult learners and facilitators who met the 

criteria. The letter also sought permission for the heads of institutions to provide random copies 

of six curricula and three students' grade books from each institution, from which the researcher 

will perform the gradebook. The researcher relied on the heads of institutions to recommend 

facilitators and adult learners. Participants were contacted via phone and email and called to a 

meeting where they were provided with a detailed explanation of the study by the researcher. 

Following this, they were then asked to sign the informed consent form. 
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Simple random sampling was used to select participants for quantitative research. This 

involved the creation of a sampling frame of adult learners who are between the ages of 20 – 

40 years old, as well as the use of a simple random sampling for selecting the sample. A 

questionnaire was then issued to the adult learners for completion. 

Data for the qualitative aspect of the study were collected using an open-ended semi-

structured interview schedule. This was administered to six adult learners, facilitators, three 

heads of institutions, and three Ministry of Education officials. The interview schedule was 

adopted from Kirk (2019) research on adult learners' success with modifications made by the 

researcher to reflect the study's research questions. 

The participants for the qualitative research were selected using purposive sampling 

and open-ended interviews with adult learners, facilitators, heads of institutions, and Ministry 

of Education Officials. Interview schedules were modified, and test interviews were conducted 

with facilitators and adult learners to ensure the research instruments' dependability. 

Additionally, qualitative data were collected from adult learners' records and curricula, was 

used to analyze the objectives and success levels. 

To analyze the data that is collected, a chi-square test will be used to determine the 

relationships that exist between nominal variables such as age, gender, and the success of adult 

learners enrolled in adult education programs. The researcher will also use a Variance analysis 

test to determine the extent to which the adult learners’ opinions about the adult education 

programs differ based on their level of educational attainment. The coefficient of the 

Correlation test will also be used to ascertain the relationship between the independent 

variables and the dependent variables. 

Furthermore, the Statistical Package for Social Sciences (SPSS) and Microsoft Office 

software will be used to analyze quantitative data. As such, the chi-square test and coefficient 

of correlation will be analyzed using SPSS and Microsoft Excel. Moreover, the qualitative data 
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will be analyzed using thematic analysis, with codes and themes. The gradebook will also be 

analysed using thematic analysis. 

Once all qualitative and quantitative data are collected and analyzed, the data will be 

triangulated to get different perspectives on the phenomenon under investigation (Mertens et 

al., 2012) to arrive at conclusions on the management of adult education programs 
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CHAPTER 4: FINDINGS 

4.1 Trustworthiness of data 

This study examined how efficiently 3 tertiary institutions in Antigua and Barbuda were 

managed and whether they met the objective of transitioning students into lifelong learning. 

Since adult learners philosophically learn differently from children, the theory of andragogy as 

articulated by Knowles (1984), as well as Cross' (1981) theory about barriers and motivation 

in adult learning, were examined to ascertain their roles in the management of the adult 

education programs, if speculation is to be eliminated and documentary evidence on these 

programs is to be provided. Also, once these adult education programs are efficiently managed, 

adult learners who attend such institutions could be encouraged to continue learning 

(Motschilnig et al., 2012). Additionally, completing this research will provide a basis for 

similar research. 

The research facilitated the unearthing of answers to the research questions. Once 

tested, the hypothesis will yield results that could ascertain if the two variables are related. The 

quantitative and qualitative phases of the research aided in providing depth to the research with 

Phase 1 dealing with the collection of the quantitative data and Phase 2 the qualitative data. 

Quantitative data was collected and analyzed in Phase 1. Additionally, the result from Phase 1 

was used to complete the interview schedules, as it served to clarify any anomalies from Phase 

1. The data from Phase 1 was used as a factor in selecting the purposive sample of participants 

for the qualitative data (Creswell and Creswell, 2018). The qualitative phase of the study 

follows the collection of quantitative data with a case-based approach (Yin, 2018). This case 

study focused on interviews and gradebook of documents such as curricula and gradebooks. 

Upon completion of the qualitative phase, the data from both phases were triangulated to arrive 

at a more detailed understanding of the management of the programs. These will be highlighted 

in the data presentation. 
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The research design and questions were organized to address all aspects of the mixed-

methods sequential design and research questions. The quantitative phase captured data from 

the questionnaire, which was adopted and slightly modified. The questionnaire began with an 

overview of participants' demographic data, including age and gender.  This data was analysed 

using descriptive statistics and presented as charts and graphs. The quantitative data were 

collected, tabulated, and analysed. To address any gaps in the quantitative data collected, the 

researcher used purposive sampling to select participants for phase 2 of the mixed-methods 

design, the qualitative phase. The researcher ensured that the participants who were selected in 

phase 2 had the requisite knowledge to contribute meaningfully to the research. The 

quantitative phase sample consists of 150 participants, of which 147 adult learners completed 

the questionnaire. This translates to 98% of the questionnaires being completed. 

All interviews for phase 2 of the research were completed and comprised 18 adult 

learners, 18 facilitators, three heads of institutions, and two Ministry of Education officials who 

were selected using purposive sampling. In addition, three-course outlines, three student 

records, and students’ records from the three adult education institutions were examined to 

determine if there was an andragogical theme in how learners were taught, and how successful 

they appeared to be in their program of study. Having more than three student records from 

each institution proved too much for the researcher to analyze, given the short period allocated 

for data collection and analysis. 

The Chi-square test was also used in this research to assess the likelihood that observed 

relationships occurred due to factors other than chance. Hence, observed and expected 

frequencies were used in these tests to maintain objectivity (Pandey and Pandey, 2021). This 

test was used to determine whether there is any relationship between the gender of adult 

learners and their feelings about motivation to continue learning; the educational level of the 

participants' parents and their feelings about motivation to continue learning; the barriers 
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encountered, and adult learners’ feelings about motivation to continue learning. The results of 

the test were used in evaluating the statistical significance which was established at an alpha 

level of.05. In addition, the researcher assumed that all the expected frequencies of all cells 

used in the test were five and above. 

The research questions provided answers for various aspects of the research. For 

research questions 1 and 2, analysis was carried out to ascertain the level of motivation among 

adult learners (Section A, Subsection h) of the questionnaire and the role of learning 

preferences. Also, the extent to which barriers to enrollment affect learners' motivation was 

examined. This assisted in determining the relationship between the variables, with the 

motivation of adult learners as the dependent variable and barriers before and during enrollment 

as the independent variable. This analysis also provided answers to questions 2 and 3. 

Furthermore, Section A of the questionnaire instrument collected data, to answer research 

question 4 and determined if a relationship existed between the level of education of the parents 

of the learners in Section A, No. 5 and how motivated learners feel about continuing with their 

learning.  

In addition, the extent to which gender plays a role in adult learners’ responses to their 

feelings about their motivation was also analyzed to determine whether any relationship exists. 

This provided answers to research questions 2 and 4 regarding whether they prevent or 

motivate adult learners from continuing their studies. After data collection, the researcher 

analyzed the data, and an overview of the quantitative data was presented in a user-friendly 

format, as indicated by the charts and graphs presented in this chapter. A similar format was 

followed when presenting the qualitative data. Further, the analysis of data for each of the 

phases was organized in keeping with the research questions and hypothesis. 

This chapter also focused on the extent to which the data collected; and the 

methodology used could be relied on by the users of the study (Polit and Beck, 2014). It will 
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therefore focus on the quantitative and qualitative phases of data collection which was done 

sequentially to give depth to the data analyses (Creswell and Creswell, 2018). While qualitative 

data focuses more on credibility, transferability, dependability, and confirmability. Each of 

these will now be examined. 

4.1.1 Credibility 

This refers to the extent to which the information gathered from research participants 

accurately represents the truth (Lincoln and Guba, 1985). Accordingly, Patton (2002, as cited 

in Moon et al., 2016) emphasizes that researchers should make decisions that align with the 

research purpose and employ critical thinking to determine an appropriate methodology. The 

researcher, therefore, ensured the credibility of the results through triangulation, that is, 

verifying the responses from participants across multiple sources. Also to ensure credibility, 

the researcher shared the information collected after transcribing data from the interviews with 

adult learners, facilitators, heads of Institutions, Ministry of Education Officials to confirm its 

accuracy. Another way the researcher ensured credibility was to obtain all relevant approvals 

for conducting the research. For this research, due to the ages of the participants, permission 

was only required from the Heads of the Institutions. Transferability was also ensured and will 

be discussed in the next section. 

4.1.2   Transferability 

Lincoln and Guba (1985) describe transferability as the degree to which the findings 

of the research can be applied to other contexts, thereby adding to theoretical knowledge and 

informing future research. While quantitative research can be generalized to other contexts, the 

extent to which qualitative research results can be applied to a wider population with 

confidence is a matter of debate (Shenton, 2004, as cited in Moon et al., 2016). Moreover, as 

further pointed out by Shenton (2004, as cited in Moon et al., 2016), since qualitative research 

typically involves a smaller number of participants, it is often not possible to establish that the 
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findings can be applied to other situations or populations. However, as postulated by Lincoln 

and Guba (1985), if transferability is to occur, the details captured in this research must be 

detailed enough to allow for their application to other situations and contexts. Therefore, in this 

study, the researcher aimed to highlight any new conceptualizations that may relate to the 

theory being studied. Furthermore, the researcher sought to employ a Mixed-Methods design, 

comprising the collection of both quantitative and qualitative data, to enhance the data collected 

from participants in the adult education programs. 

To begin this study, the researcher sought an area within her local context that was 

under- researched and required investigation to add value to the country. Upon identifying this 

area of research, the researcher wrote a proposal for the study after undertaking preliminary 

research on the topic. The proposal was submitted to the Unicaf Doctoral Committee and was 

approved. Permission was then sought from the UREC Committee and Heads of Institution, 

who gave approval for the research to be undertaken. No other approval was required in the 

researcher's local context to undertake the research, as the participants were all between the 

ages of 20 and 40 years. 

Once approvals were obtained, the relevant literature on the topic under research was 

further reviewed. Moreover, the research method and data collection were determined, which 

then clarified the research approach and design, the population to be studied, the materials and 

instrumentation used in the research tools, the data collection and analysis methods, and the 

findings and conclusions of the research. 

The researcher used three tertiary institutions in this research, and from these 

institutions, the population of adult learners was generated. These adult learners had to be 

between 20 and 40 years old. From this population, a random sampling method was used to 

select the sample of adult learners participating in the study. Further, for the interview, the 
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sample of adult learners, facilitators, Heads of Institutions, and Ministry of Education Officials 

were selected using purposive sampling. 

In relation to the data collection, the researcher issued gatekeeper's letters highlighting 

the assistance needed to get the list of eligible adult learners and what is required to successfully 

undertake this process, including the contact information of the participants. 

After participants were contacted, Informed consent forms were prepared for all 

participants, including adult learners, facilitators, heads of institutions, and Ministry of 

Education Officials, after explaining the research to them. Meetings were then scheduled with 

participants, with different days earmarked for each class, including adult learners, facilitators, 

Heads of Institutions, and Ministry of Education Officials. During the scheduled meetings, the 

research was explained to the participants again, and they were encouraged to ask any questions 

for clarity. Following this, the informed Consent forms were issued to participants who were 

asked to sign as proof of their consent. Printed copies of the questionnaire were then distributed 

to adult learners for completion using a face-to-face modality. The questionnaires were then 

collected, and the results tabulated. Data from the questionnaires were then used to inform the 

development of the interview schedule. 

Interviews for the adult learners, facilitators, heads of institutions and Ministry of 

Education Officials were carried out face-to-face and took about four months to complete. In 

addition, current curricula and gradebooks of some participants were selected and examined 

for some adult learners. The data obtained from these different sources were then analysed and 

triangulated. 

4.1.3 Dependability 

Dependability of research, as highlighted by Guba (1985) deals with the extent to which 

the results of the research is trustworthy and could be replicated to ensure the dependability of 

the research, the researcher used three pre-designed to be used to interview adult learners, 
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facilitators, heads of institutions and Ministry of Education Officials. These schedules were 

used to guide the interview processes. The interviews were done face-to-face. In keeping with 

Lincoln and Guba (1985), once the interviews were transcribed, they were verified by the 

respective participants to ensure accuracy. Furthermore, to ensure that anonymity is maintained 

throughout this research, participants were not identified by their biological names; instead, 

letters of the alphabet and numbers were used. 

4.1.4 Confirmability 

As Guba (1981) asserted, the researcher needed to be mindful of not introducing 

personal biases into the research. To reduce biases, the researcher ensured that the participants 

were not influenced by her own personal biases and that she had no daily interactions with 

them. The researcher also ensured that the data collected from interviews were accurate and 

precise, as they were subsequently given to the interviewees for their approval of accuracy after 

transcription. Such information, when gleaned, should be as closely aligned as possible with 

the objective reality of the phenomenon. Since such information should be as accurate and 

precise as possible, adheringto these standards during the data collection process is crucial 

(Stahl and King, 2020). Additionally, triangulation was employed to cross-check the collected 

data. 

Another aspect of confirmability in this study is that the researcher’s beliefs should be 

disclosed but not be biased against the outcome of the research. As suggested by Guba (1981), 

the researcher did not allow her views on the management of adult education programs to 

influence what participants reported. As such, the researcher always made a conscious effort 

not to be judgmental about the outcomes of the qualitative phase, but instead viewed the data 

collected as helpful information for the research. Additionally, the researcher's primary focus 

was to report on situations and information as presented. 
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Likewise, the study's quantitative aspect primarily emphasizes the validity and 

reliability of the data (Creswell and Creswell, 2018). 

Another focus of this chapter will be the presentation of results, highlighting the data 

collected based on research questions and hypotheses and providing a detailed explanation of 

the significance of the findings and a summary. 

Of critical importance to the study's trustworthiness is that the instruments used to 

collect data yielded accurate results, thereby benefiting users (Ssürücü and Maslakçi, 2020). 

The researcher avoided using participants' birth names as a measure to protect their identities. 

The research examined the reliability of the collected data and the extent to which it contributed 

to the richness of the research (Polit & Beck, 2014). The protocols and procedures established 

during the study were underscored to accommodate other researchers who may be motivated 

to use them as a platform for future research (Amankwaa, 2016). The reliability and validity of 

data will now be discussed. 

4.2 Reliability and validity of data 

The validity and reliability of research instruments should not be understated. Having 

instruments that yield accurate results is significant to any research (Creswell, 2014). Validity 

and reliability are essential to any research as they ensure the instruments used to measure yield 

accurate results (Knapp & Miller, 2010). Both concepts are discussed below. Additionally, if 

an instrument is deemed reliable, it will measure the same process repeatedly and consistently, 

and it will be trustworthy because it highlights precision in measurement (Chakrabartty, 2013). 

4.2.1. Reliability of research 

Reliability measures the consistency and stability of a research instrument designed to 

collect specific data (Creswell, 2014). Additionally, the reliability of an instrument is 

determined by the extent to which measurements are consistent (Salkind, 2021). As further 

indicated by Salkind (2021), such measurements, when replicated several times with the same 
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instrument, emphasize the instrument's reliability (Carcary, 2009, as cited in Leung, 2015). In 

qualitative research, reliability is difficult to determine due to the non-scientific nature of the 

study (Carcary, 2009, as cited in Leung, 2015). It is a measure of a researcher’s consistent 

approach applied to several different research projects. Hence, testing the same instrument at 

different times should yield similar results (Rosli et al., 2020). 

For this study, the researcher ensured that the questionnaire instrument measured what 

was to be measured in answering the research questions (Ghauri & Gronhaug, 2005, as cited 

in Taherdoost, 2016). In addition, the researcher guaranteed that the instrument used could 

withstand the scrutiny of the study if repeated (Moser & Kalton, 1989, as cited in Taherdoost, 

2016). This was done by repeatedly testing the instrument used. The researcher conducted an 

extensive search to locate an appropriate instrument that had already proven effective. 

Consequently, the researcher adopted an online questionnaire developed by Sides (2021), 

which was administered face-to-face. However, since the questionnaire was slightly modified, 

the researcher deemed the modifications cosmetic and ensured its reliability and validity by 

piloting the questionnaire with two groups of adult learners (Salkind, 2021) on two different 

occasions. Also, the researcher applied the Cronbach Alpha test which has been used to 

determine the validity of instruments that used the Likert Scale with values ranging from 1 to5. 

Moreover, the interview schedule was adopted by Kirk (2019) and piloted by the researcher. 

Mock interviews were conducted with two groups of three adult learners. The internal 

validity, external validity, objectivity, and reliability as purported by Lincoln & Guba (1985) 

are significant to this research. Having instruments that yielded accurate measurements was 

important to the researcher. As such, the researcher will outline the measures taken to ascertain 

that the data and, by extension, the research were of good quality. 
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4.2.2 Validity 

As articulated by Oluwatayo (2012), many types of validity exist. Validity is the extent 

to which a research instrument measures what it was intended to measure and yields accurate 

results (Creswell, 2014). In addition, Whiston (2012) perceives validity as obtaining 

appropriate data from a measuring instrument intended for that purpose. 

Moreover, validity, as defined by Grier (2015), is the extent to which an instrument 

measures what it is designed to measure and facilitates accurate interpretation of results. 

Therefore, Validity in research is of great significance as it is a determinant of the extent to 

which the results acquired from the study participants represent similar types of individuals 

who did not participate in the study (Patino & Ferreira, 2018). Internal and external validity 

are the two categories of validity examined in this research and will be discussed in the next 

section.  

4.2.2.1 Internal validity. This was achieved by the researcher, who ensured that the 

independent variables were operationally defined and correlated with the dependent variables 

as part of the internal validity process. Furthermore, to eliminate bias in the selection of 

participants, the researcher used a simple random sample. By so doing, each participant has the 

same opportunity to be selected (Suresh, 2011). The researcher also established criteria for 

selecting eligible participants and ensured that this was clear. Participants selected for the study 

are comprised of adult learners between 20-40 years of age. Adult learners under 20 years were 

not selected because they were deemed immature and would not necessarily do justice to the 

research. Also, the maximum age limit was 40 years, with the average age of adult learners 

being 27 years. A list of qualifying students was created by each institution and a sample of 50 

adult learners was randomly selected from each of the three tertiary institutions. Using 

Microsoft Excel, the samples were then combined to form 1 sample list. Following the creation 

of the list, a briefing meeting was held with the selected adult learners on three different days 
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as arranged to explain the research in-depth and clarify any misunderstandings surrounding the 

research. To guarantee internal validity, the researcher applied the same treatment to all the 

participants and ensured a large enough sample size to eliminate or reduce sampling bias. Also, 

the researcher piloted the questionnaire instruments to discover how participants felt about the 

instrument. 

Regarding the qualitative aspect of the research, the researcher piloted the interview 

schedule by conducting mock interviews with 6 adult learners who were not part of the study. 

Following this, the interviewees were asked to verify whether the recording accurately reflected 

their responses. This added some validity to the interview schedule which was used. In 

addition, the researcher consulted two interviewees among the adult learners, facilitators, and 

other participants who took part in the research to ensure that what was documented matched 

what was stated. This ensured the accuracy of the information gleaned from the participants. 

4.2.2.2 External validity.As indicated by Andrade (2018), for a study to accurately 

represent a population, it should allow generalizations to be drawn from the results. Hence, 

external validity must exist. Based on the study's scope, the researcher selected a sample from 

which inferences could be drawn about the population of adult learners at the three learning 

institutions under investigation (Lesko et al., 2017). While the researcher was more focused on 

the generalizability of the research findings, it was also hoped that the results would serve the 

dimension of transportability, as inferences could be drawn about similar adult educational 

institutions in the Caribbean region (Pearl & Bareinboim, 2014). 

The researcher ensured external validity by carefully selecting the samples. The 

questionnaire was used to collect preliminary data from 147 adult learners aged 20–40, 

randomly selected to participate in the study. The process was deemed fair, as the researcher 

obtained the list of all adult learners who met the criteria from all three tertiary institutions to 

form the sampling frame of 300 adult learners. This list generated a random sample of 150 
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adult learners using Microsoft Excel. Labels and Identification numbers that identified the 

respective participants' institutions were then created. Furthermore, once the quantitative 

samples were collected and the results analyzed, the researcher used purposive sampling to 

select 18 adult learners for interviews. From the questionnaire analysis, the researcher 

perceived these persons to possess a great deal of knowledge about adult education programs. 

To minimize threats to the study, the researcher implemented protocols to mitigate such 

risks (Creswell & Plano Clark, 2018). The researcher ensured that Phase 1, the quantitative 

phase, used a large enough sample size, and the qualitative phase used a smaller sample, as this 

approach would add validity to the research. This was the case because the qualitative results 

would complement the quantitative results, as both are triangulated. Also, the same individuals 

were used for the two phases of the research, with the qualitative phase using a smaller sample 

size. This ensured that the data was collected from the same sources. Moreover, the researcher 

used rigorous procedures to ensure the instruments were reliable and valid, testing and retesting 

them. Previous researchers validated them and adopted them. 

The researcher will now present the research findings in the next section. 

4.3 Results 

Several research tools were used to collect both quantitative and qualitative data. A 

questionnaire was used in the quantitative phase to collect data from adult learners. In contrast, 

an interview schedule was used to collect data from adult learners, facilitators, heads of 

institutions, and Ministry of Education officials. A review of the grades and curricula was also 

undertaken. Further, after collecting the data from both phases of the research, the results were 

then triangulated. According to Heale& Forbes (2013), when data are collected from two 

sources, different weightings for each source may apply, leaving the researcher to exercise 

caution when presenting results from the quantitative and qualitative phases (Heale& 

Forbes,2013).  If the results of this study converge, validity will be added to the research. 
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Alternatively, if the results diverge, the study's validity could be questioned (Heale& Forbes, 

2013). 

Adult education programs in Antigua and Barbuda appear to generate greater interest 

among the female population aged 20-25. Adult learners aged 20-25 dominated the programs, 

as selected age groups for the study. This is based on the demographic data shown in Figure 2. 

Further data collected from UNESCO, published on Global Economy.com, revealed that, on 

average, the female-to-male enrollment ratio in tertiary institutions was 1.56 in 2012. In 

addition, the programs' management was closely examined from the perspectives of the 

curricula, adult learners, facilitators, managers, and Ministry of Education Officials to gain 

their views on the management and effectiveness of these programs. As highlighted by 

Research Question 1, the feelings of adult learners about how the adult education programs are 

managed are given. The extent to which adult learners are motivated to transition and continue 

their learning will also be presented.  

This study also captured the feelings of adult learners, facilitators, Managers of adult 

Education Institutions, and Ministry of Education Officials regarding all aspects of program 

management. If adult education programs are well-structured and meet the needs of adult 

learners in terms of curriculum, delivery, and overall impact, they should motivate adult 

learners to continue learning. In this regard, the results of research question 2, addressed the 

views of motivation of the adult learners, and this perspective was given as gleaned from the 

responses given by adult learners, facilitators, Managers of Institutions, and Ministry of 

Education Officials. The level of motivation of these adult learners involved in the programs 

is highlighted in the results. Furthermore, the results for research question 3 revealed the 

barriers confronting these adult learners, with the most prevalent barriers highlighted.  The 

views of the adult learners and facilitators on their feelings about motivation are also presented. 

Moreover, research question 4 relates to the social origin of adult learners. This specifically 
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addressed the highest educational level attained by the adult learners' parents, and the results 

will also be presented. 

The results of hypothesis testing were based on the association between gender, the 

highest level of education attained by parents of adult learners, barriers encountered, and the 

views of motivation attained by adult learners. The testing was done using the Chi-square test 

of Independence. The following section presents the demographic data collected from 

participants, followed by the results of the Chi-square test of independence, data from the 

interviews, and gradebook and curricula. 

The findings of this research will be reported, and the results gleaned from each tool 

will be triangulated in the next section. 

4.3.1 Demographic data on participants 

This research targeted adult learners aged 20 to 40 from 3 tertiary institutions in Antigua 

and Barbuda. For phase 1 of the sequential explanatory mixed-methods research, 150 

questionnaires were distributed; however, 3 participants did not complete the questionnaire due 

to absenteeism. All these participants were from the same institution. Therefore, a total of 147 

questionnaires were completed. Phase 2 of the research involved collecting qualitative data, 

including interview schedules, sample reports, and curricula plans, from 6 adult learners at each 

of the three adult learning institutions. 

For Phase 1, a questionnaire adopted from Sides (2021) was used (see Appendix F). 

The questionnaire used consisted of four sections: A, B, C, and D. Section A focused on the 

Demographic information of adult learners; Section B, the learning Preferences of adult 

learners; Section C, barriers selected by an adult learner; and Section D, the efficiency of the 

management of the programs. Since the research focuses on the efficiency of managing adult 

education programs, the researcher felt the need to provide an overview of data on the adult 

learners most affected by the programs before delving into the analysis. 
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In Section A, demographic data on participants' gender were collected. Among the data 

were participants' ages, divided into three categories: 20-26, 27-33, and 34-40. Figure 2 

illustrates the distribution of the respondents' ages. As shown in Figure 2, the largest enrolment 

of adult learners was among those aged 20-26 years. Further, the second-largest number of 

adult learners enrolled in the programs was in the 34-40 years age category, followed by the 

smallest enrolment category, 27-33 years. 

Figure 2 

Distribution of adult learners based on their ages 

 

 

Note: The image was generated from data collected in the adult learning questionnaire 

Additionally, Figure 3 shows the respondents' ages by gender. As indicated by Figure 

3, one hundred forty-seven questionnaires were completed, from a total of 150 issued 

questionnaires. Of this number, the largest group of participants was female, followed by 

males. This is indicative of the trend where more females enrol in adult education programs in 

Antigua and Barbuda, as well as the population data of 1.56. That is, for every male, there are 

1.56 females (Global Economy.com). 
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Figure 3 

Distribution of adult learners by gender 

 

Note: the data was collected from a questionnaire conducted on adult learners 

Further, the data in Figure 4 below also revealed that 103 female adult learners and 44 

males took part in the questionnaire. Most of the female participants enrolled were from the 

age category 20-26, while the second largest category of females enrolled was from the age 

category 34 – 40 years. The age category 27-33 had the least number of participants. The 

number of male participants took the same trend as indicated by the female gender in that the 

largest number of males who participated were from the age’s category 20-26, followed by the 

age category 27-33. Unlike the female gender, the age category of 34-40 years had the least 

male participants. 
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Figure 4 

Distribution of adult learners by age and gender 

 

Age category of adult learners 

Table 8 indicates that the mean age of the participants in this study is 27 years, with a 

standard deviation of 11.91. These were calculated using Microsoft Excel. 

Table 8 

The Average Age of the Participants 

 

 

 

Age 

Range 

F         Freq 

            (F) 

Midpoint(M) 
 

M* N 

 

(M-U) (M-U)2 
 

N(M-U)2 

 

 

20-26 

 

 

94 

 

 

23 

 

 

2162 

 

 

-4 

 

 

16 

 

 

1504 

 

27-33 

 

22 

 

30 

 

660 

 

3 

 

9 

 

198 

 

34-40 

 

31 

 

37 

 

1147 

 

-7 

 

49 

 

49 

Total 147  3169/147   1751/147 

   M=27yrs   SD=11.91 
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Participants' Demographic data for the qualitative phase of data collection, gleaned 

from interviews, is shown in Table 9 below. Purposive sampling was used to select participants. 

The age categories of the adult learners selected for the interview were the same as those of the 

respondents who completed the questionnaire: 20-26, 27-33, and 34-40. As for the quantitative 

aspect of the research, more female adult learners participated than male adult learners. For the 

interview with the adult learners, the researcher asked similar questions to those on the 

questionnaire and also explored in more depth their motivation to continue learning and the 

barriers they encountered before and after their learning experience. Their experience during 

the learning process could undoubtedly hinge on the efficiency with which they manage the 

programs in which they are enrolled and could determine their motivation to continue learning 

(Woolfolk, 2019). Moreover, as postulated by Galbraith (2014), efficiency in adult education 

institutions, like any other institution, could be measured by whether the institution meets its 

objectives. The demographic data for adult learners is shown in Table 9. 
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Table 9 

Demographics on adult learners interviewed 

 

 

Respondent 

 

Gender 

 

Age 

Highest Educ. 

Level 
 

Noof yearsoutof 

   attained School 

RES1 F 20-26 secschool 6-10 

RES2 M 20-26 college 1-5 

RES3 F 34-40 secschool over16 

RES4 M 20-26 college 6-10 

RES5 F 20-26 secschool 1.5 

RES6 M 27-33 secschool 1-5 

RES7 F 27-33 secschool 1-5 

RES8 F 20-26 secschool 1-5 

RES9 F 27-33 secschool over16 

RES10 M 20-26 secschool 1-5 

RES11 F 20-26 secschool 1-5 

RES12 M 20=26 secschool 1-5 

RES13 F 34=40 secschool over16 

RES14 M 20-26 secschool 11-15 

RES15 F 27-33 secschool 1-5 

RES16 M 20=26 secschool 1-5 

RES17 M 27-33 secschool 1-5 

RES18 F 20-26 secschool 11-15 

 

Additionally, a purposive sample comprising six facilitators from each of the three 

tertiary institutions was also selected for interview giving a total of 18. This sample comprised 

8 males, representing 44.4%, and 10 females, representing 55.6%. The data revealed that more 

females participated in the qualitative phase of the research than males. Moreover, to get the 

perspective of the management of the adult education institutions, three heads of institutions 

who are all females were also interviewed. These heads of institutions are of the same age 
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category, above 40 and have the same number of years of service between 1-5. Finally, to gain 

a comprehensive understanding of how the overarching agency responsible for education 

perceives the management of adult education programs, two Ministry of Education Officials 

were interviewed, one being the Assistant Director of Curriculum. Likewise, the demographics 

of the two Ministry of Education officials are also similar. The respondents also have master's 

degrees as their highest academic achievement. 

Having reviewed the participant demographics, the results for research question 1 are 

presented below.   

4.3.2 Research Question 1 

 How equipped are the adult education programs in Antigua to transition learners 

into lifelong learning? 

In examining the adult education programs, the researcher focused on how they are 

structured and whether their structures motivated learners to continue learning. In seeking 

answers to this question, the researcher used a questionnaire as shown in Appendix F, in 

particular sections B and D. The questionnaire was adopted from Sides (2021) and since minor 

adjustments were made, it was given to a group of 3 experts who are in the field of adult 

education to verify the validity of its content and piloted amongst six adult learners. 

Furthermore, a Cronbach's Alpha reliability test was used in Section B, which addressed 

learning preferences, and in Section D, which sought the perspective of adult learners on how 

the programs are managed. Cronbach's alpha was .831, as shown in Table 10. This suggests a 

very high level of reliability among the 14 data items used in Sections B and D of the 

questionnaire. 
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Table 10 

Reliability Statistics for Cronbach Alpha result 

 

 

 

 

 

 

4.3.2.1 Evidence of andragogy For this research question, the two components 

examined were the efficiency of the programs organized by management and their influence 

on motivating learners to continue learning. As such, the researcher examined what adult 

learners had to say about their learning preferences. The adult learners' responses to learning 

preferences are in Table 11 a) to i). From the data in Table 11, Item a, 63 adult learners (43%) 

relate new ideas to real-life situations, while 27 learners (18%) do so to a very great extent. 

Moreover, the data in Table 11, item b), indicate how adult learners carry out their 

learning when engaged in the process. The data revealed that 26 participants representing 18% 

incorporated prior experiences to the learning experience to a very high extent, 37 participants 

representing 26% to a high extent, 54 participants to some extent, and 22 participants 

representing 15% to a small extent. Based on the data, 97% of respondents believe that prior 

learning experiences, as indicated by Knowles' (1980) assumptions, were incorporated into the 

learning environment; however, this was not evident to a very high extent. 

Additionally, to ascertain how adult learners feel about learning new things, data in 

Table 11, item c), revealed that 83 participants, representing 56% of adult learners, enjoyed 

learning new things to a great extent. In comparison, 47 participants, representing 32%, enjoyed 

learning new things to some extent, and 16 liked this to a small extent. Overall, 99% of adult 

 

 

Cronbach's Alpha 

Cronbach's 

Alpha Based 

on 

Standardized 

Items 

 

 

 

 

NofItems 

.831 .833 14 
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learners like learning new things, but none like doing so to a very high extent. Added to this 

from the data in Table 11 Item d), most adult learners seek clarity on matters that they do not 

understand, with 54 adult learners representing 37% doing this to a very high extent, 56 learners 

representing 38% to a high extent, 25 adult learners representing 17% to some extent, and 9 

participants representing 6%. The data revealed that 98% of adult learners seeking clarity look 

for additional information if they do not understand something. 

To get an idea of how adult learners deal with acquiring new knowledge, the data in 

Table 11 Item e), revealed that 49 participants representing 34% relate what they learn to what 

they already know to a very high extent. Likewise, 56 adult learners representing 38% feel to 

a high extent that they relate new things to their past experiences. Additionally, 30 adult 

learners (21%) relate new things to what they already know to some extent, and 9 adult learners 

(6%) do so to a small extent. 99% of adult learners relate new knowledge to their past 

experiences, but only 34% do so to a very high extent. Also, the data from Table 11, Item f), 

sought to determine how adult learners acquire new knowledge. As such, 45 adult learners 

representing 31% like to figure things out and fit ideas together to a large extent. Coupled with 

this, item g) highlights the adult learners’ responses about how enthusiastic they feel about the 

learning process. Only 20% of learners felt enthusiastic to a very high extent. In determining 

how motivated adult learners were about their learning, the data in Table 11 (Item h) indicated 

that 69 adult learners (47%) felt highly motivated to continue learning, and 71 adult learners 

(49%) felt motivated to continue learning. Furthermore, 13 adult learners (9%) were motivated 

to continue learning to a very small extent, 22 (15%) to some extent, and 25% to a high extent. 

Overall, 96% of adult learners felt motivated to continue their learning. Furthermore, the data 

in Table 11, Item i), revealed that discussions and shared experiences are used throughout the 

teaching and learning process. As such, 39 participants, or 27% of the participants agree that 

these are used to a very high extent, 52 participants representing 36% share this view to a high 
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extent, 43 participants which accounts for 30% of the respondents believe that this is done to 

some extent and 7 participants representing 5% feel that this is done to a very small extent. 

While 97% of adult learners indicated that discussions and shared experiences represent their 

experience during the teaching and learning process, many believe this is done to a high extent, 

rather than to a very high extent. 
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Table 11 

Responses of Adult Learners about their Learning Preferences 

 

Statements/Questions 

Not at 
All 

Very 
Little 
Extent 

To some 
extent 

To a 
high 
extent 

To a very 
high 
extent 

No 
response 

Total no 
of responses 

a) When I learn about 

new ideas, I try to relate 

them to real-life 

situations to which they 

might apply. 

 

 

6 

 

 

13 

 

 

63 

 

 

38 

 

 

27 

 

 

1 

 

 

 

146 

b) The instructor 
incorporates my prior 
experiences into the 
learning environment 

 

 

5 

 

 

22 

 

 

54 

 

 

37 

 

 

26 

 

 

2 

 

 

143 

c) I like learning new 

things 
1 16 47 83 0 0 147 

d) If I don’t understand 

something. I look for 

additional information 

to make it clear. 

 

2 

 

9 

 

25 

 

56 

 

54 

 

0 

 

147 

e) When I encounter 

something new, I try to 

relate it to what I 

already know. 

 

 

2 

 

 

9 

 

 

30 

 

 

56 

 

 

49 

 

 

1 

 

 

146 

f) I like to figure out 

how different ideas fit 

together 

 

 

4 

 

 

16 

 

 

44 

 

 

37 

 

 

45 

 

 

1 

 

146 

g) I feel enthusiastic 

about how my courses 

are delivered. 

 

 

8 

 

 

18 

 

 

51 

 

 

40 

 

 

30 

 

 

0 

 

147 

h) I am motivated to 

continue learning. 
 

6 

 

13 

 

22 

 

36 

 

69 

 

1 146 

i) Adult education 
programs utilized 

discussions and shared 

experiences 
throughout the teaching 
and learning process. 

 

 

 

4 

 

 

 

7 

 

 

 

43 

 

 

 

52 

 

 

 

39 

 

 

 

2 

 

 

 

145 
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4.3.2.2 Efficiency of Management.  Also, the activities planned by the program 

manager are important to the efficiency of the adult programs (Poudel et al., 2020). As such, 

the data collected in Table 12 below focused on the efficiency of management. The data 

collected from Table 12, Item a), indicated that 19 participants, which represents 13% of the 

respondents, are of the view that to a very high extent, the adult education programs are being 

properly managed, 38 participants representing 26% are of this view to a high extent, 67 

participants representing 46% to some extent and 21 participants representing 14% articulated 

that the adult education programs are being properly managed to a very small extent.  Hence, 

the majority of adult learners, representing 46% felt that the programs are properly managed to 

some extent 

In response to Item b), as to whether the curricula need to be restructured, 17 

participants representing 12% of adult learners believe that the programs need to be 

restructured to a very high extent, 43 participants representing 29% to a high extent, 58 

participants representing 39% to some extent and 23 participants representing 16% believe that 

the mode delivery and curricula need to be restructured. Additionally, the data in Table 12 Item 

c) revealed that 43 participants representing 31% believe that the managers should pay closer

attention to the structure of the programs to a very high extent, 50 participants representing 

36% to a high extent, 34 participants representing 25% believe that this is necessary to some 

extent, 8 participants representing 6% to a very small extent and 3 participants representing 

2.2% are of the view that the management need not pay closer attention to the subjects that 

form part of the course offerings. Based on this data, 98% of the adult learners believe that 

management needs to pay closer attention to how the courses are structured. 

Furthermore, the data in Table 12, Item d), which focused on the extent to which 

learners need to be engaged more often by management about their learning needs, revealed 

that 53 adult learners, representing 36%, think that this needs to be done to a very high extent, 
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55 adult learners representing 38% of the adult learners believe that this should be done to a 

high extent. Also, 26 participants, representing 18%, think this needs to be done to some extent, 

whereas 6 participants, representing 4%, believe this needs to be done to a very small extent. 

Furthermore, six participants, representing 4%, do not think this should be done. Moreover, as 

indicated by the data from Item e), 32% of adult learners believe this to some extent, while 

29% believe it to a very high extent. 
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Table 12

Adult responses about the efficiency of programs 

Statements/Questions Not at 

all 

Very 

Small 

extent 

To some 

extent 

To a 

high 

extent 

To a very 
high extent 

No 

response 

Total no of 
responses 

a) To what extent do you

believe that adult 

education programs are 

being properly 
managed? 

2 21 67 38 19 0 147 

b) To what extent do you

believe that the curricula 

and mode of delivery of 

adult education programs 

need to be restructured? 
6 23 58 43 17 0 147 

c) To what extent do you

believe that managers need 

to pay closer attention to 

how the subjects the 

course of study are 
structured? 

 

 

3 8 34 50 43 9 138 

d) To what extent do you

believe that management 

needs to engage adult 

learners more often to 

investigate their learning 

needs? 

6 6 26 55 53 1 146 

e) To what extent do the

subjects which form part 

of the course of study 

adequately facilitate adult 

learners to continue their 

studies? 

2 12 46 43 42 2 145 

To further probe into Research Questions 1, 18 adult learners were interviewed and asked to 

elaborate on their experiences while enrolled in the programs; 18 facilitators were also 
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interviewed and asked about their teaching strategies used, and adequacy of the adult education 

programs and if they see need for improvement; 3 Managers of Institutions were asked if they 

see room for improvement in the programs; and 2 Ministry of education officials were asked 

to elaborate on how the programs are being managed. 

Table 13 below refers to the interview conducted with adult learners. 
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Table 13 

Summary of interviews with adult learners 

 
Interview question Codes Themes No of 

Respondents 

1) How was your experience of 

returning to education? 
Good, Challenging, 

Tiring, Interesting 
Difficult 

Enthusiastic,  

not so welcoming, 

Tiring 

5 
12 
1 

2) How do you feel about how the 

adult education programs are 

managed and executed 

Well managed. Stressful 

Disorganized 
Poor course delivery 

Well managed,  

Not well managed, 

Not sure 

8 
8 

2 

3) What do you hope to achieve by 

participating in these educational 

programs? 

Improved qualification, 

improved skills 

Better jobs, increased 

pay, Furthering of 
education 

Improved Standard 

of living. 

A way to further 

education 

16 

 

 

 

2 

4) Do you have plans for furthering 

your education 

No interest 

Financial Constraints 

Family Obligations 

Disinterest 

No consideration was 

given. 

Interested, but faced 

with financial 

constraints. 
No desire to continue 

 

2 

 

8 

 
8 

5) What obstacles to enrollment 

have you encountered before and 

during enrollment in adult 

education programs? 

No finance 

No time 

Unable to balance  

work, family, and 

studies. 

Dislike school 

Lack of 

organizational skills. 

Lack of time 

management. Family 

constraints.  

 

Economic 

constraints. 

 

Dislike school.  

Fear of enrolling. 

1 

1 

 

1 

 

7 

 

 

7 

1 

6) Briefly describe your learning 

experiences in the programs you 

enrolled in. 

Grueling, Coping, 

Good, Challenging, 

Exciting 

They are enjoyable. 

They are exciting. 

They are difficult 

They are manageable 

8 

 

1 

 

6 

 

3 
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Adult learners were first asked by the researcher, “How was their experience of 

returning to education?” In response to this question, the themes of much enthusiasm, not-

so-welcoming, and tiring emerged as shown in Table 13. However, only five adult learners 

expressed enthusiasm, using expressions such as 'my experience was very good,' 'exciting,' or 

'pretty good.' One of the adult learners even stated, “I am excited; I have been waiting for a 

long time to start the program; I attempted to do this sometime before, but I just could not do 

it…..I had too many things hanging over my head and just too much to do, but I am so happy 

to be finally here. The programs are nice so far.” In addition, 12 adult learners, representing 

67% of the total, described the programs as not so welcoming. Of the 12 adult learners, one 

commented, “I thought that the programs would be easier, but it is too much. I feel like taking 

a break,” while another stated, “I thought studying again would be easier, it is tough on me…. 

I am too old for this.” When probed by the researcher, three of the other adult learners had 

similar themes, lumped under the theme of the programs not being too welcoming. They 

claimed the facilitators seemed to forget that they were not young and just out of school. One 

of these learners expressed, “These programs are not for people like me; too much information 

is being thrown at me…I need a break.” Another learner, representing 5% of the total number 

of adult learners interviewed, felt that the programs were tiring and posited, “I made a mistake 

coming back to study, these programs are very tiring…. just tiring.” When the researcher 

inquired why she found them to be tiring, she responded by saying “They are a lot to deal with 

for a working individual…. every week you have to work, attend classes and still complete 

assignments…. too many assignments to complete.” They claimed that the programs could be 

improved upon, challenging, and difficult. Based on the responses, most of the adult learners 

interviewed believed that the adult education programs are not meeting their needs. Only a few 

of the learners interviewed felt that their return to school was a good experience.   

Moreover, to ascertain whether adult education programs are effective in 
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transitioning learners to lifelong learners, the researcher asked the following question: How do 

you feel about how adult education programs are managed and executed? When the 

researcher probed into the management and execution of the programs, themes such as 'are the 

programs well-managed, not well-managed, or okay?' emerged. Of the 18 adult learners 

interviewed, eight felt that the programs were well managed overall. One of these participants 

stated, “The programs are good, the facilitators ensure that we understand our work, and I am 

doing well; they assist me in understanding any misunderstandings.” Another participant 

stated, “I am happy for the opportunity to be here; I never thought that I would get so far…. 

The program that I have enrolled in is a blessing. I love how it is managed. In addition, another 

of these adult learners expressed. “I think the programs are well managed, but more could be 

done to help those learners who might be struggling.” When the same question was asked of 

another adult learner, she posited, “Overall, I think that the programs are well managed, but 

some facilitators are too impatient with us. Also, of the four adult learners left one stated, “I 

have always wanted the opportunity to study again, but I just could not do it for several 

reasons…I am happy for the opportunity.” When asked by the researcher if he wished to 

elaborate a bit, he declined to do so. He stated, “Perhaps another time.” Another of the four 

adult learners described their experience as being a happy one and stated, “I am enjoying the 

programs. Moreover, when asked about the learning experience since enrollment in the 

programs, another highlighted theme was that the programs are exciting. This was the view 

of one adult learner who stated, “I do not know if things would get worse, but for now, I am 

enjoying the programs, I find them to be exciting…. I hope that things remain this way.” 

In contradiction, eight adult learners underscored the theme that the programs are not 

adequately managed. In response to the programs not being well managed, one respondent 

stated, “…Some courses need to be reorganized; I do not think that the way they are delivered 

is suitable for adults like me who were out of school for a while.” Two additional adult learners 
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claimed, “The courses are generally not properly managed… they are poorly delivered, and the 

facilitators are not handling things properly.” When the researcher probed further and asked 

each of the two adult learners what they would like to see change, one learner claimed, “he 

gives too many notes and sometimes, I am not able to keep up with this; he just needs to do 

better with his notes.” The other five adult learners expressed similar displeasure. They felt that 

most adult education programs need to be overhauled. Additionally, when asked to elaborate 

further on the programs and their management and execution, two of these learners described 

the programs at one of the adult education institutions as disorganized and stressful. One of 

these adult learners claimed, “The programs are just not organized; it is very frustrating for 

me…. It is demotivating for me.” Two of the Adult learners claimed they are unsure how they 

feel about the programs at this point. One learner iterated, “Maybe I will have an opinion later 

on, but for now, I would rather not say.” The other adult learner preferred not to comment.  

Additionally, the research sought the facilitators' perspective on the courses being 

offered.  The question posed to the facilitators was “In your opinion, are the courses being 

offered by your institution adequate in meeting the needs of the adult learners who enroll 

in these programs? The main themes emerging from this question, as shown in Table 14, are 

adequate courses and outlines/content, and inadequate course outlines. Eleven of the eighteen 

facilitators interviewed (61% of respondents) believe the courses are adequate. However, this 

partially contradicts what one facilitator, F5 stated.  He claimed that “some of the courses are 

adequate, while others are not.” When the researcher probed deeper to understand the courses 

that are inadequate and why they appear that way, F5 stated, “Some courses need more hands-

on components embedded in them …in my opinion, they are a bit boring." Moreover, one of 

the facilitators, F1, believes that the courses are not entirely student-friendly. “He stated, I try 

to deliver them using more discussions and real-life situations, but I think that some content 

can use updating and rearranging.” While five facilitators felt the courses were inadequate and 
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cited a lack of hands-on components and more student-friendly course outlines, the responses 

indicate that many course outlines are adequate. However, a few need reorganizations to 

include more hands-on or practical components. 
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Table 14 

Summary of interviews with facilitators 

 
Questions Codes Themes No. of 

responses. 

1)  Based on your years 

of experience, what 

motivated adult learners? 

Money Salary 

Missed opportunities.  

Career change. 

Increased Knowledge 

Efficiency of programs 

Personal development, 

financial betterment, and 

 

The Efficiency of Programs 

Missed opportunities 
(betterment of self). 

7 

9 

 

1 
 
1 

b) In your opinion, what 

is the expectation of 

adult learners 

Good teachers 

Good programs/good-

flowing programs, 

Understanding of concepts, 

Meaningful learning, and 

execution of tasks. 

Professionalism improved 

education. 

 
Effective learning environment 

Cater to needs. 
Enhanced financial status 

 

2 

 

1 
 
7 
8 

Qs. 2 What teaching 

method or strategy do 

you use with your adult 

learners? 

Practical Theory 

Direct approach Hands-on 

Real-world examples, 

Regular lectures 

andragogy/Experiential 

Regular lectures 

17 

 

1 

Qs.3 Are the courses 

offered by your 

institution adequate to 

meet the needs of the 

adult learners who enroll 

in these programs 

Not student-oriented. Needs 

Improvement: Change in 

delivery, Courses adequate 

Adequate courses and 

outline/content 

Inadequate courses and course 

outlines. 

 Inadequate Course 
Delivery 

11 

 

 

6 

 
1 

Qs 4 a) What are the 

most significant barriers 

to learning that students 

encounter before and 

after enrollment in adult 

education programs? 

Forgetting primary and 

secondary life. 

Lack of basic numeracy and 

literacy skills. 

Insufficient knowledge. 

Lack of content. 

Gap in Education, 

Time Management 

Financial responsibilities, 

Lack of requisite knowledge 

Inadequate course 

management. 

3 
5 
6 

3 

1 

4  b) do you assist them 

in dealing with any 

barriers encountered 

Time management. 

Academic Writing 

Counselling 

Motivate Encouragement 

Offer guidance and assistance. 
18 
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 To determine there were any hindrances encountered to deter adult learners from 

continuing with their learning, the researcher further inquired about their motivation to 

continue with their studies. 

The researcher interviewed three heads of institutions and two Ministry of Education 

officials. This should provide insight into Research questions 1, 2, and 3. Table 15 below 

presents the questions asked by the researcher and the codes and themes derived from the 

responses of the heads of institutions. The researcher inquired of the Heads of Institutions how 

they would describe the contribution of adult education programs to any country. This was to 

determine their general feelings and comfort levels in managing the adult education programs. 

Several themes emerged from the interviews held with Heads of institutions, as indicated in 

Table 15. Among these themes are contributions to national development, contributions to 

educational development, and better-equipped individuals. Two heads of department, HOI 1 

and HOI 2, were of the view that adult learning programs contribute to national development. 

At the same time, HOI 3 cited “these programs contribute to educational development and these 

programs will better equip adult learners to be productive citizens.” In an attempt to determine 

whether the HOIs are excited about their roles as heads of institutions, the researcher asked, 

"Have you always wanted to become a Head of Institution?" In response, HOI 1 and HOI 3 

claimed that they had always wanted to be Head of Institutions, as their objective was to 

contribute to education. The next HOI, HOI 2, stated, “At first, I had no interest in heading an 

institution, but now I am of a different mindset. I enjoy what I do.” The researcher asked 

each HOI whether there were aspects of their programs they thought needed 

improvement. In response, two HOIs suggested that the curriculum needs adjustment. HOI 1 

believes the curriculum needs to be broadened.  When asked to elaborate, she stated, “The 

curriculum needs to be broadened to include more information technology because that will 

help students a great deal in the 21st century.” The other HOI 3 claims that a more student-
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centered curriculum needs to be implemented at her institution. She claims, “This will 

contribute positively to the success rate of the students.” Further, the HOIs were given several 

areas that could be improved upon and asked If there were any improvements that could be 

made in any of the areas. When interviewed, all HOI responded that the course offerings by 

their institutions need to be adjusted. However, two of the HOIs, 1 and 3, also suggested that 

the infrastructure at the institution needs to be examined. 
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Table 15 

Summary of Interviews with Heads of Institutions 

 

Question Codes Themes No. of 

Respondents 

Qs. 4 How do you describe the 

contribution of adult education 

programs to any country? 

Equip adults 

Personal development National 

development  

Higher level of output 

Contribution to National 

Development 

Contribute to educational 

development and better 

equip individuals 

2 

 

 

 

1 

Qs. 5 Have you always wanted to 

become a member of the 

management of adult education 

programs 

To contribute to education. 

 

No interest in the management of 

the  

programs. 

Contributing to education 
 

 

No interest 

2 
 

 

1 

Qs. 6 Are there any aspects of your 

program that could be improved? 

If so, explain. 

Offering more learning 

opportunities. 

Some courses need to be more 

student-friendly. 

Inclusion of technology. 

Broadening of the 
curriculum. 

 

A more student-centered 

curriculum’ 

Inclusion of technology in 

the curriculum. 

1 
 

 

1 

 

 

1 

Qs. 7 Are there improvements that 

could be made in any of the 

following areas to improve the 

programs? 

Relevance and content of 

programs, training, and facilities. 

Inadequacy of curricula.  

The need for more student-

friendly curricula 

Improved program 

offerings, training, and 

facilities. 

Review course offerings 

and make relevant 

changes. 

2 

 

 

 

1 

Qs. 8What is the most significant 

barrier to enrollment that you have 

observed in your years of service? 

Finance 
 

Time management 

Lack of finance 
 

Inability to balance 

activities for home, work, 

and studies. 

2 
 

 

1 

b) In your opinion, what factor(s) 

contribute to this barrier? 

Little or no income. Lack of 

planning.  

Economic hardship.  

 

Guidance. 

Insufficient funds. 

Inadequate planning 

Lack of guidance 

1 

 

1 

 

1 

c) What measures are put in place 

to deal with such barriers? 

Scholarships and payment plans. 

Lack of planning in alternative 

education worldwide. 

Money management, 

guidance, and planning. 

Creation of avenues for 

financial assistance. 

Enter different 

arrangements with other 

universities. 

1 
 

 

1 

1 
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In addition, an interview with two Ministry of Education officials provided insight into 

how they perceive the management of the programs, whether any challenges confront their 

managers, and the advantages gained from managing these programs. The researcher also 

sought to determine whether Ministry officials perceived the management of these programs 

to be different from that observed in other Caribbean Territories or further afield. Hence, the 

interview should address research questions 1, 2, 3, and 4. The interview response is shown in 

Table 16 below. 

The interview with the Ministry of Education officials (MOE) revealed the following. 

The researcher asked the MOE how they perceived the management of the adult education 

programs in Antigua and Barbuda. In response, both MOEs believe that adult education 

programs are well-structured and organized. According to MOE 2, “They are structured for 

adult learners, and they work towards the adult learner achieving his or her goal.” Additionally, 

another Ministry of Education official. MOE 1 described the programs as “well-organized 

programs for students who are academically inclined in the formal sector.” Moreover, the 

researcher wanted to ascertain if the MOEs were aware of any challenges faced by adult 

learners and, therefore, inquired of the officials about the advantages faced by the adult learners 

enrolled in the programs. Both officials agreed that the maturity of the adult learners was the 

most significant asset. According to one MOE 1, “The students are more mature, and therefore, 

dealing with them could prove to be a little better than the younger adults.  
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Table 16 

Summary of Interviews with Education Officials 

 

Questions Codes Themes No. of 

Responses 

Qs. 4 How do you perceive 

the management of adult 

education programs in 

Antigua and Barbuda? 

Towards adult learners 

 

 

Organized programs, 

structured programs 

Well-structured programs 

Well-organized programs 

geared toward adult 

learners 

 

1 

 

 

 

1 

 

Qs.5 What advantages do 

you perceive are faced by 

the management of adult 

education programs in 

Antigua and Barbuda? 

 

 

b) What challenges do you 

perceive are faced by the 

management of adult 

education programs in 

Antigua and Barbuda 

 

Dealing with adults 

More mature in learning 

 

Time management 

 

 

Need preparation in  

how to adequately 

complete work. 

 

Commitment and 

Preparation 

 

Maturity of students 

 

 

 

 

 

 

Need support in time 

management. 

 

 

Competing life activities. 

Lack of preparation for 

Completion of tasks 

 

2 

 

 

 

 

 

 

 

 

 

 

2 

 

In addition to issuing and completing the questionnaire and interviewing adult learners, 

facilitators, and heads of institutions and Ministry of Education Officials, the researcher also 

completed document review on three curricula and gradebooks from each institution. Details 

of the document review are given in Table 17. The content analysis entailed reviewing grade 

books and curricula. For the content analysis of curricula, the curricula were examined to 

determine if the andragogical assumptions were used in teaching adult learners. The presence 

of any assumptions was recorded on the form above in Table 17 based on its prevalence. Prior 

to examining the curricula and gradebook, the researcher used the andragogical principles and 
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created five themes a) to e). The themes were used in conjunction with a 5-point Likert scale, 

which ranged from 1) Strongly Disagree, 2) Disagree, 3) Neutral, 4) Agree, and 5) Strongly 

Agree. The common themes in the statements were the motivation of adult learners, student-

centered learning, and equipping of adult learners for life. The presence of these elements 

would provide answers to Research Questions 1 and 2. 

As indicated by items a) to e) of the curricula, as shown in Table 17, there appears to 

be a lack of evidence to suggest that the curricula generally utilized PowerPoint presentations 

and, to a small extent, discussions.  Furthermore, although the curricula do not display signs of 

student-centeredness, some lessons used real-life scenarios in their PowerPoint presentations. 

This could motivate adult learners, as highlighted by 56% of the analyzed documents, and 

would be in keeping with Knowles' (1984) andragogical assumptions. Additionally, 78% of the 

curricula did not indicate that adults play a pivotal role in their learning. The use of PowerPoint 

presentations and note-taking was evident to a large extent. 

Although the curricula showed some components of andragogy, such as student-

centered lessons with discussions and real-life scenarios, there were insufficient signs of 

practical, student-centered approaches to teaching and learning, as evidenced by Knowles's 

(1984) andragogical assumptions. Additionally, the researcher found no evidence to suggest 

that the curricula are being used to equip adult learners for life. Most importantly, most 

curricula appear to need review to align with the needs of 21st-century work skills. 

Furthermore, as seen in the grade book assessments in Table 17, items a) to e), only 

approximately 56% of the adult learners appear not to have mastered what they are taught. The 

grade book generally shows signs of interest in the courses being taught. At the same time, 

many adult learners attended their classes. 
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Table 17 

 Summary of Document Review Curricula and Gradebooks 

 

Statements 

The Curricula 

1 

Strongly 
Disagree 

2 

Disagree 

3 

Neutral 

4 

Agree 

5 

Strongly  
Agree 

 
a) The curricula suggest that the 
adult learners ‘experiences are considered 

 

0 

 

4 

 

2 

 

3 

 

0 

b) The activities in the curriculum 
suggest that adults play a significant role 
in their learning 

0 7 2 0 0 

c) There are elements in the curricula that 

motivate adult learners to continue with 

their learning 

0 

 

3 5 0 

d) The curricula entail subjects that would 

equip adult learners for life 

0 2 2 5 0 

e)The subjects that form part of the 
curriculum are exciting and motivating. 

0 3 4 2 0 

The Gradebook 
     

a) Learners appear to master what they 

are taught. 

0 5 0 4 0 

b) Learners appear to be motivated by 

what they are taught 
0 3 2 4 0 

c)Learners’ interest in the courses is 

generally lacking 
0 5 3 1 0 

d) Some learners seldom attend classes 0 5 1 3 0 

e) Most learners attend their 
classes regularly.
  

0 0 2 7 0 
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In conclusion, research question 1 focused on the management of adult education 

programs. Attention was drawn to the efficiency of the adult education programs in line with 

the andragogical assumptions of Knowles (1984), the theoretical framework used in this study. 

Most adult learners reported that they learn best by relating new ideas to real-life experiences. 

Also, most adult learners reported that prior learning experiences were incorporated into their 

lessons, and they liked learning new things. Most learners also reported seeking clarification 

on any aspect of their lessons they did not understand by seeking additional information. 

Additionally, the data collected on the efficiency of the programs revealed that 13% of adult 

learners believe that adult education programs are being properly managed to a high extent. A 

larger percentage (46%) believe this is so to a very high extent, while a smaller percentage of 

learners believe that the programs are being properly managed to a small extent.  Compared 

with the interviews with adult learners, 44% of them feel that the programs are properly 

managed.  This figure represents less than 50% of the adult learners interviewed. 

Although most adult learners believe that adult education programs are properly 

managed, many believe this only to some extent. Additionally, a large percentage of adult 

learners opined that the curricula need to be restructured. Similarly, a large majority of adult 

learners believe that the management of adult education programs should pay closer attention 

to how programs are structured. Further, most adult learners do not believe that the courses that 

form part of their studies adequately facilitate their continued learning. This is consistent with 

the data collected from the Heads of Institutions representing (67%) who share the view that 

the curricula need to be reviewed. The data collected revealed that, from the interviewed 

facilitators' standpoint, the majority (61%) view the courses as adequate, which also supports 

the Heads of Institution.   

Regarding the management of adult education programs, data revealed that the majority 

of adult learners believe that management should regularly seek their perspectives on how 
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programs are managed.  Also, the data collected from the Ministry of Education Officials agree 

that the programs are well structured and organized.  

From examination of the curricula, as indicated by items a) to e) in Table 17, there 

appears to be insufficient evidence to suggest that the curricula generally utilized PowerPoint 

presentations and, to a small extent, discussions. Furthermore, the content analysis of the 

gradebooks revealed that 44% of the curricula examined showed no evidence of student-

centeredness, as PowerPoint presentations were used most often and discussions or other 

activity-based learning techniques were minimal. Furthermore, although the curricula do not 

display signs of student-centeredness, some lessons used real-life scenarios in PowerPoint 

presentations. This could motivate adult learners to learn as highlighted by 56% of the 

documents reviewed. This could be in keeping with Knowles (1984) andragogical assumptions. 

Added to this, 78% of the curricula did not indicate that adults play a pivotal role in their 

learning. The use of PowerPoint presentations and note-taking was evident to a large extent. 

Although the curricula showed signs of using some components of andragogy, such as 

student-centered lessons that include discussions and real-life scenarios, there were not enough 

signs of practical, student-centered approaches to teaching and learning to make a significant 

difference, as evidenced by Knowles's (1984) andragogical assumptions. Additionally, the 

researcher found no evidence to suggest that the curricula were being used to equip adult 

learners for life. Most importantly, most curricula appear to need review to meet the needs of 

21st-century work skills. 

In addition, from there view of the grade books in Table 17, items a) to e), only 

approximately 56% of the adult learners appear not to master what they are taught. The grade 

book generally shows interest in the courses being taught. At the same time, many adult 

learners attended their classes. 
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This research also examined the factors that could influence adult learners to continue 

learning. These are addressed in Research Question 2, with reference to Table 11. To answer 

research question 2, the researcher tested hypotheses to ascertain the roles of gender and 

parents' educational level in their motivation to continue learning. 

4.3.3 Research Question 2 and Hypotheses2 and 3 

What factors play a role in motivating adult learners to continue learning in Antigua and 

Barbuda? 

Motivation is a factor that could influence adult learners’ performance both inside and 

outside of their learning environment (Donaldson et al., 2016). As such, the researcher deemed 

motivation an important factor in this study, as it propels adult learners to continue or 

discontinue their studies. Such factors could include the gender of adult learners, barriers 

encountered before and during their studies, and the educational level of their parents. To 

determine whether adult learners are motivated, the researcher examined data on what 

propelled them to continue learning. This will assist the researcher in determining whether the 

program management considers these factors and in assessing adult learners' willingness to 

continue their learning. 

From Table 11 above, Item (h), fifty-one participants, or 35% of respondents, were to 

some extent enthusiastic about the delivery of their courses. In comparison, 40 participants, or 

27% of the respondents, were enthusiastic to a high extent. Furthermore, 30 participants, 

representing 20% of the respondents, were enthusiastic to a very high extent. The other 18% 

of respondents either felt very little enthusiasm or none at all about how the courses are 

delivered. Motivation is also a significant factor in determining how much learners will 

continue learning. Most adult learners are motivated to continue learning. Ninety-six percent 

of the learners were motivated to some extent. However, only 47% were highly motivated, with 
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9% motivated to a very small extent and 4% not motivated at all. The researcher also sought to 

determine whether gender could influence learners' motivation or whether males and females 

are motivated similarly. To determine the role played by gender and adult learners' feelings 

about motivation in Antigua and Barbuda, the researcher tested the following hypothesis using 

a Chi-Square test of Independence. The Statistical Package for Social Sciences (SPSS) was 

used for the testing. 

H0 The variables gender and views of motivation of adult learners to continue learning  

are not associated. 

H1 The variable gender and views of motivation of adult learners to continue learning are  

associated. 

The results of the Chi-square test of Independence indicate that the p-value is .773. 

Since this value exceeds the alpha level of 0.05, the result suggests that there is no statistically 

significant relationship between views on adult learners' motivation to continue learning and 

gender. Additionally, the effect size, calculated using Cramer’s V, was 0.128, suggesting a 

moderate association between views on motivation among adult learners and their gender. The 

association of the two variables, therefore, needs to be considered when analyzing the data. In 

addition, the researcher also tested another factor related to Research Question 2 using the Chi-

square test of independence. These are as follows: 

H0  The variables are the highest level of achievement attained by parents of adults 

learners, and their views on the motivation of adult learners to continue learning are 

not associated. 

H1 The variables' highest level of achievement attained by parents of adult learners and 

Views on the motivation of adult learners are associated. 

To carry out this test, the researcher used data collected on adult learners regarding the 
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highest academic level of qualifications of their parents and their views on motivation to 

continue learning. For this chi-square test of independence, a cross-tabulation was performed 

in SPSS using learners' views on their motivation and their parents' highest level of education. 

The results of the Chi-Square test show a p-value of 0.176, which is greater than the standard 

alpha value of 0.05. Based on this factor, there is a statistically significant relationship between 

the educational level of adult learners' parents and their views on the motivation to continue 

learning. In keeping with this, the data show that the highest level of academic achievement 

attained by parents of adult learners in Antigua and Barbuda is not associated with how adult 

learners feel about continuing their learning. 

The research data also revealed that the educational level of adult learners' parents in 

Antigua and Barbuda does not affect their motivation to continue learning. 

Additionally, to better understand what motivates these adult learners to continue 

learning, the researcher sought to determine what they hoped to achieve, as the motivation of 

individuals often hinges on their life’s goals or achievements. If the learning process in which 

adult learners are engaged is to be effective, it should be interesting, engaging, and aligned 

with their interests; otherwise, they will not be motivated to succeed (Uno, 2011). Such learners 

might be motivated to continue their learning if they are. To delve deeper into the motivation 

of adult learners, the researcher asked What do you hope to achieve by taking part in these 

adult education programs? Based on the emerging theme of better standard of living and a 

way of furthering their education, sixteen adult learners stated that they are pursuing these 

programs to improve their standard of living. Three of these adult learners expressed their 

reason as “This is an opportunity for me to get a better job, increase my income, and be able to 

live more comfortably. Another adult learner also stated that “enrolling in these programs will 

ultimately allow him to lead a more comfortable life.” Another adult learner stated, "I enrolled 

in these programs because I want a better life for myself and my family. I hope to get an 
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increase in my salary once I complete my study.” Further, another adult learner posited, “There 

are things that I need to do for myself and my family, but I do not have enough resources to do 

so. Once I have finished what I came to do, I hope to accomplish these goals.” The remaining 

ten adult learners stated that they enrolled to get a better job, better pay, and improve their 

lifestyles. Further, one of the two remaining adult learners reported that enrolling in these 

programs for them could be stated as “an opportunity to further their education and enable them 

to be more knowledgeable.” 

Furthermore, it was also important for the researcher to establish the level of motivation 

of adult learners to continue learning. Therefore, the researcher also asked the adult 

learners: Do you have plans to further your education? From the responses in Table 15, 

two respondents did not consider continuing their learning. One of these learners posited, “I 

just want to get my certificate and that is it…I have not given it any thought.” The other adult 

learner, when asked by the researcher what his plans are for education, stated, “This is hard 

enough as it is, I have no plans, I am not interested in doing anything else…. I just want to 

complete what I started…I have not given it a thought.” The researcher followed up by asking 

the adult learners about the reasons for their stance during the interview. The first learner stated, 

“Nothing in particular, that is just how I feel…. I need to relax a bit.” The second adult learner, 

who is of the female gender, stated, “Once I complete my studies, I want to concentrate on 

raising my family; I have no desire to continue….at least not now.” The other 8 respondents 

cited disinterest because they did not want to continue in school. One of these adult learners 

claimed, “I have no interest in continuing any studies……I do not have the time. I have other 

urgent matters to deal with.” While another adult learner claimed, “I have other pressing 

matters now, that I have to deal with…. I cannot deal with further studies now.” Additionally, 

8 respondents said that perhaps sometime in the future, they will engage in learning once again 

but were unable to state how soon when probed by the researcher. All of these adult learners 
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reluctantly cited financial issues. Of these, two adult learners also indicated interest in 

continuing with their education but for differing reasons. One of the adult learners stated, “I 

am very much interested, but I do not have the finances; I am working towards acquiring them,” 

while the other claimed, “I want to do this, to improve my skills, … I want to do this.  

For Question 1 of the interview schedule in 16, the researcher sought to find out what 

facilitators believe motivates adult learners to continue learning.  In response, several 

themes were derived from the respondents' feedback. Among these are personal development, 

financial improvement, program efficiency, and self-improvement. Nine of the facilitators 

claimed that adult learners are motivated by money; one of these respondents, F1, claims, 

“Adult learners are motivated by money. They enroll because they want a higher salary or a 

promotion. Another facilitator, F2, is of the view that adult learners enroll to fill the gap in 

opportunities lost in their past education, particularly in their primary or secondary education. 

He states, “Some adult learners are motivated by missed opportunities, and they are convinced 

that they need this opportunity to accomplish their goals of acquiring a better opportunity.” 

Further, another facilitator interviewed by F3 claims that “adult learners are motivated by the 

rewards that they will acquire at the end of their program of study.” In addition, all six other 

facilitators felt that adult learners enroll in programs for personal development, whether to 

acquire new knowledge or skills, secure a better job, or obtain additional qualifications. In 

relation, F9 posited “Students are self-motivated, and they enroll to accomplish their goal of 

self-improvement, or a better salary or promotion. “Another facilitator, F12, cited that the adult 

learners are motivated by the efficiency of the programs. He claims, “I find that when it comes 

to adult learners, their motivation mainly stems from the efficiency of the programs they are 

pursuing. Once they do not feel stressed when pursuing the programs, they are motivated to 

continue.” 
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 In response, all facilitators but one stated that they used student-centered methods in 

delivering their lessons. Methods or strategies such as a combination of practical and theory, 

direct approach, hands-on approach, coaching, and task-oriented strategies are in keeping with 

the themes of andragogy and experiential learning, as shown in Table 16. The other facilitator, 

F9, claims, “I do not do anything out of the ordinary; I do mainly regular lectures.”  

To determine whether the HOIs are excited about their roles as heads of institutions, 

which in turn could impact adult learners in a negative way and perhaps not dealing with any 

barriers which are encountered. In this regard, the researcher asked, "Have you always wanted 

to become a Head of Institution?" In response, HOI 1 and HOI 3 claimed that they had always 

wanted to be Head of Institutions, as their objective was to contribute to education. The next 

HOI, HOI 2, stated, “At first, I had no interest in heading an institution, but now I am of a 

different mindset. I enjoy what I do.”  

In summary, the evidence revealed signs of motivation among adult learners, as these 

learners alluded to.  Additionally, there was evidence of andragogy in the curricula and the 

teaching and learning environment, as some adult learners showed enthusiasm and motivation 

in their work.  However only a small number of adult learners representing thirty-five percent 

of Adult learners are enthusiastic about their courses, with only 20% to a very high extent.  

Also, the evidence revealed that only 47% of the adult learners are motivated to a very high 

extent.  Additionally, less than 50% of adult learners interviewed are not sufficiently motivated 

to continue learning.  The evidence gathered from interviews with the facilitators revealed that 

50% share the view that financial betterment is the motivation for 50% of the adult learners 

enrolling in the adult education programs. In comparison, 39% of the facilitators hold the view 

that adult learners are motivated to enroll in these programs for personal development.  Worthy 

of note is that the evidence revealed that a little less than 50% of adult learners are motivated 

to continue learning to a very high extent. 
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From the perspective of the Heads of Institutions (HOIs), the curricula need 

improvement.  This is especially significant as one HOI representing 33% of those interviewed 

revealed that the curricula need to be more student-friendly.  Furthermore, the curricula 

examined showed signs of the use of andragogy, which should motivate adult learners. 

Moreover, it was important for the researcher to determine whether there were barriers 

that hindered adult learners' continued learning. These will be examined under Research 

Question 3 as stated. 

4.3.4. Research Question 3 and Hypothesis 3 

What barriers to participation exist for adult learners in Antigua to transition into 

lifelong learning? 

The research question aims to identify barriers faced by adult learners at Antigua and 

Barbuda's three tertiary institutions. The identified barriers are tabulated in Table 18. A graph 

showing the barriers is also shown in Figure 5. 

The data from Table 18 revealed that, overall, the barrier affecting adult learners most 

is financial or economic, which accounted for 68% among females and 33% among males. 

Additionally, the data revealed that 77% of female adult learners experienced barriers due to 

child or family responsibilities, compared with 23% of male learners. In addition, 66% of the 

females and 33% of the males stated that programs held at inconvenient times prevented them 

from pursuing education or training. Further, 69% of the females reported that having no 

prerequisites prevented them from entering the programs. This is comparable to 31% of males 

who also cited this reason. Additionally, 69% of females reported that they do not meet the 

prerequisites to enroll in the programs, whereas only 31% of males shared this view. It was 

also reported by 57% of female adult learners that a lack of employee support inhibited their 

enrollment in any adult learning program. Likewise, 43% of the males reported that this was a 
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barrier that they faced. Additionally, only one male and one female adult learner, each 

representing 50%, reported being affected by other barriers. 

Table 18 

Barriers encountered before and during enrolment 

 

 

The barriers encountered by adult learners is also shown in Figure 5 below. 

 

  

Barriers Encountered  

Male 

 

Female 

Gender 

Total 

 

Male % 

 

 
 
Female % 

     

a) No prerequisites 11 25 36 30.6 69.4 

b) Too Expensive 24 50 74 32.4 67.6 

c)Lack of Employee Support 13 17 30 43.3 56.7 

d) Too busy at work 15 26 41 36.6 63.4 

e) Course program offered at 
     

An inconvenient time 16 32 48 33.3 66.7 

f)f)Children or family responsibilities 

prevented them from not  

undertaking education or training. 

12 40 52 23.1 76.9 

g) Other 2 1 2 50.0 50.0 
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Figure 5 

Barriers encountered by adult learners 

 

 

The researcher further probed into the barriers encountered by adult learners to 

ascertain if any anomalies in data from the questionnaires were highlighted.   

The researcher inquired of the adult learners who were interviewed, “What obstacles 

to enrollment have you encountered before enrolling in adult education programs?” 

“How do you overcome these barriers?” The major themes emerging from this question are a 

lack of organizational skills, poor time management, family constraints, and economic 

constraints and are highlighted in Table 15. One participant responded, “I feel like I am very 

disorganized; it is challenging for me, especially juggling between my schoolwork and the 

duties that I am settled with at home, especially with my family.” Another learner, when 

interviewed, disclosed that it is a struggle to deal with schoolwork and family matters. I don’t 

think that I am coping as I should, having to deal with all these things.” Moreover, one adult 

learner cited family constraints as the biggest obstacle confronting them. She stated, “It is very 

stressful for me having to deal with studying, family, and work life. At times, I feel very 

pressured.” Additionally, seven adult learners felt that economic constraints were the barriers 

0 

0 

Gender Male Gender Female 
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encountered. As postulated by one of these adult learners, “It is a struggle for me to pay the 

fees…. I have a lot of expenses, including providing for my children, who are still in school. 

My resources are just not enough. “Moreover, another adult learner explained the situation she 

experienced enrolling in this program: “It was challenging getting to this point. I had to seek 

funding, so getting here took me a while.” Additionally, four other adult learners stated, 

“Finances were scarce.” Another adult learner stated, “It was a challenge. I had a lot of financial 

challenges, but I do not want to go into it now.” Seven adult learners cited that they disliked 

school and had no genuine interest in enrolling in any program. Of the seven adult learners, 

two claimed that they never liked school and were coerced by family members to enroll. 

Another stated that he still does not like school, but everyone at work is passing him up. The 

other four adult learners did not state specifically why they dislike school. The facilitators' 

perspectives were also sought to ascertain their views on the adult education programs and on 

the adult learners enrolled in these programs. 

To further enquire into the barriers confronted by adult learners, as sought by Research 

Question 3, the researcher sought the facilitators' perspectives to account for any perceived 

barriers. As such, the researcher asked the facilitators the following question: In your opinion, 

what are the most significant barriers to learning that students encounter before and after 

enrollment in adult education programs? From the facilitators' responses, the following 

themes emerged: gaps in education, time management, financial responsibilities, knowledge, 

and inadequate course management. Facilitators F1, F2, and F10 reported gaps between what 

they were taught in primary and secondary school and their enrollment in adult education 

programs. F10 describes his experience gained from facilitating adult learners as “It is 

sometimes challenging to get through to some adult learners; they appear to be lost in the 

learning environment, and it is sometimes extremely difficult for me as a facilitator to work 

with them.” Other facilitators, F5, F6, F8, F9, F11, and F12, view adult learners as facing 
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financial barriers. One of these facilitators, F12, stated, “I think that one of the most significant 

barriers is finance. In some cases, it is not because they lack finances, but because they use it 

irresponsibly and not as it is intended. However, for some, not having finance poses a real 

problem.” Also, of significance to the responses of the facilitators is that several facilitators, 

F3 to F6 and F11, F16, and F17, stressed time management as a barrier during enrollment. 

However, F17 stated, “One of the major barriers that students encounter before enrolling in 

adult education is finding the time to start their studies. They get caught up with many home 

and work activities.” Three facilitators, F13, F14, and F18, expressed the view that adult 

learners lacked the requisite knowledge. In this situation, one of the facilitators, F13, postulates 

that it often proves challenging for facilitators as they would have to work harder to bring those 

adult learners on par with their peers.” One facilitator, F15, even cited the age of returning to 

education as a barrier.” He claims, “In such a situation, the adult learners oftentimes lack 

confidence, and they have to be encouraged to display a more positive attitude while they are 

engaged in the learning environment. and lacked confidence in doing so.” Also, F7 believes 

that inadequacy of the management of courses is a turn-off for some learners. He articulates 

“when adult learners come to the learning environment, they want to see curricula, scheduling 

of courses and lecturers in place for their learning. The absence of these could result in 

demotivation of the learner.” Additionally, when the researcher probed the facilitators about 

how they assist adult learners in overcoming their barriers, all facilitators stated that they 

provide guidance, counseling, and financial assistance when required. All the facilitators stated 

that if the needs of the adult learners are not met, this could affect their motivation to continue 

with their studies. 

To get the views of the Heads of Institutions on the barriers to participation that exist 

for adult learners in Antigua and Barbuda to transition into lifelong learning? The researcher 

asked the HOIs to highlight the most significant barrier experienced by adult learners in their 
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respective institutions. All HOIs agree that adult learners experience obstacles while enrolling 

at the institutions. However, two HOIs, HO1 and HO3, highlighted that the most significant 

barrier experienced by their adult learners is a lack of finances. Additionally, the third HOI 

stated, “Adult learners experience challenges which can be described as the lack of motivation,  

fear of failure, and unrealistic expectations of the time needed, as well as the effort required to 

pursue the course of studies on the part of students. This can lead to high failure rates and 

retention issues.” She further posits, “Sometimes the students require additional support in time 

management, study skills, research, and writing skills, and these options are often left out of 

adult education programs.”   

The researcher then asked what measures are in place to address these barriers. 

In response, HOI 1 stated, “We provide money management and guidance to the students who 

appear to need this assistance. However, it is a very delicate area, and so we have to approach 

it carefully……we do not want the student to feel embarrassed, although it is for their benefit.” 

Another HOI 3 cited, “In situations like those, we discuss with them and direct them to one of 

the government agencies that give scholarships or, depending on the situation, one of the credit 

unions.” Moreover, the third HOI postulated “sometimes the adult learner just needs to be in a 

different environment and based on their situation at home, we direct them to educational 

institutions overseas, where they can get scholarships… something like this is as a last resort.” 

Additionally, the third HOI stated, “Adult learners experience challenges which can be 

described as the lack of motivation, fear of failure, and unrealistic expectations of the time 

needed as well as the effort required to pursue the course of studies on the part of students. This 

can lead to high failure rates and retention issues.” She further posits, “Sometimes the students 

require additional support in time management, study skills, research, and writing skills, and 

these options are often left out of adult education programs.” 
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The researcher also sought the views of two Ministry of Education officials.  When the 

researcher inquired of the Ministry of Education Officials about the challenges faced by the 

management of the adult education programs, both MOEs agreed that they need support in time 

management, need to be taught time management skills, and need to be counseled on managing 

competing life activities. In response to time management, MOE 1 stated, “Some of the adult 

learners are not able to cope, having been out of school for such a long time. They tend to 

procrastinate a lot when engaging in learning. This creates several challenges for the managers 

of the programs.” 

In conclusion, the evidence on barriers, gathered from adult learners who completed 

the interview, revealed that financial barriers affected the majority of adult learners, followed 

by personal development.  Furthermore, evidence from the majority of adult learners who 

completed the questionnaire indicated that children or family responsibilities prevented them 

from enrolling in the programs.  However, the evidence also revealed that more female adult 

learners encountered this barrier than males did: 76.9% of females compared to 23% of males.  

Additionally, the evidence showed that adult learners interviewed cited financial constraints as 

the primary barrier, with only one adult learner citing family matters as a barrier to enrollment.  

The researcher also sought the perspective of the facilitators. Evidence gathered from 

interviews with 33% of the facilitators indicated that they believe financial constraints 

prevented adult learners from enrolling or continuing in their programs.  Despite this opinion 

expressed by 33% of facilitators, evidence from all facilitators indicated that they assisted adult 

learners with these barriers by advising them on money management or encouraging and 

guiding them to seek scholarships. 

Moreover, data on Socioeconomic factors, the highest educational level attained by 

adult learners, is shown in Section A of the Adult Learners Questionnaire (See Appendix F). 

This will provide answers to Research Question 4. 
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Research question 1 will now be examined. 

4.3.5. Research Question 4. And Hypothesis 1 

To what extent do socioeconomic factors, such as the highest educational level 

attained by their parents, influence the transition of learners from secondary to tertiary 

education and beyond? 

The pathway taken by adult learners is shaped by the available opportunities and the 

constraints imposed by their cultural background and social structures (Desjardins and Warnke, 

2012).  Many factors could influence adult learners' transition to continuous learning. It is, 

therefore, imperative that the researcher examine these factors. According to Setiawan (2020), 

parents' educational level can positively influence students’ learning. As further purported by 

Bukodi et al. (2018), the educational level attained by the parents of adult learners is an 

indicator that can be used. Bukodi et al. (2018) further asserted that, depending on the 

educational level of these learners' parents, their children can be guided along similar pathways. 

However, as indicated by the Chi-square test of independence, no association was found 

between the highest academic level attained by parents of adult learners and their views on 

motivation to continue learning. The Chi-Test result revealed a chi-square value of .176, which 

is greater than the standard alpha value of p=.05. This was supported by Neupane et al. (2021), 

who suggest that no relationship exists between parents' academic status and their children's 

highest level of academic performance. Apart from the Chi-Square Tests carried out, the 

researcher wished to examine the data further to ascertain whether the test results fully support 

what the learners cited as factors preventing their enrollment in adult education or affecting 

them during enrollment in these programs. 

The data in Table 19 below were collected from Section A, question 5 of the 

Questionnaire and tabulated.  The study found that adult learners in Antigua and Barbuda did 

not have parents who possessed PhDs. Hence, adult learners' level of motivation at that level 
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could not be considered. However, the parents of adult learners with a master’s degree were 

motivated ranging from 1= not at all to 5 =to a very high extent. Among these adult learners 

with master’s degrees, 19% were motivated to some extent, 25% were motivated to a high 

extent, and 44% felt motivated to a very high extent. Moreover, those adult learners with up to 

a bachelor’s degree had ratings from 3 to 5 on the Likert scale with two adult learners 

representing 15% and 6 adult learners representing 46%. The adult learners with diplomas were 

motivated from 8% with three adult learners indicating very little motivation and 17 adult 

learners representing a very high level of motivation. Overall, the highest motivational level 

was observed among 63 respondents, with participants whose parents had only attained a 

certificate. Of this percentage, 46% of the respondents were motivated to a very high extent. 

The data also showed that 18 respondents had no qualifications, with 44% being motivated to 

a high extent and 44% to a very high extent. Two respondents were not motivated to continue 

learning. 

Table 19 

Academic Achievement of Parents and Feelings of Motivation of Learners 

 

 

Levels of motivation 

Highest academic 

level achieved by 

parents 

 

1 

 

% 

 

2 

 

% 

 

3 

 

% 

 

4 

 

% 

 

5 

 

% 

 

Total 

PhD 0 0 0 0 0 0 0 0 0 0 0 

Masters 1 6 1 6 3 19 4 25 7 44 16 

Bachelors 0 0 0 0 2 15 5 38 6 46 13 

Diploma 0 0 3 8 12 32 5 14 17 46 37 

Certificate 1 6 2 3 11 17 20 32 29 46 63 

Other (No 

qualifications) 

 

2 

 

13 

 

0 

 

0 

 

0 

 

0 

 

8 

 

44 

 

8 

 

44 

 

18 

Total           147 
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Data on the educational levels of parents of adult learners and the motivational levels 

of adult learners to continue learning are presented in Figure 6. 

Figure 6 

The Educational Level Attained by Parents of Adult Learners and Levels of Motivation 

Source: Adult learners’ questionnaire 

 

Additionally, the educational level and social origin of adult learners can affect their 

transition into continuous learning. Given the proven link between social origin and educational 

attainment, the researcher refers to the demographic data presented in Table 17 of this research. 

In conclusion, based on the chi-square test of independence between the highest 

educational level attained by the parents of the adult learners and their motivation to continue 

learning. The data revealed that no such relationship exists in Antigua and Barbuda. Most of 

the adult learners whose parents had only a certificate-level qualification were highly 

motivated. This comprised 29 adult learners out of a total of 63. Moreover, 46% of adult 

learners whose parents held a Diploma were also very highly motivated, representing 17 of 37 
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adult learners. Likewise, only 6 of 13 adult learners had parents with bachelor's degrees, 

representing 46.2% of the adult learners. These adult learners were also very highly motivated. 

Research Question1. 

How well-equipped are adult education programs to transition learners into 

lifelong learning? 

To answer this research question, the efficiency of the adult education programs was 

investigated using questionnaire results from phase 1 and interviews with adult learners, 

facilitators, heads of institutions, and Ministry of Education officials, as well as gradebooks 

from phase 2, the qualitative phase. The questionnaire examined references to learning to 

ascertain the programs' efficiency and whether andragogical elements were embedded in the 

teaching and learning environment. The theory of andragogy, as proposed by Knowles 

(1984), highlights that adult learners are more motivated when learning is more student-

centered and experiential. Therefore, the curricula and teaching and learning environment 

should consider the adult learners (Poudel, 2020).   

The findings from the Gradebooks and curricula examined revealed evidence of 

andragogical assumptions that should motivate learners to continue learning. Furthermore, 

the questionnaire findings provided evidence of the use of andragogy in the teaching and 

learning environment in Antigua and Barbuda. However, this is to a high extent rather than to 

a very high extent. Furthermore, most adult learners interviewed in the qualitative phase 

reported that their experience in adult education programs was not very welcoming, with only 

27% expressing enthusiasm for the programs. Despite this, most adult learners interviewed 

described their experience of enrolling in the programs as enjoyable, representing 44% of 

adult learners. Additionally, most adult learners who completed the questionnaire reported 

that elements of the andragogical assumptions, such as discussions and shared experiences, 

form part of their learning. In support of the majority of adult learners, andragogical 
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principles and experiential learning were used in the learning environment. In addition, the 

researchers sought to obtain the adult learners' perspectives on the programs' efficiency. In 

this regard, most adult learners believe that adult education programs are, to some extent, 

appropriately managed. Only 14% reported that the programs are managed to a very high 

extent. In support, some of the adult learners interviewed (44%) reported that the programs 

are well-managed, and the same number (44%) reported that they are not well-managed. 

Notwithstanding this, 96% of adult learners reported that the programs need to be 

restructured. This is supported by the heads of institutions, who reported that some aspects of 

the programs need improvement. However, most of the facilitators interviewed (61%) 

reported that the courses used in the programs are adequate. Only a few adult learners (6%) 

reported that their courses were inadequate. Research Question 2 examines the factors that 

motivate adult learners to continue learning. 

Research Question 2  

What factors play a role in motivating adult learners to continue learning in 

Antigua and Barbuda? 

Based on the literature, several factors were examined to determine their effects on 

adult learners' motivation to continue learning. Factors identified in the literature include 

gender, barriers encountered before and during their studies, and the educational level of adult 

learners' parents. Other factors explored in the interviews, such as the program's structure and 

management, and some barriers encountered, such as financial constraints and those discussed 

in question 3, could play a role in motivating adult learners to continue learning. Also, how 

adult learners perceive the programs, or the reasons they enroll in them, could influence their 

motivation to continue learning. 

The questionnaire data indicate that although most adult learners are motivated to some 

extent, only a few feel very highly motivated to continue learning. The questionnaire data also 
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revealed that adult learners' gender did not affect their motivation to continue learning, as 

indicated by the Chi-Square Test of Independence conducted between gender and motivation 

to continue learning. Also, in Antigua and Barbuda, the barriers encountered by adult learners 

and the educational level of their parents do not play any role in the level of motivation to 

continue their learning, as experienced by the majority of learners. This was based on the Chi-

square tests of Independence undertaken by the researcher for each variable. 

From the interviews, most adult learners (89%) enroll in adult education programs to 

improve their standard of living, while only a few (11%) state they have no intention of 

furthering their education. Also significant is that when asked about their plans for furthering 

their education, some adult learners (44%) reported having no desire to do so, with a few (11%) 

giving this no consideration. From the perspective of the adult learners, most (50%) of the 

learners interviewed are motivated by financial betterment, followed by personal development 

(38%). Additionally, the role of barriers before and during enrollment is a factor that could 

influence learners' continued learning, but, as stated, this will be examined under Research 

Question 3. 

Examination of the majority of the curricula (56%) also revealed evidence that could 

motivate adult learners to continue learning, such as facilitators expounding on the benefits of 

continuing the courses. However, less than 50% of the curricula indicated that the subjects they 

include are exciting and motivating. 

Research Question 3:  

What barriers to participation exist for adult learners in Antigua to transition into 

lifelong learning? 

In conclusion, based on the questionnaire data, most adult learners cited the high cost 

of the programs as the primary barrier they encountered, especially for females. This was 

followed by children or family responsibilities as the factors keeping them from enrolling in 
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adult education programs. Also, a significant percentage of adult learners who completed the 

questionnaire cited no prerequisites as a barrier. The data also showed that some adult learners 

reported they could not enroll in the programs because the scheduled times were inconvenient, 

and some cited a lack of support from their employers as a barrier. The data collected from 

interviews with 33% of adult learners aligns with the questionnaire data, as the significant 

barrier encountered before and after enrollment is financial or economic in nature. There was 

also convergence with the data collected from interviews with facilitators (28%), adult learners 

(6%), and heads of institutions (67%). They all agreed that time management was a barrier 

encountered by adult learners. However, the data collected from the interviews diverged: 16% 

of adult learners interviewed cited a lack of requisite knowledge as a barrier, whereas neither 

students nor Heads of Institutions did. Dislike of school was also a significant barrier cited by 

39% of the learners interviewed, but facilitators or Heads of Institutions did not highlight it. 

These barriers could have a trickle-down effect, preventing adult learners from completing 

their programs or continuing in adult education. 

Apart from barriers to adult education that adult learners encounter, socio-economic 

factors such as gender and the highest educational level attained by their parents can influence 

individuals' skill development. Section A of the Adult Learners Questionnaire shows data on 

Socioeconomic factors and the highest educational level attained by adult learners (See 

Appendix F). This will provide answers to Research Question 4. 

Research Question 4.  

To what extent do socioeconomic factors, such as the highest educational level 

attained by their parents, influence the transition of learners from secondary to tertiary 

education and beyond? 

The data on socioeconomic factors, including gender and the highest level of education 

attained, were explored. However, since a chi-square test of independence was conducted to 
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determine whether a relationship exists between gender and the level of motivation of adult 

learners in Antigua and Barbuda, the researcher would not explore this factor under the 

socioeconomic factors. 

A Chi-square test of independence was conducted to examine the relationship between 

the highest educational level attained by the parents of adult learners and their motivation to 

continue learning. The data revealed that no such relationship exists in Antigua and Barbuda. 

The data from the questionnaire showed that most adult learners whose parents had only a 

certificate level of qualification were very highly motivated. This comprised 29 adult learners 

out of 63, or 46% of the adult learners. Moreover, 46%of adult learners whose parents had a 

diploma were also very highly motivated, representing 17 of 37 adult learners. Likewise, only 

6 out of 13 adult learners, representing 46% of learners, had parents who held bachelor's 

degrees. These adult learners were also very highly motivated. 

After exploring all the data on adult learners' responses, the researcher will evaluate the 

study's results in the next section. 

4.4 Evaluation of Findings 

This research aims to investigate the management of adult education programs and their 

effect on lifelong learning in three tertiary institutions in Antigua and Barbuda. Four research 

questions guided the data collection process. Further, Knowles's (1984) theory of andragogy 

informed this research. The researcher used a mixed-methods, sequential, explanatory design 

to collect both quantitative and qualitative data. The questionnaire was used to collect 

quantitative data, while the semi-structured interview tool and document analysis form were 

used to collect qualitative data. The results from both methods were triangulated to arrive at 

the findings. Moreover, the findings from each research question were evaluated against the 

literature review and the andragogical assumptions, which serve as the theoretical framework 

for this research. 
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The first research question focused on how equipped adult education programs are to 

transition learners into lifelong learning. Sections B and D of the Adult Learners’ Questionnaire 

in Appendix F focused on the efficiency of managing adult education programs and the 

learning preferences of adult learners. The factors that motivated adult learners were also 

examined in Research Question 2 to determine what motivates them to continue learning and 

the role of barriers and socio-economic factors in the effectiveness of adult education programs. 

Under the theory of andragogy, the assumptions proposed by Knowles (1984) support the idea 

that adult learners are self-directed, engage in experiential learning, are problem-centered, need 

to know why they are learning what is taught, and are internally motivated. Moreover, question 

3 focused on the barriers encountered by adult learners, while question 5 focused on the socio-

economic factors such as gender and the highest level of education attained by the parents of 

adult learners and their effect on the motivation of adult learners. 

In light of these, if adult education programs are to be effective and efficient, 

management must consider the use of Knowles's (1984) assumptions when designing the 

programs. Effective and efficient adult education programs can significantly impact a country's 

social and economic development (Liashenko, 2020). 

4.4.1 Research Question 1. 

How equipped are the adult education programs to transition learners into 

lifelong learning? 

This question examines the efficiency of adult education programs and the learning 

preferences of adult learners to ascertain whether program management considers andragogy 

in program design, whether it is practiced, and whether adult learners are receptive to it based 

on their learning preferences. Examining the efficiency of adult education programs and 

learners' learning preferences will determine whether adult learners are motivated to continue 

learning and thereby transition into lifelong learners 
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Most adult learners who completed the questionnaire reported some motivation to 

continue their learning, to a high or low extent, but none reported a very high extent.Only a 

small number of respondents, less than 50%, are motivated to continue learning to a very high 

extent. This is significant to the programs' efficiency. In keeping with Poudelet et al. (2020), 

planned events outside adult learners' control are important. If these programs generate low 

motivation among adult learners, very little learning will occur (Wlodkowski & Ginsberg, 

2017). As such, this could determine the level of adult learners' involvement in the programs 

and impact their motivation to continue learning.  

Additionally, only a few of the adult learners interviewed were enthusiastic about their 

learning; however, most described their experience of enrolling in the programs as enjoyable. 

The fact that 44% of the interviewed adult learners describe the programs as unwelcoming is 

alarming, as this suggests that their readiness to learn may not have developed sufficiently and 

is not in keeping with their social roles as self-directed learners (Knowles, 1984). Alternatively, 

this could suggest that, although engaging in adult education programs, these programs may be 

beyond the learners' control (Poudel et al., 2020) or fail to be relevant to the learners' lives 

(Knowles, 1980). The disparity in adult learners’ feelings about the programs could stem from 

how the programs are planned or their different learning styles. If the programs are to be 

efficient, they must be effective. These programs should consider the adult learners' learning 

styles when they begin (Hong, 2017). Additionally, some adult learners may perceive the 

programs negatively, not because they are poorly managed, but because of their lifestyles and 

socioeconomic status (Mengistie, 2022). 

The findings also indicated that the curricula used may not cater to all learners' needs, 

which could affect their transition to continued learning. This was evidenced by the heads of 

Institutions who believed that the curricula needed to be overhauled. This is also consistent 

with what some adult learners believed.  If the programs are not welcoming to adult learners, 
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this could suggest that insufficient management oversight did not occur, as Cherry (2018) 

advocated, to ensure their effectiveness. As reported by McLeod (2018), if adult learners' basic 

needs are met upon enrollment, they may become demotivated unless a greater need is satisfied. 

Therefore, to consistently keep adult learners motivated, management must continuously 

monitor programs. 

Under Knowles’ (1984) theory of andragogy, adult learners are mostly internally 

motivated to learn and may continue learning; however, there is no widespread evidence of this 

internal motivation in the questionnaire and interview data. Hence, these learners must be 

motivated from within to perform their best. Intrinsically motivated adults often engage in 

activities without external motivators (Morris et al., 2022). The questionnaire data revealed 

that adult learners in Antigua and Barbuda are externally motivated. If adult learners are to 

learn at their best, they need to be internally motivated and self-directed (Knowles, 1984). 

Further, based on the literature by Knowles (1984) and Merriam et al. (2007), if learning among 

adult learners is to be meaningful, they must bring their own learning experiences into the 

learning environment. Therefore, it requires careful examination of the curricula, modes of 

delivery, and all aspects of the learning environment of these learning institutions to identify 

any weaknesses. 

Also, the degree to which adult learners engage in learning influences their motivation 

to learn (Brookfield,1986; and Knowles et al., 2015). Without an enabling environment, adult 

learners may not be motivated to continue learning (Comings, 2023). The findings revealed 

that the teaching and learning environment is suitable to some extent, but more needs to be 

done to ensure it caters to the needs of all learners and helps them become lifelong learners. 

Adult education programs can only be deemed efficient if all learners find them welcoming 

and engaging. 

If adult learners are to be successful in the learning environment, learning must be 
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meaningful. Adult learners must be able to utilize the knowledge they bring to the learning 

environment (Knowles, 1984). This was evidenced by most adult learners who completed the 

questionnaire and reported that elements of the andragogical assumptions, such as discussions 

and shared experiences, formed part of the teaching and learning environment. In support of 

this, the interviewed facilitators also highlighted that they use experiential learning in the 

teaching and learning environment, as purported by Knowles (1984). 

Furthermore, data were collected on the efficiency of the adult education programs. 

How adult learners feel about adult education programs could determine how efficiently they 

are managed. As articulated by Mariyadas and Ar. (2022), if adult learners are unsatisfied with 

their programs, management should interpret what is happening and provide intervention to 

neutralize or eliminate unwanted situations. The majority of the adult learners who completed 

the questionnaire reported that the programs are, to some extent, properly managed. However, 

only 14% reported that they are adequately managed to a high extent. In support, it was also 

reported by the adult learners interviewed (44%) that the programs are well managed, and the 

same number (44%) of learners interviewed reported that the programs are not well managed. 

Of interest in the data is that, notwithstanding this, 96% of adult learners who completed the 

questionnaire reported that the programs need to be restructured.  

The fact that 96% of the adult learners who completed the questionnaire believe the 

programs need to be restructured highlights the extent to which the programs' structure is 

suitable for adult learners. The results of the findings on the appropriateness of the programs 

vary between students who completed the questionnaire. In addition, data collected from the 

three heads of institutions indicated that some aspects of their programs need improvement. 

Furthermore, most of the facilitators interviewed (61%) reported that the courses used in the 

programs were adequate, while only 39% reported that the programs were inadequate. The 

extent of feelings among adult learners, facilitators, and heads of institutions, and the 



210 

perceptions of the adequacy of adult education programs in transitioning learners to lifelong 

learning, all indicate that some form of restructuring is needed. However, the extent of the 

restructuring differs. Also, the findings reveal that Ministry of Education officials were 

satisfied with the program structure. All participants in the study, except Ministry of Education 

officials, were satisfied with the program structure. This has significance to the management 

of the programs. Perhaps interventions are needed, as suggested by Mariyadas & Ar. (2022) 

Interventions need to be made to examine the current level of intervention in the programs. 

Additionally, as espoused by Robbins & Coulter (2012), elements of the Hygiene 

Factor Theory of management can be helpful in managing these programs effectively. 

Therefore, the management of adult education programs needs to be aware of hygiene factors 

and apply them appropriately. As posited by Herzberg (1966), one of these factors is the 

conditions under which individuals work and the status under which they thrive. There is no 

evidence from the data collected that these factors are supported, as most adult learners find 

the programs unwelcoming. Also, as indicated by Robbins et al. (2015), the evidence 

supporting the use of all available human and material resources was lacking. Otherwise, some 

adult learners would not view the programs as unsuitable for their needs. 

Moreover, in keeping with the assumptions of andragogy, as cited by Knowles (1984), 

adult learners relate new ideas to real-life situations. Many of the adult learners who completed 

the questionnaire agree with this assumption. However, only a small percentage of learners, 

approximately 18%, agree with this to a very high extent, suggesting that some learners do not 

think critically enough to make linkages. In addition, Knowles (1984) assumes that adult 

learners enjoy learning new things and sharing their experiences. However, although most adult 

learners agree that this is so, none do so to a very high extent, and 56% of the learners 

experience this to a high extent. As suggested by Poudel et al. (2020), the assumptions of 

Knowles (1984) regarding learning experiences and the enjoyment of sharing them are not 
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supported to a very high extent, as some activities planned for adult education programs are 

not suitable for all learners. Such activities are beyond the learners' control. This suggests that, 

although adult learners in Antigua and Barbuda demonstrated Knowles's (1984) assumption to 

some extent, it needs to be practiced to a very high degree. Likewise, the gradebook and 

curricula of adult learners were examined to determine if there were signs indicating the 

efficiency of how the adult education programs were managed. The result revealed that 44% 

of student-centered approaches, as indicated by Knowles' (1984) andragogical assumptions, 

were used during the teaching and learning process. Mostly PowerPoint presentations were 

used, and minimal use of discussions or other activity-based learning techniques. Consistent 

with this, the results revealed that 78% of the curricula examined did not indicate that adults 

play a pivotal role in their learning, since the use of PowerPoint presentations and note-taking 

was evident to a large extent. Although the curricula do not display signs of student-

centeredness, the real-life scenarios embedded in the PowerPoint presentations could account 

for what some facilitators deemed student-centered teaching and learning. Perhaps this 

motivated some adult learners, as highlighted by 56% of the documents analyzed. Although 

minimal, the results revealed some use of the andragogical assumptions as purported by 

Knowles (1984). 

The findings from an examination of the grade books, which represent 56% of the adult 

learners, show that they have mastered what they are taught, with only 44% being motivated 

by it.  From the gradebooks, it cannot be concluded that their interest in the courses is generally 

lacking. However, based on the results, it can be deduced that some facilitators are practicing 

andragogy. In addition, 78% of the grade books examined showed that the adult learners mostly 

attend classes, so any performance shortcomings could not be attributed to absenteeism. 

Proponents of management efficiency believe that if adult education programs are to 

be efficient, management must meet organizational objectives (Galbraith, 2014) or achieve a 
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high standard of output to benefit adult education institutions (Robbins et al., 2015). The factors 

that propel adult learners to continue learning are presented below. 

4.4.2 Research Question2: 

What factors play a role in motivating adult learners to continue learning in 

Antigua? 

A chi-square test of independence was used to assess whether a relationship exists 

between the variables, identify factors that influence adult learners to continue their learning, 

and determine which factors influence adult learners to continue their learning. Some factors 

related to this study include gender and the highest level of education attained by the parents 

of these adult learners. 

The result of the Chi-Square test of independence indicated that the p-value is .773. 

Since this value is greater than the alpha level of 0.05, it yielded no significant relationship 

between gender and adult learners' views on their motivation to continue learning. This result 

was supported in the literature by Chung & Chang (2017), who found no significant difference 

in the motivation to continue learning between adult learners by gender. However, the test 

result was not supported in the literature by Naz (2020), who claims that an individual's gender 

can act as an academic motivator. Also, female students are more motivated academically to 

achieve their goals. Based on the findings, there is strong evidence of adult learners in Antigua 

and Barbuda, and motivation is not influenced by gender. However, given the large number of 

females who enroll in adult education programs compared to the small number of males, it 

could give the appearance that female adult learners are more motivated than male learners, 

but this is not the reality. If a relationship existed, it would have shown that more females are 

motivated to continue learning, as indicated by the literature from Naz (2020). However, no 

evidence exists of such a relationship in Antigua and Barbuda. 

 Furthermore, the results of the Chi-square test of independence on the highest 
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educational attainment level of adult learners' parents and the level of feelings about motivation 

espoused by adult learners in Antigua and Barbuda showed a p-value of 0.176, which is greater 

than the standard alpha value of 0.05. This result indicated no relationship between the two 

variables. This runs counter to most of the literature, which indicates that parents' educational 

attainment strongly influences their children's educational attainment (Benner et al.,2016). 

Most of the adult learners who completed the questionnaire had high levels of motivation. 

However, the results provided no clear evidence that the parents' motivation was tied to their 

level of education, suggesting that they were motivated by their parents' coercion to increase 

their interest in education. Most of the parents of these adult learners attained mainly a 

Certificate as part of their academic achievement. As such, in line with the literature by Benner 

et al. (2016), most adult learners would have shown and expressed lower motivation to continue 

their learning. 

 In addition, evidence suggests that many adult learners find the program 

unwelcoming and that it needs restructuring. The findings also showed that more than half of 

the adult learners interviewed were either not interested in learning or had not considered this. 

This supports Benner et al.'s (2016) literature to some extent. Since their parents did not achieve 

high academic performance, the adult learners may be satisfied with only a Certificate-level 

achievement. As suggested by Knowles (1984), these learners may be more motivated by 

external factors than by internal influences on their learning. The adult learners' responses were 

not in keeping with Knowles's (1984) view that adult learners are motivated by external factors, 

as there is no evidence to the contrary for most adult learners. The findings did not reveal that 

adult learners had strong internal motivation to continue learning. 

 Furthermore, the interviews show that adult learners in Antigua and Barbuda are 

motivated to continue their learning for various reasons. Approximately 89% of adult learners 

enrolled in their program to improve their standard of living, with only a few learners 
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interviewed (11%) claiming that they have no intention of furthering their education. Also 

significant is that when asked about their plans to further their education, some adult learners 

(44%) reported no desire to do so, with a few (11%) giving this no consideration. This is not 

surprising, since 44% of the learners who completed the questionnaire appear to have enrolled 

only to improve their standard of living and would have no desire to continue learning until the 

need arises again or if they are externally motivated. Similarly, the results from interviews with 

facilitators about what motivates adult learners reveal that 50% of facilitators cite extrinsic 

motivation by financial rewards as a factor in adult learners in Antigua and Barbuda. 

Furthermore, from the facilitators’ perspective, fewer than half of the adult learners in Antigua 

and Barbuda are intrinsically motivated, citing personal development as their reason for 

enrolling in the programs. In addition, as highlighted by the facilitators, the results show that a 

small number of adult learners interviewed also want to improve their education and are 

therefore intrinsically motivated. The findings from interviews with adult learners and 

facilitators showed that the majority of adult learners in Antigua and Barbuda are externally 

motivated, although a few remain intrinsically motivated. According to the findings, the 

dominant motivator for adult learners is the desire to improve their standard of living, not to 

become self-actualized. The evidence provided is not surprising, as Donaldson et al. (2016) 

posit that internal or external factors can influence adult learners in the learning environment. 

The findings from the examination of the majority of curricula (56%) revealed evidence 

of the use of some degree of andragogical assumptions. Also, fewer than 50% of the curricula 

indicated that the courses comprising them are exciting and motivating. According to Knowles’ 

(1984) andragogical assumptions, these learners are not intrinsically motivated. Motivation is 

a factor that can influence adult learners’ performance both within and outside their learning 

environment (Donaldson et al., 2016). The evidence from this study indicates that adult learners 

in Antigua and Barbuda are mainly driven by financial gain and may not necessarily continue 
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their education. This evidence is consistent with that collected from adult learners and 

facilitators. Based on the results, adult learners' motivation in Antigua and Barbuda to continue 

learning can come from within and outside the learning environment, as shown in the literature; 

however, most motivation is externally driven. Also worthy of note is that the evidence 

revealed that some adult learners have no interest in continuing their studies at all, or to some 

extent, because these learners might not be self-directed, intrinsically motivated, or learn 

differently from children (Jarvis, 2006). This could have implications for how these learners 

are taught. Also, the literature on andragogy by Knowles (1984) does not consider social and 

economic factors, such as the gender and educational levels of adult learners’ parents (Sandlin, 

2005), yet these factors do not influence the motivation of adult learners in Antigua and 

Barbuda. Notwithstanding this, strategies to address these factors need to be developed. 

The evidence from this study supports the idea that adult learners in Antigua and 

Barbuda are mainly motivated by external factors, such as finance, and a small number of adult 

learners enrolled in adult education programs are motivated by internal factors, such as 

personal development.  Therefore, because individuals' personal development can be either 

internally or externally motivated by money, adult learners in Antigua and Barbuda are 

motivated by internal or external factors. (Donaldson et al., 2016). However, the influence of 

the internal stimulant is minimal.  Therefore, managers of adult education programs need to be 

cognizant of this and ensure that adult learners are motivated, creating an enabling environment 

that accommodates their learning. 

The following section shows the results of examining the barriers adult learners 

encountered in Antigua and Barbuda. 
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4.4.3 Research Question 3 

What barriers to participation exist for adult learners in Antigua to transition into 

lifelong learning? 

The findings of this research question focused on barriers, which, according to Cross 

(1981)), can influence adult learners' motivation to achieve academically.  These barriers could 

be situational, institutional, or dispositional in nature. 

The findings from this research revealed that the most significant barrier encountered 

by 50% of adult learners who completed the questionnaire is financial in nature and classified 

by Cross (1981) as situational. Moreover, as advocated by Sheldon (2021), such barriers are 

viewed as any barrier which affects the adult learners educational journey., as such this 

encompassed the large percentage of adult learners who were too busy at work, as well as those 

adult learners who lacked their employers support. However, the number of adult learners who   

who lacked their employers' support in beginning their studies is small compared to those faced 

with financial barriers. From the evidence, it can be construed that such adult learners may not 

see the importance of enrolling in the programs and may prefer to remain at work, perhaps to 

secure additional funds.  

Moreover, evidence from interviews with 39% of adult learners aligns with the 

questionnaire data, indicating that the significant barrier encountered before and after 

enrollment is Financial or economic in nature. This highlights the importance of convincing 

adult learners to invest in education if they are to transition into lifelong learning. However, a 

large percentage of adult learners cited children or family responsibilities (52%) as another 

barrier encountered in Antigua and Barbuda. However, based on the literature, these barriers 

are not unique to adult learners in Antigua and Barbuda. According to Kimmel et al. (2016), 

significant barriers to adult learners seeking to enroll in adult education include life events, 

parenting responsibilities, socioeconomic status, and prerequisite education. 
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Dislike of school was also identified as a significant barrier, but only 39% of the adult 

learners interviewed reported it. Further, the data collected from interviews with facilitators 

revealed that the most significant barrier to adult learners' enrollment is financial 

responsibilities, which prevented them from enrolling or interfered with their studies. 

Moreover, the data collected from two of the three heads of institutions interviewed (67%) 

converged with that of the facilitators, who reported that the most significant barrier affecting 

adult learners is finance.  However, the evidence collected from the two Ministry of Education 

Officials diverges, as they share the view that time management is the most significant barrier 

encountered by adult learners. 

Most of the barriers encountered by adult learners in Antigua and Barbuda align with 

the barriers posited by Cross (1981) in the literature.  Such barriers arise from external needs 

and could affect their prospects of transitioning into lifelong learning (Cross, 1981).  If these 

barriers are to be reduced, the managers of adult education institutions, through their 

facilitators, must ensure that adult learners are provided with a learning environment that 

reduces the barriers they encounter (Wlodkowski et al., 2017).  Moreover, the lack of 

prerequisites to enter the programs, identified by Mackeracher et al. (2006) as academic 

barriers, could also be dealt with by the management of these programs, by creating pathways 

for adult learners to access these programs. 

Socio-economic factors, such as the highest level of education attained by adult 

learners, could also influence their transition from secondary to tertiary education and beyond. 

We will examine this below. 
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4.4.4 Research Question 4. 

To what extent do socioeconomic factors, the highest level of education attained 

by parents, influence the transition of learners from secondary to tertiary education and 

beyond? 

Data on socioeconomic factors, including gender and the highest level of education 

attained by adult learners' parents, were examined. However, since a Chi-Square Test of 

Independence was conducted to determine whether a relationship exists between gender and 

the level of motivation in Antigua and Barbuda, the researcher would not explore this factor 

under socio-economic factors. A Chi-Square Test of Independence was used to determine 

whether a relationship existed between the educational attainment of the adult learners' parents 

and their feelings about the level of motivation displayed by their parents. The Chi-Square Test 

of Independence yielded p=.176, indicating no relationship between the two variables. 

However, according to Bukodietal (2018), there is a link between the two. If the 

parents of adult learners attained a particular level of education, they would want their 

offspring to follow the same pathway. According to this research, many adult learners in 

Antigua and Barbuda were out of school for 1-5 years, were 20-26 years old, and had 

completed up to secondary education. Also, the findings revealed that the highest educational 

level attained by the parents of adult learners in Antigua and Barbuda is a master’s degree, 

but this was reported by only a small number of adult learners. Also, there was a marked 

difference in the level of education attained by parents who held a master's degree and those 

who held only a certificate. Most adult learners had parents who attained a Certificate level of 

achievement, and they were mainly very highly motivated to continue learning. Compared 

with other adult learners, only a few, whose parents attained a master’s degree, were very 

highly motivated. None of the parents of the adult learners in this study in Antigua and 

Barbuda attained a Ph.D. level of education. However, this contradicts the literature by 
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Cincinnati et al. (2016), which shows that the higher the level of education attained, the more 

motivated children of these adults are to participate in adult education and pursue further 

education at the same level. Furthermore, among the adult learners who completed the 

questionnaire, 46% reported that their parents had attained a certificate-level education, and 

these learners were highly motivated. 

4.5 Summary 

The purpose of this chapter was to evaluate the research findings using the four research 

questions, which served as a guide for data collection. The research used a mixed-methods 

approach and a sequential explanatory design to collect quantitative and qualitative data. The 

questionnaire collected quantitative data, while the semi-structured interview tool and the 

document analysis form collected qualitative data. The results from both methods were 

triangulated to arrive at the findings. to collect quantitative and qualitative data. The 

questionnaire collected quantitative data, while the semi-structured interview tool and the 

document analysis form collected qualitative data. The results from both methods were 

triangulated to arrive at the findings. This required careful analysis of the data collected from 

each research tool to arrive at the findings. Moreover, the results for each research question 

were evaluated against the findings of the literature review and Malcolm Knowles' 

andragogical assumptions, which serve as the theoretical framework for this research. Under 

the theory of andragogy, Knowles (1984) proposed that adult learners are self-directed, engage 

in experiential learning, are problem-centered, need to know why they are learning what is 

taught, and are internally motivated. Most of the data collected from the adult learner 

questionnaire, interviews of adult learners, facilitators, heads of institutions, and Ministry of 

Education officials were congruent. However, there were slight discrepancies between what 

was reported by adult learners who were interviewed and by some learners who completed the 

questionnaire, and by some facilitators. 
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For research question one, the findings revealed that the study examined the 

efficiency of adult education programs and the learning preferences of adult learners to 

ascertain whether the management of these programs considered andragogy in program design, 

whether it is practiced, and whether adult learners are receptive to the practice of andragogy 

based on their learning preferences. Examining the efficiency of adult education programs and 

learners' learning preferences will determine whether adult learners are motivated to continue 

learning. 

Most adult learners who completed the questionnaire reported some motivation to 

continue their learning, whether to a high or low extent. This therefore indicated some level of 

efficiency in planning the programs. The level of motivation present was enough to ascertain 

that some degree of planning went into the programs and that aspects of the andragogical 

assumptions were present in the teaching and learning environment. Furthermore, only a few 

adult learners were enthusiastic about their programs. At the same time, fewer than 50% 

described them as unwelcoming, indicating that more could be done to improve the efficiency 

of adult education programs. Alternatively, the adult learners who find the program so 

welcoming may perceive it as such because they are not equipped to engage in student-centered 

learning.  As such, the teaching and learning environment is unsuitable for all adult learners. 

The findings of this research question were based on information from the questionnaire 

completed by adult learners, interviews held with adult learners, facilitators, heads of 

institutions, and Ministry of Education officials, as well as the examination of curricula and 

gradebooks of adult learners. 

Research Question Two examined the factors motivating adult learners to 

continue learning in Antigua and Barbuda. The evidence revealed that adult learners in 

Antigua and Barbuda are predominantly extrinsically motivated by financial rewards. 

Moreover, most adult learners enrolled in adult education programs to improve their standard 
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of living, not to become self-actualized. Only a very small number of adult learners were 

motivated to continue learning, and a small number were not considering the idea. In support, 

less than half of the curricula examined lacked courses that were exciting and motivating, but 

some aspects of the curricula showed evidence of andragogical assumptions. The research 

question was answered through a questionnaire of adult learners, interviews with adult learners 

and facilitators, gradebooks, and curricula. 

Further, two Chi-square tests of independence were conducted on the gender of adult 

learners, the level of motivation to continue learning displayed by adult learners, the highest 

level of educational attainment of adult learners' parents, and the level of motivation to continue 

learning espoused by adult learners in Antigua and Barbuda. The results of the Chi-square test 

of independence indicated that there is no relationship between the two sets of variables. 

Therefore, the relationship between these two sets of variables does not affect the findings of 

this research. 

Research question three addressed the barriers to participation that adult learners in 

Antigua and Barbuda face in transitioning into lifelong learning. Before delving into the data, 

the researcher conducted a Chi-Square Test of Independence to determine whether the 

variables related to the barriers encountered are associated with how adult learners feel about 

continuing their learning. The test results revealed no relationship between the barriers 

encountered and the adult learners' motivation to continue their learning. Therefore, the 

researcher can rule out barriers affecting adult learners' motivation to transition to lifelong 

learning as a factor influencing their motivation to continue learning. Data for this research 

question were gathered from adult learners' questionnaires and interviews with adult learners, 

facilitators, and heads of institutions. 

Based on the findings of this research question, adult learners in Antigua and Barbuda 

face various barriers. However, the most significant barriers encountered by adult learners who 
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completed the questionnaire were financial and economic. Children or family responsibilities 

followed this, inconvenient program scheduling, being too busy at work, no prerequisites, and 

a lack of employee support. Compared to the findings reported by Facilitators and two heads 

of institutions, there was convergence in what was reported, as they cited finance as the primary 

barrier for enrollment in adult education institutions. Based on the findings and on the 

literature, barriers encountered were not unique to Antigua and Barbuda. 

Research Question four focused on the extent to which socioeconomic factors, the 

highest level of education attained by parents, influence the transition of learners from 

secondary to tertiary education and beyond.In this regard, two Chi-square tests of independence 

were conducted to help eliminate factors that could interfere with the relationship between 

these variables. Data on socioeconomic factors such as gender and motivation to continue 

learning, as well as the highest level of education attained by adult learners' parents and their 

motivation to continue learning, were explored. The Chi-Square Test of Independence 

indicated that there is no association between the two sets of variables. The data used to answer 

this question were obtained from questionnaires completed by adult learners. 

              According to this research, many adult learners in Antigua and Barbuda were out of 

school for 1-5 years, were 20-26 years old, and most had completed up to secondary 

education, which government-operated institutions offer for free. Also, the findings revealed 

that the highest educational level attained by the parents of adult learners in Antigua and 

Barbuda is a master’s degree, but this was true for only a small number of adult learners. 

There was a marked difference in the level of education between parents who attained a 

master's level of academic achievement and those who only attained a Certificate level. Most 

adult learners had parents who attained a Certificate of achievement and were highly 

motivated to continue learning. Compared with other adult learners, only a few, whose 

parents had attained a master’s degree level, were very highly motivated. None of the parents 
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of the adult learners in this study in Antigua and Barbuda attained a Ph.D. level of education. 

Adult learners in Antigua and Barbuda are not influenced by their social Origin, as there is 

no huge disparity between the persons who can become educated in Antigua and Barbuda, 

since the Education Act (2008) of Antigua and Barbuda provides free and equal access to 

Education for students between the ages of 10 and16 years. 

The study will conclude with Chapter 5, which highlights the implications, 

recommendations, and conclusions drawn from the research. 
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CHAPTER 5: IMPLICATIONS, RECOMMENDATIONS, AND CONCLUSIONS 

5.0 Introduction 

Education is important in alleviating poverty and promoting growth and development 

in any country. Since education and training for adults cannot necessarily be provided through 

a formal education system, programs must be developed to facilitate adult learning in Antigua 

and Barbuda. Additionally, as opined by Motschilnig (2014), adult education and training can 

contribute to the personal development of adults and generate social and economic benefits for 

a country. The same applies to adult education programs in Antigua and Barbuda. The retooling 

of adults, therefore, needs to be at the core of efforts to enhance human capital, especially in 

the 21st century. Such programs will enable adult learners to gain the relevant skills to compete 

globally (Charungkaittikul, 2018).   The situation in Antigua and Barbuda is no different. 

The efficient management of adult education programs is necessary if policymakers 

and program managers are to determine whether these programs are meeting their objectives 

of transitioning learners into lifelong learning. Given the importance of adult education to any 

country and the fact that the researcher has been employed in this sector for over 20 years, 

Upon making preliminary enquiries, the researcher recognized that no complete data on 

enrollment, dropout rates, and learner continuity in these programs were forthcoming.  The 

researcher was directed to access data from the World Bank, which was available online from 

the World Bank’s Website up to 2012.  This information was inadequate to monitor these 

programs correctly. The absence of known documentary evidence led the researcher to believe 

that there is a lack of tracking and documentation of the programs' success, which could hinder 

improvements. It is important to measure adult education programs in Antigua and Barbuda to 

avoid speculation and to provide documentary evidence of their management and level of 

efficiency. 
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Once completed, this research could also assist Antigua and Barbuda's policymakers in 

better organizing adult education programs to derive maximum benefits. Likewise, it could 

serve as a basis for future research on adult education and lifelong learning in Antigua and 

Barbuda. It could serve as a yardstick for measuring similar programs in the Organization of 

Eastern Caribbean States (OECS) and beyond. As Motschilnig (2014) asserts, adult education 

programs can contribute to a country’s social and economic development only if they are 

efficiently managed. 

The theory of Andragogy, as posited by Knowles (1984), serves as the theoretical 

framework for this research. The findings of this research were linked to the theoretical 

framework of andragogy, which supported and guided the research through requisite literature 

on efficient management, adult education, and lifelong learning. It underscores andragogical 

assumptions and highlights how adults learn and how they should be taught. This underscored 

how the management of these programs could implement best practices to motivate adult 

learners and thereby transition them into lifelong learning.   Moreover, Cross's (1981) theory 

of barriers and motivation in adult learning was examined to determine how barriers affected 

adult learners' motivation before and during enrollment in their programs.    

This study used a mixed-methods explanatory sequential approach. This approach 

comprised two phases. Phase 1 encompassed the collection of quantitative data as the collection 

instrument, followed by phase 2, a qualitative phase (Creswell & Creswell, 2018). The 

qualitative phase of the design was used to explain the quantitative phase (Creswell & Creswell, 

2018). The quantitative phase of the research entailed administering a questionnaire (Appendix 

F) to 150 adult learners, 50 from each institution, who were randomly selected. The 

questionnaires were completed face-to-face. Additionally, permission was also sought from 18 

adult learners, 18 facilitators, three heads of institutions, and two Ministry of Education 

officials to participate in the qualitative phase of this research, which comprised interviews 
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using interview schedules (See Appendices B, C, D, and E). In addition, the gradebooks for the 

curricula and those of three students from each institution were conducted with the permission 

of the heads of the three institutions (See Appendix F). This allowed for validation of results. 

Furthermore, ethical standards were observed during this research. Simelane-Mnisi 

(2018) asserts that ethical standards are essential in research, particularly when involving 

human and animal engagement. Accordingly, the researcher adhered to ethical principles 

throughout this research (Ngulube, 2015). The researcher developed an ethical research 

strategy in line with Ngulube's (2015) recommendation to protect research participants 

(Bryman & Bell, 2015). The ethical research strategy took into consideration the type of 

research, the topic and purpose of the research, as well as the procedures to be followed to 

ensure confidentiality and the extent to which participants can participate in the research 

(Depoy & Gitlin, 2016). As Bryman & Bell (2015) asserted, the researcher ensured that 

participants were not exposed to harm and were always treated with respect. During this study, 

the researcher assigned alphanumeric codes to the participants, who was the only individual 

able to match the codes to the participants’ names. Likewise, personal information that could 

identify participants was not collected, as all participants' anonymity was guaranteed. 

According to Bos (2020), anonymity protects the source of collected information from 

disclosure, while confidentiality ensures that the information is not shared without the 

participant’s permission. 

Before data collection, the researcher sought and gained permission from the ethical 

review committee affiliated with the researcher's institution, the Unicaf Research Ethics 

Committee (UREC). Upon receiving UREC's permission, a gatekeeper letter was issued to the 

Heads of Institutions participating in the research. The letter outlined the assistance sought 

from the Heads of Institutions. Consent was also sought from all participants using consent 
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forms (See Appendix B), which were signed after the researcher explained the research in 

detail.  

The main aim of this chapter is to discuss the implications of the findings of this 

research as they relate to the efficient management of adult education programs in the three 

main adult education institutions in Antigua and Barbuda, which existed at the time of the 

research. It focuses on the implications of how the management of these programs is 

instrumental in motivating adult learners to transition into lifelong learning.  This has 

implications for the teaching and learning environment and the curricula used.  Moreover, this 

chapter will make recommendations on how to improve the efficiency of the programs through 

more awareness and the implementation of more andragogical principles in the curricula and 

teaching and learning environment. Additionally, the findings will recommend strategies to 

address barriers encountered by adult learners and to increase their motivation to continue 

learning.  

Furthermore, the findings of this research could be used in other Eastern Caribbean 

States that may have similar experiences to Antigua and Barbuda in the Management of their 

adult education programs.  It can also contribute to the existing literature on the nature of 

management of adult education on the 108-square-mile island of Antigua and Barbuda, as it 

may offer a slightly different perspective.  Lastly, the chapter addresses how to apply the 

findings of this research to future initiatives for the efficient management of adult education 

and lifelong learning. 

5.1 Implications 

The research aimed to carry out an investigation on the management of adult education 

programs in three tertiary institutions in Antigua and Barbuda and its effect on lifelong 

learning. The research revealed the extent to which adult education programs are adequately 

managed and continue to support learners' transition to lifelong learning. Also, in keeping with 
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the theoretical framework of andragogy, the research sought to determine the extent to which 

the management of these programs incorporates Knowles’ (1984) andragogical assumptions 

into the curricula, learning environments, and delivery methods. The researcher wishes to 

center the discussion of the study's implications on the research's findings, the historical 

literature on managing adult education programs, and how adult learners perform best, as 

proposed by Knowles's (1980) theory of andragogy. 

Further, the discussion of the study's implications will highlight age-old literature on 

the barriers adult learners encounter, as posited by Cross (1981) and other theorists. Such 

barriers could prevent the performance of adult learners and need to be considered by the 

management of these programs. Furthermore, all aspects of the adult education programs were 

examined to understand the implications of these programs if not efficiently managed. The 

status of the adult education programs and their effect on lifelong learning was revealed in this 

study. Knowledge of this will help Government policymakers, heads of institutions, and 

Ministry of Education officials determine whether the programs are efficiently managed and 

what is required to keep adult learners motivated and interested in continuously upgrading their 

skills. 

How adult education programs are managed is essential, as individual aspects of the 

program, including the management style, will have implications for adult learners. The 

implications of this research's findings, guided by the four research questions, will be 

highlighted under each research question below. 

Research Question 1: 

How equipped are the adult education programs in Antigua and Barbuda to 

transition learners into lifelong learning? 

This research question was answered using data from the adult learning questionnaire 

administered to 150 adult learners, 147 of whom completed it. Since this research focused on 
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programs to determine whether they are efficiently managed, produce learners who engage in 

lifelong learning, and will be productive citizens of Antigua and Barbuda, the researcher felt it 

was essential to highlight the factors that would make these programs efficient, based on the 

literature. 

 Adult learners' engagement in the learning environment can motivate them to continue 

learning. It is also critical that managers pay attention to how adults learn, as purported by 

Knowles's (1984) andragogical assumptions, which should guide every facet of their functions 

and facilitate efficiency in adult education programs. Using andragogical assumptions as a 

base, the researcher examined adult learners' learning preferences and their perceptions of the 

efficiency of managing the adult learning program. 

The results of the questionnaire revealed signs of andragogy, based on the responses of 

adult learners and on the perspectives of adult learners encountered in their programs and of 

facilitators interviewed.  Approximately the same percentage range of adult learners, between 

44 and 46 percent, believed that the programs are appropriately managed to a high extent. Still, 

the percentage of adults who felt that they were managed correctly to a very extent was 

minimal.   Moreover, the majority of adult learners do not believe that the programs are 

structured to motivate them to continue learning.  This is supported by the Heads of Institutions, 

67%. 

Further examination of the curricula revealed evidence of andragogical use. In contrast, 

less than 50% of curricula representing 44% showed no evidence of student-centredness, as 

they mainly used PowerPoint with minimal discussion. 

Also, 78% of the items in the curricula do not indicate that adults play a significant role 

in their learning.  However, 56% of the items in the curricula appear to motivate learners and 

equip them for life.  Alternatively, 56% of learners' gradebooks showed no sign of mastery of 

what was taught. 



230 

For this research question, the findings revealed that adult learners are perhaps highly 

motivated to learn, but very few learners are motivated to a very high extent. However, this 

depends on the quality of the curricula and instructions, as well as the practices employed by 

the institutions' management (Sogunro, 2015). Furthermore, the quality of the teaching and 

learning environment is significant to the efficiency with which adult education programs are 

managed. As Poudel et al. (2020) assert in the literature, this has consequences for the types of 

events institutions plan and the institutional techniques they use, which are outside the span of 

control of learners.  

The literature also revealed that how adult learners feel about managing programs has 

implications for their motivation to learn. If motivationis low, very little learning will occur 

(Wlodkowski& Ginsberg, 2017).  This could affect their transition into lifelong learning.  The 

study's results also reported that most adult learners felt the programs were efficiently managed. 

However, 13% of the learners believed the programs were managed with a high level of 

efficiency. Furthermore, some adult learners feel that the programs are managed efficiently but 

not to a high degree. In such cases, adult learners are not satisfied with their learning to a high 

extent, and this could affect how they perceive the programs. The fact that such a large 

percentage of learners felt that the programs were managed correctly either to a minimal extent 

or a high extent could account for most learners' being in favour of student-centered learning. 

However, some adult learners do not believe that the programs are appropriately managed to a 

very high extent and may prefer the teacher to be the center of their learning, as advocated by 

Jarvis (2006). While the theory of andragogy has implications for how adults learn and are 

motivated, managers of adult education institutions should be mindful that it does not allow for 

a distinction between how adults and children learn (El-Amin, 2020). However, to ensure 

efficient management of the programs, a balance must be struck to accommodate different 

types of learners. 
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As such, management of adult education institutions in Antigua and Barbuda needs to 

focus on adult learners' learning preferences. As Knowles (1984) postulated, adult learners can 

be motivated to learn by linking new materials to their past experiences. As such, the extent to 

which programs utilize discussions and shared experiences throughout the learning process is 

significant and should be considered when constructing curricula. Although a high percentage 

of the facilitators interviewed used these methods in the learning process, they were not used 

to a very high extent. Only 27% of the facilitators used these methods. Moreover, there is a 

contrast in what was reported by facilitators and adult learners. While half of the adult learners 

interviewed reported that the programs are not welcoming, the same number reported that the 

courses are adequate only to some extent.  

Although the results do not clearly indicate a lack of interest or motivation to continue 

learning, managers of adult education programs must consider every type of adult learners 

when planning their programs. In support, research by Gravani (2012, as cited in Desta, 2022) 

stressed the importance of selecting suitable curricula, assessments, and instructional methods 

in line with the andragogical assumptions posited by Knowles (1984). As indicated by the 

results, fewer than 50% of the adult learners rated their experience in the programs as good and 

felt the programs were well managed. As reported in the results, most adult learners felt that 

the subjects in their curricula adequately facilitated their continued learning, but not to a very 

high extent. This could account for adult learners’ facilitators, heads of institutions, and 

Ministry of Education officials sharing different perspectives on managing the programs. 

The adult learners in Antigua and Barbuda could comprise learners who learn best in 

a student-centered environment and those who prefer a teacher-centered environment. 

Likewise, adult learners' expectations may be influenced by their maturity level. It is therefore 

expected that as individuals grow into adulthood, they assume more responsibilities (Johnson 

et al., 2016). Nonetheless, this has not been demonstrated recently, as younger individuals 
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who are not yet adults may be saddled with more adult responsibilities (Johnson et al., 2016). 

This could also suggest that some adult learners in Antigua and Barbuda do not think more 

maturely, and it could contravene the andragogical assumptions posited by Knowles (1984). 

This could account for the controversial results regarding the programs' efficiency in Antigua 

and Barbuda. 

To examine the program's efficiency from a different perspective, Ministry of 

Education Officials were interviewed and felt that the adult education programs were well 

structured to serve the adult population. The literature did not prove this, as no significant 

data exists on adult education in Antigua and Barbuda. It is non-existent in the Education Act 

of Antigua and Barbuda, beyond a mere mention, and there is no proper structure for the 

governance and forward planning of adult education. This study will serve as the basis for 

similar future research in Antigua and Barbuda and, perhaps, further afield. 

Moreover, adult learners' grade books and curricula were examined using the 

gradebook to determine further the efficiency of managing the programs by examining 

outcomes. An examination of the grade books revealed that less than half showed no evidence 

of student-centeredness since most PowerPoint presentations, minimal discussion, or other 

activity-based techniques were used in the learning process. Furthermore, more than half of the 

curricula examined demonstrated that adults play a vital role in learning. There was strong 

evidence of instructors' use of PowerPoint presentations and note-taking. However, despite this 

high level of student-centeredness, using real-life scenarios embedded in PowerPoint 

presentations could motivate adult learners, as evidenced by more than half of the content 

analyzed. 

Data from the grade book also showed that more than half of the adult learners 

mastered the material. Moreover, as revealed by the grade book, it cannot be concluded that 
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adult learners’ interest in the courses was generally lacking, as more than 70% of entries 

indicated that they attended most of their classes.  

Considering the above factors, adult education programs in Antigua and Barbuda must 

address not only the content imparted to students. Instead, they should focus on all aspects of 

their learning, including the mode of delivery and assessments used in the courses, to make 

the adult learners' experience meaningful so they will want to continue learning. 

The following section will answer what motivates adult learners to continue learning, 

which forms the basis of the second research question. 

Research Question 2: 

 What factors motivate adult learners to continue learning in Antigua and 

Barbuda? 

The use of andragogy in the curricula suggests that adult learners are motivated based 

on Knowles (1984) assumptions.  However, they are not motivated to a very high extent.  

Only 47% of learners are motivated to a very high extent.  Additionally, this motivation could 

result from the use of andragogical assumptions in the curricula and the type and mode of 

delivery of the courses being taught.  Furthermore, the findings revealed that 44% of adult 

learners plan to continue their education, suggesting that they could be motivated intrinsically 

or extrinsically. Worthy of note is that the evidence collected from adult learners revealed 

that the majority enrolled for an improved standard of living, while the minority enrolled for 

personal development, which could be either extrinsic or intrinsic.  

  Additionally, 50% of the facilitators cited financial benefits for adult learners’ 

enrollment, while 33% cited personal development as a motivator.  Overall, 96% of adult 

learners are motivated to continue learning to some extent, either intrinsically or extrinsically.  

Additionally, the evidence shows that adult learners are generally satisfied with the course 

and are motivated to continue learning for various reasons.   



234 

To answer this research question, the researcher conducted hypothesis testing to 

determine the factors influencing adult learners' feelings about continuing their learning. Some 

factors related to this study include gender and the highest educational level attained by the 

parents of these adult learners. 

Based on the results of the Chi-square test of independence for gender and the highest 

level of educational attainment of adult learners' parents, and on adult learners' motivation to 

continue learning, there is no significant relationship between gender and adult learners' views 

of their motivation to continue learning. Additionally, based on the research by Chung and 

Chang (2017), the results of the Chi-Square Test of independence support the literature's 

findings that there is no association between gender and motivation to continue learning. 

The hypothesis regarding the highest level of educational attainment of adult learners' 

parents and the views on motivation held by these learners was also rejected. This runs counter 

to most of the literature, which indicates that parents' educational attainment strongly 

influences their children's educational attainment (Benner et al., 2016). 

The Chi-square test of independence also shows that factors such as gender are not 

associated with their views on motivation to continue learning. Therefore, among 18 adult 

learners interviewed, 89% reported enrolling to improve their standard of living. In contrast, 

72% of adult learners cited better job opportunities, higher pay, and improved lifestyles as 

reasons for enrolling. According to the results, most adult learners in Antigua and Barbuda are 

motivated by external factors (Knowles et al., 2014), while only a tiny percentage is driven by 

intrinsic factors such as improving their lifestyle, achieving job satisfaction, and self-esteem 

(Knowles et al., 2014). However, based on the questionnaire results, most adult learners are 

motivated to continue learning, with 86% enthusiastic about their learning. 

Although most adult learners in Antigua and Barbuda are enthusiastic about their 

learning and express motivation to continue learning, their motivation appears to be driven 
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by external stimuli, such as increased pay. Once these stimuli are fulfilled, the adult learners 

might not be motivated to continue learning. Therefore, the management of adult education 

programs needs to examine factors that could motivate learners intrinsically and incorporate 

them into the programs. This finding of most adult learners being extrinsically motivated is 

not necessarily in keeping with the literature on adult learners who enroll in adult education 

programs, as Knowles (1980), in his assumption, describes these learners as intrinsically 

motivated.  

According to the literature, intrinsically motivated adult learners often engage in 

activities without external motivators (Morris et al., 2022). Despite the intangible nature of 

motivation, a positive correlation between adult learning and motivation has been posited by 

Brookfield (1986) and Knowles et al. (2015). The greater their motivation, the more they 

would be desirous of continuing their learning, and the more they would incentivize and be 

able to improve their own and their families' economic lives. 

The managers of adult education programs in Antigua and Barbuda must ensure that 

adult learners enjoy their learning and are motivated to continue learning. This would 

necessitate careful planning of the programs, including curricula, modes of course delivery, 

and training of individuals involved in the entire process. Support services would be needed 

to ensure that these programs are sustained and that adult learners have the enabling 

environment to attain their objectives (Comings, 2023) and continue as lifelong learners. 

In response to Research Question 3, the researcher will examine the barriers to 

participation in these adult education programs. 

Research Question 3. What barriers to participation exist for adult learners in 

Antigua to transition into lifelong learning? 

Furthermore, the results for adult learners who completed the questionnaire revealed 

that most learners in Antigua and Barbuda encountered situational barriers associated with 
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children or family responsibilities, as highlighted by Cross (1981). Situational barriers in 

Antigua and Barbuda primarily affect female learners. Further as highlighted by Sheldon 

(2021), such barriers could prevent adult learners from continuing with their studies as their 

family lives could be disrupted Additionally, 69.4% of adult learners do not have the 

prerequisites to enroll in the programs or possess skills that decline over time due to lack of 

use. Mackeracher et al. (2006) categorized these skills as academic barriers.  Moreover, as 

indicated by Sheldon (2021) the policies and procedures set by institutions for enrollment could 

affect adult learners ability to enroll in the adult education programs and could also be looked 

at as academic barriers. 

The literature on barriers explored in this research supports the research findings in 

Antigua and Barbuda. The research highlights that significant barriers confronting adult 

learners desirous of enrolling in adult education programs include life events, parenting 

responsibilities, socioeconomic status, and prerequisite education (Kimmel et al., 2016). Since 

these barriers can make adult learners' studies very challenging, it is incumbent on the managers 

of these programs to carefully evaluate them, determine how to bridge the existing gaps, and 

put measures in place to do so. Tracy-Mumford (as cited in Comings, 2023) argued that to 

ensure adult learners remain persistent in their programs of study, a committee should be 

established to monitor their progress. Such a committee should comprise adult learners and 

facilitators. It would be responsible for how best to serve adult learners to ensure their retention 

in the programs Tracy- Mumford, 1994 (as cited in Comings, 2023). 

 As reported, to counter parenting events or family responsibilities, managers of these 

institutions could offer child services at minimal cost to parents enrolled in these programs for 

a period, and counselling support to these adult learners. 

Socioeconomic factors were also significant in this research, which answered Research 

question # 4. 
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Research Question 4:  

To what extent do socioeconomic factors influence the transition of learners from 

secondary to tertiary education and beyond? 

This will assist the researcher in determining how these factors affect the management 

of adult education programs and the transition of adult learners from secondary to tertiary 

education and beyond. 

The pathway adult learners take is shaped by the available opportunities and the 

constraints imposed by their cultural background and social structures (Desjardins and Warnke, 

2012). The researcher knew many factors could influence adult learners' transition to 

continuous learning. One such factor examined by the researcher is the educational level 

attained by the learners’ parents. The researcher conducted a Chi-square test of independence 

to examine the influence, if any, of the highest academic level attained by parents of adult 

learners on their motivation to continue learning. The Chi-Square Test of Independence results, 

which revealed no association between the hypothesis and the literature, are not in keeping 

with this. As Setiawan (2020) asserted, parents' educational level can positively influence 

students' learning. As further argued by Bukodi and Goldthorpe (2018), the educational level 

attained by the parents of adult learners is an indicator of learners' educational pathways. 

Bukodi and Goldthorpe (2018) further asserted that, depending on their parents' educational 

level, these learners' children can be guided along similar pathways. In addition to the Chi-

Square Tests conducted, the researcher examined the data to determine whether, by chance, 

there is an effect on adult learners' transitions through the secondary and tertiary education 

systems in Antigua and Barbuda. Based on data on the highest educational level attained by 

the parents of adult learners in Antigua and Barbuda, none of the parents attained a Ph.D. level 

of education. The highest level of qualification among the parents of most adult learners is a 

master’s degree. Additionally, 14 of 16 adult learners were either slightly or highly motivated. 
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The other adult learners were not motivated at all and among adult learners in Antigua and 

Barbuda, those who were slightly or highly motivated had parents who had only attained a 

Certificate level of education. This could account for the fact that adult learners in Antigua and 

Barbuda appear not to be highly motivated, as motivation is not linked to parents' 

achievements. This contradicts the literature to some extent, which suggests that the higher the 

level of education attained, the more motivated individuals are to participate in adult education 

(Cincinnato et al., 2016). In Antigua and Barbuda, some adult learners are highly motivated, 

even though their parents attained a low level of education. 

Worthy of note, however, is the fact that primary and secondary education is free and 

compulsory in Antigua and Barbuda (Education Act of Antigua, 2008). For primary students, 

the age range for free education is 5 to 11 years, and for secondary students, it is 12 to 16. This 

reduces the incidence of social origin in education at the secondary level and in continuing 

education at the tertiary level. 

5.1.1 Delimitations of the study 

Due to time constraints and unforeseen circumstances, the researcher could collect data 

on adult learners only during the module period. However, although the study is valid, it could 

have a broader reach in terms of application. Also, it would have been more insightful if data 

on the management of the adult education programs focused to a greater extent on the output, 

that is, the adult learners’ output and how they traversed their pathway after leaving the adult 

education institutions. 

Another delimitation established by the researcher is that adult learners should be 

between the ages of 20 and 40 since they are deemed more mature at age 20. In addition, the 

facilitators interviewed were employed for between 1 and 5 years since the researcher felt that 

the selected facilitators should possess in-depth knowledge of the programs. 
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When using several data sources, the researcher could experience conflict in the data. 

This could result from questionnaires, interviews, gradebook, or triangulation, although 

triangulation should address this issue. 

5.1.2 Limitations of the study 

The study focused on the efficiency of the management of adult education institutions 

in Antigua and Barbuda and the transitioning of learners into lifelong learning. The study would 

have been even more meaningful if adult learners had been tracked from secondary to tertiary 

education and beyond. This could assist in verifying their pathway over time, despite what is 

revealed in the research. Also, the researcher considers it appropriate to undertake deeper, 

broader research on adult learners, dating back to their mid-secondary years in school, to 

compare their motivational levels before and after entering adult education institutions. This 

would give the researcher a clearer perspective on their motivations and whether they changed 

over time. Furthermore, the study could be deeper if extended to other Caribbean Islands, 

allowing comparisons between the adult education programs in Antigua and Barbuda and those 

of these other islands. Additionally, since Antigua and Barbuda is a former British Colony, a 

comparative study could be conducted between Antigua and Barbuda and the United Kingdom 

to determine whether there is a difference in the ideologies of adult learners residing in differing 

contexts. Another limitation of the study could arise from biases emanating from social 

desirability as articulated by Bergen and Labonté (2020). This is where reporting on the part 

of the adult learners, facilitators, heads of institutions, and Ministry of Education Officials 

could be presented to reflect what is deemed to be the acceptable norm instead of reality. Also, 

when given the questionnaire to complete, the participants may have trouble aligning their lived 

experiences with the particular options presented to them in the questionnaire. Social 

desirability bias could occur despite the researcher’s attempt to minimize bias. Further, since 

interviewees were selected using purposive sampling, this could affect any generalizations 
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being made about the population. With the use of purposive selection of persons for the 

interview, the individuals are basing their input on their own experiences and not necessarily 

that of the entire population. Added to this, the interviews that were conducted with adult 

learners, facilitators, managers of adult education programs, and Ministry of Education 

officials could be subject to personal biases, as these interviewees can only report phenomena 

from their perspectives (Patton, 2022). 

As it relates to the gradebook of documents carried out by the researcher, who tried to 

carry out fair and balanced research, the possibility exists that the documents examined, 

although randomly selected, could be subject to measurement errors or facilitator biases 

(Patton, 2022). According to Patton (2022), this could reflect a selective reality of the adult 

education programs that are being managed. 

Additionally, since the researcher manually coded the responses from the interview, 

although the researcher made every attempt to avoid biases, there is a slight possibility that 

some degree of subjectivity or bias could occur. 

5.2. Recommendations for application 

Countries that wish to alleviate poverty and promote growth and development need to 

invest in education. Adult education and training should be promoted, as they cannot be 

integrated into the formal education structure in Antigua and Barbuda. Hence, these programs 

are developed to assist adult learners. Moreover, as asserted by Motschilnig (2014), adult 

education is important because it contributes to the economic development of countries and the 

personal development of adults enrolled in these programs; Antigua and Barbuda is no 

exception. Attention, therefore, needs to be paid to adult education programs in Antigua and 

Barbuda, as these programs play a vital role in retooling individuals in the 21st century and 

enhancing human capital. 
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The researcher deems the efficient management of adult education programs in Antigua 

and Barbuda to be extremely important. These programs must be managed efficiently to equip 

individuals with the requisite skills and transition them to lifelong learners. They could also 

produce individuals who will contribute positively to the citizenry of Antigua and Barbuda. 

This research was conducted to investigate the efficiency of adult education programs 

at three tertiary institutions in Antigua and Barbuda and their impact on the transitioning of 

learners to continue with their learning. The views of the Heads of Institutions, the adult 

learners, the facilitators, and Ministry of Education officials were acquired for this research by 

conducting mixed methods sequential explanatory research using questionnaires with adult 

learners and conducting interviews with a purposive sample of adult learners, facilitators, the 

managers of adult education institutions and the Ministry of Education officials. Completing 

this research will provide documentary evidence of the management of these programs so that 

policymakers can make informed decisions about their appropriateness. Therefore, it is 

incumbent on policymakers to ensure that the results of this research are used to establish a 

framework for managing adult education programs in Antigua and Barbuda. This will also 

ensure that the beneficiaries of these programs, the adult learners, transition to continuous 

learning. Such learning should equip adult learners to be model citizens and individuals who 

can contribute to any country's social and economic development (Charungkaittikul, 2018). 

The outcome of this study has implications for how the programs are managed, which 

will affect the curricula and how teaching and learning take place, and this, in turn, could 

stimulate further learning among adult learners (Motschilnig et al., 2012). Although the adult 

education institutions appear to function properly, the data revealed some inadequacies in all 

the tertiary adult learning institutions. Based on feedback from the adult learners, facilitators, 

and managers of these institutions, there appear to be issues with the curricula, teaching, and 

learning and the motivation of the learners seems only to be extrinsically driven compared to 
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being intrinsically motivated. As ideal as the benefits that can be derived from being 

intrinsically motivated, most adult learners in Antigua and Barbuda are motivated by external 

stimuli such as money. This could determine the quality of their learning and the depth of 

learning. Furthermore, facilitators engaged in adult learning institutions must be trained to deal 

with this type of learner to ensure learning occurs. 

The recommendations of the researcher based on the findings are outlined as follows: 

5.2.1 Policymakers 

The adult education programs are a mere mention in the Education Act of Antigua and 

Barbuda (2008). During this study, the researcher has not identified any framework for how 

these adult education programs are established while conducting research. As such, this lends 

itself to the programs being managed without any measurable benchmarks or full 

understanding by the beneficiaries of these programs as to how the programs are doing. These 

stakeholders are adult learners, corporate institutions, parents, and other interested 

stakeholders. Moreover, the program's rationale from a country-wide perspective needs to be 

understood by all the stakeholders. Therefore, the researcher recommends that the government 

develop a policy framework that considers the assumptions of andragogy based on Knowles's 

(1984) work on adult learners and the concept of lifelong learning in Antigua and Barbuda. 

However, this policy framework must also cater to different types of adult learners. As posited 

by Jarvis (2006), some adult learners do not learn differently from children. In addition, the 

researcher recommends establishing a framework for adult education management in Antigua 

and Barbuda, which will be highlighted below. 

5.2.2 Management of Institutions 

The study's findings revealed some controversy about how efficiently the programs are 

being managed and whether they are transitioning learners to lifelong learning. Generally, 

approximately half of the adult learners believe that the programs are properly managed, but 
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this varies based on whether the perspective of adult learners, facilitators, managers of 

institutions, or Ministry of Education Officials are expressing their views on the matter. All the 

individuals who completed the questionnaire or were interviewed about the programs felt that 

some restructuring of the programs should be undertaken. There is also evidence of using the 

andragogical assumptions, as Knowles (1984) posited. 

 It is also worth noting that although the adult learners show evidence of being 

motivated, this was not so to a very high extent. This suggests that adult learners are not fully 

satisfied with their programs and could discontinue their learning anytime. As such, the 

researcher recommends rectifying the programs' weaknesses, beginning with establishing a 

framework governing the functioning of all adult education institutions in Antigua and 

Barbuda. It suggests that the controversy about the programs could result of facilitators, adult 

learners ‘heads of institutions, and even Ministry of Education Officials not being completely 

au fait and clear on the goals and purpose of the adult education programs. Therefore, the 

researcher is recommending that all the above individuals get involved in a roundtable 

discussion to examine the curricula and the teaching and learning environment of the three 

tertiary institutions to ensure that all stakeholders agree on how these programs are to be 

managed and to develop policies for efficient management. of these institutions. These policies 

would guide how these institutions function daily. One such policy is that an evaluation of all 

three tertiary institutions be undertaken every three months by an appointed evaluator who is 

an expert in the field of education. Moreover, instead of speculating about how well the 

institutions are doing, benchmarks can be established to uphold standards. Also, once these 

policies are created, the researcher recommends that an island-wide campaign or dialogue be 

undertaken about the true benefits that can be derived from adult education institutions in 

Antigua and Barbuda rather than adult learners just enrolling to improve themselves 
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financially. The conversation could encompass how adult education may benefit the local 

institutions and Antigua and Barbuda in general. 

The researcher is also recommending that a manual governing all adult educational 

institutions be produced and tweaked to meet the needs of individual institutions. This manual 

will have general information governing adult education institutions in Antigua and Barbuda. 

Coupled with this, numerical data on enrollment, drop-out rates, and time to completion of 

curricula of adult learners need to be produced and monitored to ensure that the institutions are 

being efficiently managed. Added to this tracking of adult learners could be undertaken to 

establish if they are motivated to continue learning since the research results highlighted that 

most adult learners are motivated extrinsically. 

5.2.4 Training of Staff 

The data suggests that some facilitators use teacher-centered approaches to teaching 

and learning. The researcher recommends that facilitators and managers be trained to deal with 

adult learners and that managers ensure that all components of the teaching-learning 

environment are geared towards maximizing the learners' output. 

5.2.4.1 Training of Facilitators.If adult learners enrolled in adult education programs 

are to perform optimally and motivate adult learners to think critically and independently, it is 

important that the facilitators employed in these programs possess the necessary skills to be 

effective. Lack of effectiveness in the teaching and learning environment could result in 

attrition of the learners. As such, facilitators have an important role as they are in direct contact 

with adult learners and should be able to determine the deficiencies in the learning 

environment. In particular, the facilitators should be able to deal with the individual learning 

preferences of adult learners. Facilitators not being able to deal with these learning preferences 

could possibly account for the fact that only 86% of adult learners are enthusiastic about their 

learning. However, only 47% of learners were motivated at a high level. Had attention been 
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paid to the different types of learning preferences, adult learners would be more highly 

motivated and enthusiastic about their learning. The researcher recommends that all facilitators 

be trained in andragogy, since the way courses are delivered, and testing is administered, could 

negatively affect adult learners if not done in keeping with their learning preferences. Perhaps 

this percentage could have been greater if all facilitators were trained to deal with adult learners. 

The researcher further recommends that facilitators be adequately trained to deal with adult 

learners who are not self-directed. The research shows that not all learners can perform in a 

student-centered environment, and facilitators also need to know how to support these learners. 

Furthermore, facilitators should be trained to encourage democratization while facilitating 

classes with adult learners. This is necessary for adult learners to feel respected in the learning 

environment; their views on situations must also be respected. 

5.2.4.2 Management Training.  From the research results, more could be done by 

heads of institutions as it relates to monitoring curricula, ensuring that programs, when 

designed, consider the needs of adult learners and that teaching and learning are in keeping 

with andragogical assumptions. The researcher therefore recommends that the managers of 

these programs be trained in management to provide them with a thorough understanding of 

the adult education institutions they have been recruited to manage. Such training will enable 

them to better understand their institutions and to deal with the varying situations they may 

encounter (Mariyavas & Saravanakumar, 2022). They must be trained in the basic principles 

of management, such as planning, directing, organizing, and controlling, and know what each 

function entails Biniecki & Schmidt (2020), so that they can be implemented in a coordinated 

way. Additionally, the management principles when applied by the managers of adult 

education programs should take into consideration the andragogical assumptions and the fact 

that, for the most part, adults learn differently from children (Knowles, 1984). If, however, 

there are adult learners who learn like children (El-Amin, 2020), the training received by the 
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management of these institutions should equip them with the knowledge and skills to develop 

contingency plans that address the needs of these adult learners. Moreover, the efficiency of 

managing adult education programs would also encompass the adequacy of the programs in 

catering to the needs of adult learners. 

Despite 99% of the adult learners experiencing some form of andragogy being 

practiced, two heads of institutions recommended that the curriculum needs to be broadened, 

and one head of institution suggested that the curriculum needs to be more student-centered. 

Upon examination of the curricula of these three tertiary institutions, the researcher did not find 

much evidence of the curricula being student-centered in any of the three tertiary institutions, 

but this did not seem to affect the performance of the adult learners as their grade books were 

averaged. Also, there was no indication of these adult learners being motivated to continue 

with their learning. 

5.2.5 Support services for adult learners 

The data revealed that adult learners were motivated mainly by financial needs and the 

desire to improve their jobs. Likewise, although some adult learners are motivated, not enough 

adult learners feel motivated, and their motivation levels are not high enough for the researcher 

to ignore. Therefore, the researcher finds it necessary to make recommendations on how the 

level of motivation can be improved and to ensure that future learners who enroll in these 

programs feel fully motivated to continue their studies. This issue, therefore, needs to be 

addressed by the management of adult education institutions. Also, the research revealed that 

adult learners are confronted with several barriers which are highlighted below with 

recommendations for their reduction or elimination. This would benefit adult learners who 

enroll in these institutions in the future. The researcher recommends the following to reduce 

these gaps in learning. 
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5.2.5.1  Support services dealing with motivation.  In response to the motivation of 

adult learners, there is a correlation between adult learners not being motivated and their 

chances of success in adult education programs which could lead to drop-out (Sogunro, 2015). 

If the managers of adult education programs wish to minimize the barriers that prevent adult 

learners from learning, the adult learners need to be kept motivated (Brophy, 2010). However, 

based on the literature as asserted by Günen and Vural (2023), adult learners are extrinsically 

motivated by their desire to improve their jobs and careers and to self-develop, such as 

becoming qualified in a particular field of endeavor. Moreover, adult learners are motivated 

because they are generally of the view that financial rewards are imminent if they complete 

their program (Wlodkowski et al., 2017). The research revealed that most adult learners, 

representing 99%, had parents who only attained a certificate, but they were motivated to 

continue learning. This represented 86% of the adult learners. This runs contrary to the 

literature on adult learners' motivation by Benner et al., (2016), who assert that the higher the 

level of educational attainment by the parents of adult learners, the greater their motivation to 

learn. The researcher is of the view that more needs to be done as the adult learners were given 

a scale of Likert scale ranging from 1 to 5 where 1 showed no motivation and 5 a very high 

level of motivation. The fact that only 47% of the adult learners were motivated to a very high 

extent and only 47% of the adult learners were motivated to a high extent suggests that more 

needs to be done to motivate the learners. Of this number, most of the adult learners' motivation 

ranged from very little to a high extent. 

Considering this, the researcher recommends that, before enrolling in these programs, 

the management of these programs embark on a rigorous program to educate adult learners on 

the benefits of enrolling in adult education programs to change their viewpoint and, hopefully, 

enable them to be more intrinsically motivated rather than extrinsically motivated. This will 

include interactions with counselors, academic advisers, and past adult learners. It would also 
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require the establishment of seminars and other programs to make adult learners aware of their 

roles as learners. Perhaps discussions can be held with the student body to ascertain what can 

be done to make the learners feel the need to be self-actualized rather than embark on learning 

for such factors as higher pay or promotion. The research further revealed that adult learners 

in Antigua and Barbuda do not follow the trend as with other countries cited in the literature, 

as it was established that the gender of the adult learners' and the highest level of education 

attained by their parents do not influence the motivation of adult learners in Antigua and 

Barbuda. It will also be useful if the motivation of adult learners entering the learning 

institutions is ascertained as this information would prove to be useful to the managers of the 

institutions and the facilitators. Knowing why adult learners engage in learning would equip 

facilitators to use relevant techniques to inspire learners to enjoy their learning and continue 

learning (Aljohani & Alajlan, 2020). Moreover, to get a better idea of the motivation of 

learners, the researcher recommends that more tracking needs to be done to determine their 

level of motivation before entering the adult education programs as well as when they transition 

from the programs. It is only then that the true effects of the program can be determined. 

The barriers encountered by adult learners in Antigua and Barbuda will also be 

addressed. 

5.2.5.2 Support Services dealing with Barriers encountered.  In addition to 

examining the motivation of adult learners, the research also investigated the barriers they 

encounter. The data collected revealed no association between the barriers encountered and the 

views of motivation of adult learners to continue. Furthermore, some adult learners encounter 

barriers described by Potter and Alderman (1992, as cited in Roosmaa and Saar, 2011) as 

academic barriers, which prevent them from possessing the prerequisites necessary to enroll in 

programs. Further, the most significant barrier encountered by adult learners is dispositional 

barriers, as it was identified by Cross (1981). The barriers were identified by adult learners, 
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facilitators and heads of Institutions as financial and economic barriers. For the majority of 

adult learners this barrier was followed by children and family responsibilities. In regard to 

academic barriers, the researcher recommends implementing transition programs to ensure that 

adult learners transitioning from secondary education, or learning that took place before this, 

are prepared for learning (Kallison, 2017). 

Following the above, the researcher recommends that remedial programs be built into 

the mainstream curricula of adult education programs, to enable those learners who are not 

quite at the required level to come up to the level of the curricula. It is also recommended that 

facilitators be specially trained to deal with adult learners who are a part of the remedial 

programs as well as those who matriculate into the general stream. The other adult learners 

who encounter situational barriers require a support system before and during enrollment to 

assist them in dealing with their barriers. Also, based on what was posited by most of the 

facilitators that some adult learners lack course management skills, the researcher is of the view 

that these learners should be sent to Academic advisers. However, for the problem to be 

addressed at an early stage, these adult learners need to be carefully monitored and identified 

early. 

If as indicated by the results of the study, some adult learners encounter financial 

barriers, financial assistance should be in place either through the learning institutions or a 

donor agency to tackle the problem early. In addition, psychological support should also be 

offered to all adult learners who require this type of support. Based on a Chi-square test of 

independence undertaken, no correlation exists between the adult learners' barriers encountered 

and the level of motivation of adult learners. Therefore, the barriers encountered did not affect 

adult learners' motivation level. 

It is also incumbent on the managers of adult education programs to establish a 

monitoring committee comprising facilitators and adult learners to ensure they know who is 
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experiencing serious barriers, determine potential dropouts from the programs and offer 

intervention as necessary. This committee would ensure adult learners' retention into the 

programs. 

In addition to the barriers encountered, adult learners are often affected by 

socioeconomic factors, such as the highest level of education attained by their parents and their 

influence on their motivation to continue learning. The research results show no correlation 

between the highest level of education attained by the parents of adult learners in Antigua and 

Barbuda and their transition from secondary education to tertiary education and beyond. 

Although it is usually the case that parents who have attained a high level of education would 

encourage their children to become educated (Bukodi & Goldthorpe, 2018), the results revealed 

that most of the parents of adult learners had attained a Certificate level of education. However, 

adult learners are still very motivated to continue learning. Since Antigua and Barbuda is a108-

square-mile island, the socio-economic factors such as poverty, age, gender, and social origin 

of parents do not affect the polarization of education to a large extent. At the preschool, 

primary, and secondary levels of education, the government provides free access. Since all 

students must attend school until the age of 16, access to education is open and free. 

Notwithstanding this, there are issues with adult learners being unable to afford proper nutrition 

because they must work to pay for their tertiary education. 

The researcher recommends that the institution, at the head, implement broad, all-

inclusive policies, establish a feeding program, or offer financial assistance to adult learners in 

need. Further, the researcher recommends that adult education campaigns equip adult learners 

with adequate information to make informed decisions about their future. By so doing the adult 

learners would be able to enjoy their learning and perform at their optimal level. 
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5.3 Recommendations for future research 

Adult education is significant to countries worldwide, as it is believed that investment 

in this sector will bring significant benefits to countries' social and economic development 

(UNESCO, 2016). As such, individuals’ role as citizens will be productive, as their natural and 

social environment will be developed. Against this framework, the significance of an efficient 

adult education program in Antigua and Barbuda is paramount. The aim of this mixed-methods 

sequential explanatory research is to ascertain how well the adult education programs in three 

adult education institutions in Antigua and Barbuda are managed and their effect on lifelong 

learning. The undertaking of this research will provide documentary evidence of the success of 

these programs, if they have met their objectives. This research can serve as a guide for the 

management of adult education institutions in Antigua and Barbuda and would improve the 

lives of the citizenry. 

No such known research has been undertaken in Antigua and Barbuda before, nor has 

a similar study been conducted in the other Eastern Caribbean States (OECS). However, Bird 

(1975) attempted to write about the state of adult education in the Caribbean some four decades 

ago, with emphasis on the empowerment of women. Since then, UNESCO has repeatedly 

mentioned adult education, yet most member governments in the Caribbean Community and 

Common Market (CARICOM) States and the OECS have made no serious attempts to develop 

it properly. As such, the researcher will seize the opportunity to explore and contribute to the 

existing body of research on adult education. The researcher identified several areas for 

replicating or broadening this mixed-methods, sequential, explanatory research and offered 

recommendations that could be significant for future research. 

The research used andragogy as the theoretical framework to determine whether 

students' learning was effective and whether management planned its curricula to align with 

how adults learn best.  As such, the research focused on how adult learners perceived the 
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efficiency of the program, by examining curriculum management, learning preferences, and 

the programs in place in Antigua and Barbuda.  Moreover, it is widely known that if programs 

are properly planned and executed with adult learners at the center of activities (Poudel et al., 

2020), they should yield learners who are motivated and desirous of continuing their learning.  

To determine the effectiveness of the programs to motivate learners to transition into 

lifelong learning, the researcher used a questionnaire which was issued to 150 adult learners, 

as well as interview schedules to adult learners, facilitators, heads of institutions, and ministry 

of education officials, as well as the curricula used in the programs. While the research can be 

generalized in Antigua and Barbuda and other islands in the Organization of the American 

States (OECS), the researcher recommends thata similar research be undertaken in the larger 

Caribbean islands to ascertain if their dynamics with the efficiency of their programs is the 

same.   

It is also recommended that a follow-up study be undertaken once the recommendations 

made in this research is accepted by the policy makers implementing andragogy the main 

principles used for adult learners enrolled in these institutions.  Once adopted and implemented 

a follow up study can be undertaken to examine the efficiency of the programs as well as how 

adult learners transition learning throughout life.  Both Management and Facilitators should be 

trained in the usefulness of andragogy to adult learners.  

Another recommendation is that a follow-up study be done to track students to 

determine if their mindset on the efficiency of the programs changed after they graduate from 

these programs and to determine the role played by the use of andragogy in the teaching and 

learning environment.  It would also help measure how efficiently the programs are managed, 

as it could provide data on whether adult learners continued their learning and what roles they 

later played in life. This tracking should be undertaken for at least 5 years. Such research could 

not be undertaken due to time constraints. Interest in this aspect of the research would be of 
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significance to the major stakeholders in adult education such as the policymakers, the heads 

of institutions, the facilitators, parents, accreditation bodies, funding agencies, and even the 

adult learners who are the products of these programs, as it would give them documented 

evidence of how these programs are being managed and what needs to be done to make them 

better. 

Also, while the findings of this research refer to Antigua and Barbuda, It is 

recommended that a similar research be undertaken in the future to determine whether adult 

learners, facilitators, Heads of Institutions, and Ministry of Education Officials express the 

same sentiments about the efficiency of their adult education programs as in other Caribbean 

countries.  This would also ensure that attempts to conduct adult education programs are 

documented, allowing their relevance and success to be tracked. 

 Additionally, since this research used only current learners enrolled in the programs, 

the researcher recommends that future research be conducted with former adult learners and 

adult learners who dropped out of the program. This is necessary to gain these learners' 

perspectives on the adult education programs they have pursued. In this way, their perspective 

could be compared to the experiences of the adult learners engaged in this research. It would 

also be useful to research the perspectives of past heads of institutions to ascertain whether 

their views on the management of the programs align with those of the present management. 

The delivery of content and the teaching and learning environment is paramount to 

effective teaching and learning. As such, managers of these programs need to recruit facilitators 

with the requisite knowledge and skills in Andragogy to avoid demotivation of adult learners.  

In keeping with the research findings that Knowles's (1984) andragogical principles are not 

widely practiced in the learning environment, the researcher recommends that future research 

focus on the facilitator's role in the learning environment and on how to address a diverse set 

of adult learners, some student-centred and others teacher-centred.It is also recommended that 
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research be undertaken on how best to bridge the gap between theory and practice in the use of 

andragogy. Evidence in this research indicates the use of andragogical principles in the 

curricula and by some facilitators.  However, despite this, there seems to be a disconnect 

between knowledge of andragogy and its use to bring maximum benefit to adult learners while 

engaged in the learning environment. This is evident as some adult learners were still not 

satisfied with the programs being offered. 

Another recommendation is that a similar study be undertaken using a behavioral theory 

of adult learners, or a combination of two theories, such as andragogy, and a more recent adult 

learning theory, such as transformative learning theory, which focuses more on the cognitive 

ability of adult learners. The transformative theory aims to examine adult learners enrolled in 

adult education programs to ascertain how they learn best. 

Moreover, the government policymakers' views on adult education programs could be 

sought if similar research is carried out in the Eastern Caribbean in the future. It would give 

the research more depth since how policymakers view these programs could impact on the 

types of policies governing them, ultimately affecting their management efficiency. In addition, 

the availability of scarce resources, to facilitate adult learners entering the program, especially 

financial resources, could be explored in future research. The research could focus primarily 

on adult education programs, their management, and stakeholders' views, primarily funding 

agencies, the government, and other financial institutions that could provide funding to adult 

education institutions. This is to ensure that adult education programs are adequately funded, 

which would help alleviate some of the financial burdens that act as barriers for adult learners. 

Such research could lead to the establishment of laws and policies on adult education in 

Antigua and Barbuda. It would also facilitate the implementation of yardsticks by which to 

measure the efficiency of these programs. It could also help policymakers to put structures in 

place to ensure the accountability and effectiveness of these institutions. Once structures are in 
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place, periodic checks on the workforce's needs could be established and passed to adult 

education institutions holistically to foster cohesiveness among them. 

Likewise, based on the barriers to enrollment expressed by adult learners and the 

perceived barriers identified by facilitators, a similar study could be undertaken to determine 

the extent to which such barriers affect the success of the adult education programs. Such 

barriers could include problems surrounding how courses are scheduled, the availability of 

information about these programs, a lack of courses that interest the adult learners, and 

inadequacies of procedures governing such programs, as well as the inadequacy of the location 

of the institution relative to the adult learner’s accessibility of these programs (Cross, 1981). 

According to Rubenson and Desjardins (2009), the most significant institutional barriers are 

the cost of tuition and other financial constraints. Detailed information on these barriers could 

help program management put support in place for adult learners and provide guidance, 

ultimately making the programs more efficient. Additionally, such information can help 

lawmakers enact laws that could benefit adult learners. One such policy could be financial aid 

or the implementation of creches to assist these learners. 

Moreover, adult learners' motivation was significant for the efficient management of 

adult education programs and for the extent to which these learners transition into lifelong 

learning.  Evidence from the research revealed that most adult learners in Antigua and Barbuda 

is motivated externally by financial or economic reasons.  Despite this, evidence from some 

adult learners suggested that their motivation to continue learning is self-development.  

Irrespective of the level of motivation of adult learners to transition to lifelong learning, and 

the motivator in their learning, since the evidence is not definitive, the researcher recommends 

that further studies be undertaken  

Another proposal for future research is to explore the role of social origin more deeply 

in Antigua and Barbuda. This is suggested since the evidence from this research revealed that 
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the social origin of adult learners does not affect their motivation to continue learning in 

Antigua and Barbuda. Additionally, since the effect of social origin is not very prominent in a 

small twin island state of 108 square miles, it would be interesting to ascertain the extent of its 

prominence or non-existence. As highlighted in the research, the highest level of academic 

achievement among adult learners' parents and their feelings about motivation could be 

reexamined. While the literature by Benner et al. (2016) states that there is a relationship 

between the two, the data collected from the research prove otherwise. Perhaps the parents of 

these adult learners' income bracket could also be examined. This further exploration would be 

geared towards finding out why, in this situation in Antigua and Barbuda, the results were 

contrary to the literature. 

It would be helpful if future research could focus solely on a qualitative case study 

design. Such a design, as highlighted by Yin (2018), would enable the researcher to collect data 

from multiple sources. This would involve focus groups and observations to determine whether 

the findings from this study, based on the interviews and questionnaire, reflect the general 

feelings of most adult learners enrolled in adult education programs in Antigua and Barbuda. 

Also, the prospect of using observation could help in determining whether the behavior of adult 

learners involved in the learning process suggests they are excited or motivated to learn. Data 

from their grade books could also be collected and analyzed, and all data could be triangulated 

to ensure the research findings are reliable (Bans-Akutey & Timus, 2021). 

For the future, the researcher intends to target agencies such as UNESCO, Adult 

Education and Adult Learning Journals published in the SAGE journal, Perspectives published 

by the New Your Journal of Adult Learning, the International Journal of Lifelong Education, 

and the Caribbean Journal of Education published by the University of the West Indies. By so 

doing the researcher would have a global reach for sharing the research findings. Additionally, 
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the researcher intends to participate in local, regional, and international research conferences, 

where the findings of this research can be disseminated. 

Having discussed the implications for future research, the researcher will draw 

conclusions in the next section 

5.4 Conclusions 

Education is crucial for poverty alleviation and growth. Adult education and training 

programs contribute to personal development and generate social and economic benefits. Like 

countries worldwide, adult education programs in Antigua and Barbuda are crucial in 

promoting global competition. However, there is no evidence indicating whether existing adult 

education programs are meeting their objectives and helping learners’ transition to continue 

their education. In addition, there is no known evidence of tracking or documentation of the 

success of these programs in Antigua and Barbuda. This could hinder improvements. The 

researcher is consequently gathering evidence to determine the efficiency of these programs 

and to avoid speculation in the future. The undertaking of this research, therefore, could also 

assist policymakers in Antigua and Barbuda in organizing adult education programs to derive 

maximum benefits and serve as the basis for future research. As such, it could be used to 

measure similar programs in the Organization of Eastern Caribbean States (OECS) and beyond, 

highlighting the importance of efficient adult education program management. In investigating 

the efficiency of adult education programs in Antigua and Barbuda, the researcher was guided 

by four research questions. 

This research used Knowles' andragogy assumptions as the conceptual framework, and 

Cross's theory on barriers and motivation in adult learning was also examined in the research. 

A mixed methods sequential explanatory approach was used, with quantitative data collected 

in Phase 1 which informed the collection of qualitative data in Phase 2. The mixed methods 

research design allowed the researcher to collect data from adult learners using a questionnaire, 
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and qualitative data were used to capture the views of adult learners, facilitators, institution 

heads, and Ministry of Education Officials in one study. The examination of curricula and 

gradebooks was also a part of the data collection process. 

For question one of this research, the focus was on the extent to which the adult 

education programs are equipped to transition learners to lifelong learning.  The study revealed 

that the majority of adult learners in Antigua and Barbuda (99%) are motivated to continue 

their learning, but not to a very high extent. This has implications for the level of efficiency of 

the programs and whether they will transition as lifelong learners. Moreover, most of the adult 

learners who were interviewed (67%) described their learning experience as unwelcoming. The 

fact that adult learners are not very highly motivated suggests that more needs to be done in 

the programs to motivate learners.  

Further, the evidence revealed that the majority of facilitators found the courses offered 

in the programs to be adequate, while a little less than half found them to be inadequate. This 

suggests that some adult learners are not adequately catered to, and management needs to 

improve the curricula and the teaching and learning experience of those adult learners. 

However, despite the use of current curricula, a high percentage of adult learners remain 

motivated to continue learning, though not to a very high extent.  Notwithstanding this, there 

is evidence of aspects of the curriculum being teacher-centred.  Additionally, the findings 

revealed that not all adult learners appreciate a student-centred approach to learning. Those 

adult learners who prefer a teacher-centred approach to learning may not be appreciative of 

such an approach, and therefore they need to be catered to by program managers if they are to 

be motivated to transition to lifelong learning.  Worthy of note is that some of these learners 

may be motivated despite their dislike of this approach, as they may not be affected by student-

centered activities in the learning environment. 
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Also, as revealed from the research, most Heads of Institutions found the adult 

education programs adequate, but two suggested broadening the curriculum to include 

technology and adopting a more student-centered approach. The Ministry of Education 

officials also deemed the programs to be well-structured. Additionally, the researcher examined 

the grade books and curricula of three students from each institution.  The findings from the 

curricula revealed evidence of andragogy in the teaching and learning process.  However, based 

on some adult learners' reports of the programs being unwelcoming, this could indicate that the 

curricula did not cater to all learners’ needs.  This was supported by the heads of institutions, 

who held the view that the curricula needed review.  The current curricula were not necessarily 

enough to motivate learners to continue learning.  Evidence from the gradebooks indicatedan 

acceptable level of performance to continue learning. 

Furthermore, evidence collected from the grade books revealed that only a little more 

than half of the adult learners appeared to have mastered the content taught, although there 

appears to be signs of interest in the courses being taught.  

In response to question 2, the study revealed that most adult learners in Antigua and 

Barbuda are motivated by financial gains, with a few being motivated for their own self-

development.  This could very well be that the learners who are motivated for personal 

development could be internally or externally motivated.'  

The evidence also revealed that most adult learners in Antigua and Barbuda are not 

motivated to a very high extent.  This has implications for adult learners transitioning into 

lifelong learning.  Additionally, the evidence from the study revealed that less than one quarter 

of the adult learners enroll in adult education programs for leisure or appeasement. Interviews 

with adult learners reveal that motivation is primarily about improving living standards rather 

than excitement about learning. Furthermore, evidence from the gradebook indicated that while 

adult learners' performance was acceptable, it did not align with the curriculum, which was 
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lacking in student-centeredness. This is indicative that although students appear to be motivated 

to learn, their grades could be much improved with a more student-centered curriculum. The 

management of the adult education programs, therefore, needs to embark on significant 

curriculum reform to ensure that adult learners' motivation to continue learning is higher. 

Moreover, to eliminate factors that could mitigate adult learners' motivation, the 

researcher conducted hypothesis testing to determine whether factors such as gender and 

parental education influence adult learners' motivation to continue learning. A Chi-Square test 

was used to test the relationship between these variables. Two null hypotheses were proposed: 

no association exists between adult learners' gender and motivation to continue learning, and 

no relationship exists between parents' education and motivation to continue learning. Whereas 

the Chi-Square tests indicated no association between gender and adult learners' views on their 

motivation to continue learning. Research has also shown that females are more motivated to 

continue learning for economic reasons. Alternatively, previous research shows that the results 

of the Chi-Square test support what the literature reveals: there is no association between 

gender and the views on motivation to continue learning. This suggests that, in the context of 

Antigua and Barbuda, gender does not influence adult learners' decision to continue their 

learning. The results, therefore, indicated that, regardless of adult learners' gender, their 

motivation to continue learning is the same. 

The researcher also examined the highest level of educational attainment of adult 

learners' parents and their feelings about motivation as factors that may affect adult learners' 

decision to continue their learning. A chi-square test of independence was used, and the results 

indicated that no relationship exists between parents' educational level and learners' motivation 

in Antigua and Barbuda. This result contradicts previous literature, which suggests that parents' 

educational attainment strongly influences their children's educational attainment. In the case 

of Antigua and Barbuda, adult learners are not necessarily affected in their decision to continue 
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learning by the level of education attained by their parents. The management of the adult 

learning institutions in Antigua and Barbuda should therefore be cognizant that the motivation 

to continue learning in their programs rests mainly with the structure of their programs and the 

nature of the teaching and learning environment.  

In response to question 3, which addressed the barriers to participation that exist for 

adult learners in Antigua and Barbuda to transition into lifelong learning, the researcher 

conducted a Chi-square Test of Independence to determine whether barriers to participation in 

adult learning programs affect their transition into lifelong learning. The test revealed a p-value 

= .229 which is above the alpha level of 0.05. Based on the results, there is no relationship 

between the barriers encountered and adult learners’ motivation to continue their learning. 

Therefore, managers of adult learning institutions in Antigua and Barbuda can eliminate 

barriers that affect adult learners' motivation to continue learning. 

The evidence revealed that the most significant barriers faced by adult learners in 

Antigua and Barbuda is financial or economic barriers. This is the view of the facilitators, heads 

of Institutions and These barriers are attributed to dispositional factors, life events, parenting 

responsibilities, socioeconomic status, and pre- requisite education, with most females facing 

these issues. The adult learners' pathways depend on opportunities, cultural constraints, and 

social structures. However, many factors such as the parental educational level attained by the 

parents of the adult learners can influence their transition to continuous learning. Research has 

also shown that a parent’s educational level and economic status can influence their children's 

education. Despite this, however, the study revealed that none of the parents of adult learners 

in Antigua and Barbuda achieved a Ph.D. level, with very few attaining a Master‘s level. 

Additionally, those adult learners whose parents attained only a certificate-level education 

reported levels of motivation ranging from slightly motivated to highly motivated. This 

suggests that in Antigua and Barbuda, there is no correlation between parents' level of academic 
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attainment and their offspring's motivation, as indicated by data collected from adult learners. 

Moreover, the study contradicts previous literature suggesting that higher education levels 

attained by parents can motivate their children’s pathways. Based on the data, neither gender 

nor parental education significantly impacts adult learners' transitions from secondary to 

tertiary education and beyond in Antigua and Barbuda. The level of motivation among adult 

learners, therefore, appears to hinge on their own economic needs. 

To gain perspective on how the programs are viewed in Antigua and Barbuda, 

compared with other countries in the Caribbean region, the Ministry of Education officials were 

consulted. In response, these officials felt that the adult education programs appeared to have 

an adequate structure for serving the adult population. The researcher found that this view 

might be cosmetic, as if the adult education programs were meeting their objectives, the 

available data would be available. Under such circumstances, the efficiency of the adult 

education programs would be informed by continuous reviews, thereby generating data. The 

reality is that no available data informs us how well these programs are managed. Adult 

education is non-existent in the Education Act of Antigua and Barbuda. As such this resulted 

in the inadequacy of governance of these adult education institutions and a hindrance to 

planning amongst the adult education institutions. 

Having conducted the study in Antigua and Barbuda, the researcher believes that time 

constraints hindered the study from having a wider reach in terms of application, as additional 

data could have been collected from participants in other OECS countries. Also, the study 

would have been more insightful if the data collected on the adult education programs focused 

to a greater extent on the adult learners' output after completing their programs, as well as the 

tracking of their pathway after leaving the adult education institutions. 

Moreover, the researcher highlighted limitations. The study examined the effectiveness 

of managing adult education programs in Antigua and Barbuda, focusing on transitioning 
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learners into lifelong learning. Perhaps the study would have been more meaningful if tracking 

of adult learners from secondary to tertiary education was undertaken. Tracking of adult 

learners could have been done from secondary to tertiary education and overtime. This would 

assist in verifying their pathway over time and in determining the role of management at these 

institutions in motivating adult learners to continue their learning. 

This research highlighted that there are inadequacies in adult education institutions, 

arising from feedback from adult learners, facilitators, and managers, indicating issues with 

curricula, teaching, and learning. Learners' motivation is primarily extrinsic, affecting the 

quality and depth of learning. Based on these factors, the researcher suggests that the adult 

education programs in Antigua and Barbuda are under-researched and lack a clear framework 

for their establishment, leading to improper management. The researcher recommends creating 

a policy framework that incorporates andragogy, lifelong learning, and Knowles' work on adult 

learners. This will help establish a more effective management of adult education in Antigua 

and Barbuda.  

Furthermore, the researcher suggests that the Government of Antigua and Barbuda 

establish a task force for adult education comprising government officials, institution heads, 

facilitators, and adult learners. This group will review the curricula and teaching environment 

of the three tertiary institutions, ensuring consensus on management and efficient measures. 

The discussion could also involve adult learners from all institutions and incorporate the views 

of other managers in other tertiary institutions in the region, such as Jamaica, to add value. 

Similarly, the researcher suggests that a campaign or dialogue take place on the benefits of 

adult education in Antigua and Barbuda, focusing on local institutions. The researcher also 

suggests creating a manual governing all adult educational institutions, incorporating 

numerical data on enrollment, drop-out rates, and curriculum completion time to ensure 

efficient management and a better understanding of the benefits of adult education in the 
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region. Additionally, the researcher suggests that a task force should be formed to engage with 

adult learners, facilitators, and institution managers to gather suggestions for enhancements of 

their respective adult education institutions based on the findings of the research. The task force 

will focus on the revision of curricula to be more student- centered. The researcher recommends 

training facilitators and managers to handle adult learners using teacher-centered approaches, 

ensuring the teaching-learning environment is optimized for maximum output from learners, 

based on data suggesting such approaches. 

Facilitators play a crucial role in addressing the learning environment deficiencies of 

adult learners, particularly when dealing with individual learning differences. The researcher 

suggests that training all facilitators in andragogy is essential to ensure that courses and testing 

are delivered and administered according to adult learners' preferences, as this could potentially 

increase enthusiasm and motivation levels among these learners. The researcher further 

suggests that institutions should monitor curricula and ensure programs meet adult learners' 

needs, aligning with andragogical assumptions. Managers of adult education programs should 

be trained in management principles such as planning, directing, organizing, and controlling 

which should support each other. When applying these principles, managers should consider 

the andragogical assumptions since adults learn differently from children. The efficiency of 

adult education program management should also consider the adequacy of programs to cater 

to adult learners' needs. This will help managers better understand their institutions and address 

diverse situations. 

Despite 99% of adult learners being motivated to continue learning, two heads of 

institutions recommended broadening the curriculum, and one suggested a more student-

centered curriculum. Upon examining the curricula of three tertiary institutions, the researcher 

found very little evidence of student-centered curricula. However, adult learners' performance 
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was not affected as their grade books were averaged. Also, there was no indication of 

motivation to continue learning. 

The study found that adult learners are primarily motivated by their financial and job 

needs. However, not all are motivated enough to transition into lifelong learners continue their 

studies. The researcher suggest that adult education institutions should address this issue to 

ensure future learners are fully motivated. Additionally, the study identified several barriers 

that need to be reduced or eliminated to benefit future learners. The researcher recommends 

addressing these gaps in learning to improve the motivation and success of adult learners. 

Considering this, the researcher suggests that adult education program managers should 

educate adult learners about the benefits of enrolling in adult education programs, aiming to 

change their mindset and encourage intrinsic motivation. This could involve interactions with 

counselors, academic advisers, and past adult learners. Seminars and programs should be 

established to make learners aware of their roles as learners. Discussions with the student body 

can help them feel the need for self-actualization rather than seeking higher pay or promotion. 

The research also found that adult learners in Antigua and Barbuda do not follow the trend of 

other countries, suggesting that more tracking is needed to understand their motivation before 

and after the program. 

The research examined the motivation and barriers faced by adult learners, finding no 

correlation between these factors and adult learners' feelings of motivation to continue learning. 

Academic barriers were encountered by adult learners, as well as dispositional barriers with 

children and family responsibilities being the most significant. The researcher recommends 

that remedial programs should be integrated into the adult education curricula, and facilitators 

should be trained to handle the execution of the curricula and the needs of these adult learners. 

Further, support systems should be established for situational barriers, and financial assistance 

should be provided to those facing financial difficulties. Psychological support should also be 
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provided to all learners. A Chi-square test showed no correlation between barriers and 

motivation, suggesting that socioeconomic factors also impact motivation. 

Adult education is crucial for the social and economic development of countries the 

world over as stated by UNESCO in 2016. As such, an efficient adult education program in 

Antigua and Barbuda is essential if the country is to produce productive citizens. This study 

utilizes mixed methods sequential explanatory research design aimed to explore the efficiency 

of the adult education programs in three tertiary institutions and provide documentary evidence 

of their success. No research has been conducted in Antigua and Barbuda or the Organization 

of the Eastern Caribbean States (OECS). Therefore, the undertaking of this research will 

contribute to the body of research on adult education. The researcher suggests a potential 

replication of this mixed-method sequential explanatory research, focusing on tertiary 

institutions in the OECS, to ensure documentation and tracking of adult education programs' 

relevance and success. 

Moreover, as an enhancement to the current research, the researcher recommends that 

follow-up study be undertaken to track students before and after entering adult education 

programs to assess their views about the efficiency of these programs after they have graduated. 

This will determine if their views on the adult education programs changed qualitatively as 

well as ascertain if the quantitative data collected from the participants of the study remained 

the same over time. The study should be conducted for five years or longer, providing data on 

adult learners' continued learning and future roles. This research would be of interest to 

policymakers, institution heads, facilitators, parents, accreditation bodies, funding agencies, 

and adult learners, as it would provide documented evidence of program management and 

improvement. 

The research focused on current adult education students and recommended future 

studies with former adult learners and those adult learners who dropped out of the adult 
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education programs to compare their experiences to the adult learners engaged in this research. 

It could also entail researching past institution heads' perspectives to determine if their views 

align with the current management of these programs. This will help to compare the 

experiences of adult learners and inform future research. 

 In addition, the researcher suggests that in keeping with Knowles's (1984) theory of 

andragogy, future research on the best recruitment practices of facilitators be undertaken with 

an emphasis on the qualifications and experience of facilitators in adult education. It is hoped 

that this research will have a more significant impact on adult learners and enhance the 

efficiency of the management of adult education programs. 

The researcher believes that research exploring policymakers' views on adult education 

programs on Eastern Caribbean islands could be undertaken. This could impact on the types of 

policies governing these programs and the efficiency of their management. The research should 

focus on adult education programs, their management, and the views of stakeholders, such as 

funding agencies, government, and financial institutions. Such research would further assist in 

ensuring adequate funding and alleviating financial burdens for adult learners. The research 

could lead to the establishment of laws and policies on adult education in Antigua and Barbuda, 

facilitating the implementation of efficiency measures, and establishing structures for 

accountability and effectiveness. Periodic checks on workforce needs could also promote 

cohesiveness among adult education institutions. 

Additionally, any research in the future should establish a definitive definition of adult 

education and lifelong learning in the CARICOM States, allowing for a singular definition 

across all CARICOM states. However, there is a lack of familiarity with lifelong learning 

concepts in Antigua and Barbuda, possibly due to the level of economic development. 

Familiarity with the term andragogy in adult education institutions in Antigua and Barbuda is 

also lacking, as it is not promoted by policymakers, heads of institutions, and other 
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stakeholders, adult education in Antigua and Barbuda is primarily based on part-time courses 

with Institution A or B, without using the jargon aligned with adult education. Policies on adult 

education should be informed by research, and these should guide how programs are perceived 

by adult learners. 

The researcher is of the view that a future study could also investigate the impact of 

various barriers to adult learners' enrollment in adult education programs, including family 

responsibilities, financial constraints, and the ability to balance work and family 

responsibilities. Institutional barriers, such as scheduling problems, information availability, 

and lack of interest in courses, which could also affect adult learners could also form part of 

the study. Since the most significant institutional barriers are tuition costs and financial 

constraints, an understanding of these barriers can help the management of the adult education 

programs in providing support and guidance thereby making programs more efficient. 

Additionally, the undertaking of this research can help lawmakers create laws that benefit adult 

learners, such as financial aid or creches. This information could also help create policies that 

support adult learners and improve their educational experience. 

The Chi-square test found no correlation between gender and adult learners' feelings 

about motivation. However, researchers have opposing views on this, with some suggesting 

females are more motivated to continue learning. The research did not differentiate between 

genders, so the perspective that there is no difference between how males and females feel 

about motivation while learning could be accepted. The researcher recommends further 

research to examine gender separately and the feelings of male and female learners on 

motivation. This will help determine if male adult learners are more motivated and the reasons 

behind this. This will have implications for management, as they can better support learners 

who do not feel as motivated as expected. 
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The researcher recommends that further research be undertaken on the efficient 

management of adult education programs in Antigua and Barbuda, focusing on the role of 

social origins and how it affects program efficiency. As highlighted in the research, the highest 

level of academic achievement by the parents of adult learners and their feelings about the level 

of motivation could be reexamined in future research, as the data collected and analyzed 

contradict the literature. As highlighted by Benner et al., (2016) there is a relationship between 

both. Additionally, parents' income bracket could be examined to understand why the results 

in Antigua and Barbuda differ from the literature. 

The researcher also suggests examining the gradebooks and curricula of all adult 

learners participating in the research. The aim is to effectively administer programs that 

motivate them to continue learning. Observing adult learners and conducting interviews with 

facilitators might also be beneficial. This will allow the researcher to assess if adult education 

programs sufficiently motivate enrolled adult learners. Furthermore, they may be requested to 

compose a statement expressing their sentiments towards the programs and outlining plans 

post-completion. 

In the future, the information gleaned from this research will prove to be useful to 

Antigua and Barbuda, as the researcher intends to share its content with the government policy 

makers, heads of adult education institutions, other educational institutions, and the public. 

Moreover, further afield, the researcher plans to focus on agencies like UNESCO and academic 

journals such as SAGE's Adult Education and Adult Learning Journals, New York Journal of 

Adult Learning's Perspectives, International Journal of Lifelong Education, and the University 

of the West Indies Caribbean Journal of Education as possible avenues for publication. By 

doing so, the researcher would reach a worldwide audience to disseminate the research 

findings. 
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