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INTRODUCTION

The median United States age is now 29.4, and the number of young
adults--ages 25 to 34--increased by eight million, or 31.8 percent, between
1970 and 1977. During this time, preschool population, including children
five and under, declined 11.2 percent, or 1.9 million (United States Census
Bureau, 1978). When this phenomena of growth in the young adult age group
is coupled with the fact that the number of adults completing from 15 to
21 years of formal schooling has increased from approximately 12 percent to
about 50 percent of the total United States population, the implications for
increased needs in adult continuing education are impressive.

Another dimension which has implications for increase and change in
adult education programs is the growth in the numbers of part-time stu-

dents.

The full-time student, once the standard figure in the student
population, is becoming a minority in total post-secondary educa-
tion, is a minority in the community college population. . . .
Between 1972 and 1974, the full-time student population grew by
5.8 percent; the part-time population grew by 39.7 percent
(0O'Hara, 1975, p. 64).

There is evidence that "open learning systems are increasingly being
considered as appropriate responses to the changing realities of communi-
ties and schools. 1In 1972, for example, there were some 700 programs iden-
tifiable as "open learning' programs in our colleges and universities.
However, data from which analyses of the population served and the degree
to which these offerings were meeting needs were seldom available (Cowlan,
1975).

With the growth in "open learning systems' is an accompanying explo-

sion in the use of technology. New educational technology is becoming a



vital force in the development of curricula for continuing education.
Film, radio, television, computers, and recordings are all in use as educa-
tional tools (Rockart and Morton, 1975; Murphy and Gross, 1966).

For years the fear among educators has been that technological

devices might replace the human element in education and should

be resisted. Now it is becoming more credible that these techno-

logical devices are no more than tools of the teacher, and in

fact may free him or her to interact personally with numbers of

students in a manner superior to their encounter without techno-

logical assistance (Muller, 1978, p. 41).

The development of technology has also made it possible to take education
to the student. In a rapidly changing society throughout the world,
on-going educaticn has become a necessity. Since the application.of tech-
nology to education is now feasible and more accepted and since the major-
ity of adult students cannot spend most of their study time in a conven-
tional school environment, a reasonable solution is some form of distance
education.

The Undiversity of Mid-America is one form of distance education which
might, in its present format or with modificacions, be a model for distance
education. It is a consortium consisting of ten member universities in
seven states: Iowa, Kansas, Minnesota, Missouri, Nebraska, North Dakota,
and South Dakota. Iowa joined the consortium in 1975, and the first
courses were offered in February, 1976. Since that time a group of courses
has been offered twice a year, every spring and fall.

The continued success of the program depends on many factors, but cen-
tral to its expansion is a satisfied student body. Adults enroll in con-
tinuing education programs for many reasons which Houle (1961) has catego-

rized as 1) goal, 2) learning, or 3) activity orientations. They also drop

out of programs for many reasons (Boshier, 1972, 1973), and Niemi (1976)



called attrition one of the severest problems confronting adult education.
If this very promising innovation in open learning is to succeed, continu-

ing changes based on research and evaluation of these problems will need to

be implemented.

Purpose of the Study
This study is a descriptive survey of the enrolled students in the
University of Mid-America program at Iowa State University. The purpose of
the study is to gather and analyze data relating to the pilot UMA/USA pro-
gram in Iowa which might provide guidelines for the evaluation of certain
aspects of the program. An attempt will be made to identify correlates of

success based on student characteristics and reactions to the program.

Limitations of the Study

This study is based on data relating to the students in the first two

groups of course offerings in the University of Mid-America program at Iowa

State University, spring, 1976, and fall, 1976.

Definition of Terms

"Enrolled students": This term refers to the students who enrolled and
actually began studying the course. This does not include the stu-
dents who enrolled and then dropped before attempting study in the
course. Through a mailed questionnaire to these students and spot
phone calls, it was learned that the majority stated they did not
begin study for two general reasons: 1) unforeseen events had sud-
denly occurred in their life which either prevented them from invest-

ing the time necessary to take the course, or their original reason



for enrolling had changed, making it unnecessary to take the course or
2) after an examination of the course content they decided the course
did not meet their needs and/or appeal to their interests.

"Nonstudents': The students who enrolled and dropped immediately before
actually beginning study in the course (described above).

"Drop~outs": The students who enrolled and began study in the course but
who did not complete the course or receive an "incomplete™ in the
course. This includes:

1) all students who dropped or withdrew after attempting study in the
course

2) all students who changed to audit from credit

3) all students who enrolled on an "audit" basis and did not change to
credit
"Satisfactory course completion'": This was based on three possibilities:
1) receiving a passing grade, that is an A, B, C, or D
2) if course was on a satisfactory-fail basis only, receiving a grade
of S for satisfactory

3) receiving an I grade indicating an incomplete. To receive an I
grade, a student would be required to give evidence of satisfactory
progress and intent to finish the course within a time specified by
the instructor

"Successful experience": This was based on two conditions:

1) satisfactory course completion

2) satisfaction with the overall experience regardless of satisfactory

or unsatisfactory course completion



"Unsatisfactory course completion': This was based on three conditions:

1) receiving an F grade

2) changing to audit during the time the student was working on the

course
3) registering as audit

4) dropping a course after actually attempting to study in the course

Background and Justification for the Study

The Iowa situation

The need for ever increasing levels of knowledge and understanding is

apparent in our society.

Almost every observer of our culture points to increasing levels

of alienation and anomie, anonymity and lack of feeling that

might otherwise forge bonds of love and community, of family and

civic responsibility. . . . The society seemingly confronts a

general crisis brought about in large part by its inability to

overcome its ignorance, despite the existence of the largest edu-

cational establishment in the world (Ritterbush, 1976, p. 28).

An attempt to educate an increasing percent of our adults is one
approach by society to alleviate the conditions described by Ritterbush.
Adult education per se is not a new phenomena in higher education in the
United States, however, and the Agricultural and Cooperative Extension
Service is the largest and most successful adult education enterprise in
the United States. It has an illustrative history of serving very ade-
quately farmers and agribusiness and has moved into suburban and urban
areas where it has developed concern for major national questions and for

the problems of the disadvantaged. By these and similar channels, higher

education has links to many movements for social change (Harrington, 1977).



In addition to established Cooperative and General University Exten-
sion Programs, many state public colleges and universities are exploring a
variety of nontradition credit granting programs which mzy or may not cul-
minate in the awarding of a degree from the instiitutican. Decisions govern-
ing choice of type and scope of program are generally based on some con-
crete evidence of need, and a study relating to the needs of Iowans was
made in 1975 for the Higher Education Facilities Commission by a research
team from the College Entrance Examination Board and Educational Testing
Service (Hamilton, 1976). The primary finding of the study was the exis-
tence of a sizable, identifiable interest in further léarning by a signifi-
cant number of adults who, at the time of the study, were not being ade-
quately served by the state’s postsecondary institutions. A to£31 of
36 percent or approximately 676,800 adults expressed some degree of inter-

est in further learning at that time. Of the 36 percent, 12 percent stated

that they desired and planned to participate in further educaticn. A

description of these respondents includes a tendency for them:

-~to be female. Almost two out of every three of those who planned to
participate were women.

~--to reside in metropolitan areas, cities, and larger towns. (The
report states that the rural respondents tended to indicate "'pos-
sible" interest in learning, perhaps recognizing that significant
barriers exist for them.) A report by James Risser, the Des Moines
Register's Washington Bureau Chief (1977) confirms this assumption.

--to be younger. A quarter of the 225,000 residents in this group
were 18-24 year olds, another fifth were between 25-34. Only 8 per-

cent of the 50 years and older group planned to study.



~—to have average incomes or better. Thirty percent of those earning
over $10,000 planned to study.

~~to already have college experience. They report that the dictum
that education is habit forming is borme out by this study. The
higher one is educated, the more likely one is to want more educa-
tion.

-—to come from families whose principal wage earner (in some cases
this was the respondent) had an occupation classified as profes-
sional, managerial, white collar clerks or sales personnel, or be
skilléd craftsmen. Fewer of those from semi- or unskilled labor or
farming families report an interest.

-—to be a member or have a close family relation who belongs to a
business or service club.

This overview reveals that the people who indicated plans for partici-
pating in continuing higher education were those who knew they had the
opportunity (that is, educational facilities were available to them), who
had the background, and who had the resources to afford further education.
Those who lacked obvious opportunities close to their homes, who were
older, who came from less education-oriented occupations, and who had less
discretionary income and a history of less education, were not very likely
to indicate plans for future participation. These people were more cau-
tious in their replies, stating that they would like further education but
had no definite plans, or perhaps would like it if problems could be sur-
mounted, or said they had no interest.

The reasons given for wanting to continue their education emphasized a

desire to become better informed and for their personal satisfaction.



Other reasons such as improving income, preparing for a job or to get a
better job, or to meet new people, or secure a degree, were ranked lower.

In an effort to serve the needs of the citizens of Iowa, its network
of public and private institutions of higher education has a history of
attempting to offer a broad variety of learning opportunities. For exam-
ple, Iowa State University at Ames, Iowa, as the land grant institution of
the state, has three missions including resident instruction, research, and
outreach programs. The outreach function of the university includes many
programs directed toward the continuing education of the adults of the
state. While many parts of the state tend to be educationally alienated by
distance from the three state universities, the regional communities in
Iowa are by no means unorganized. They are organized from the agricultural
and rural development standpoint, through the area educational agencies,
the area community colleges, and the network of agricultural extension

offices in most counties and extension districts in regional centers in the

PR

state.

Iowa State University has a record of delivering off-campus credit and
noncredit courses to centers throughout the state, frequently capitalizing
on the network of extension offices for assistance in organization and
execution. In addition to the off-campus classes for adults, several
innovative programs have been added. In the fall of 1975, the university
became involved in a public employee education program through the Politi-
cal Science Department. In thislprogram individuals were afforded an
opportunity to complete a master's degree program without establishing
residence on the campus. It is unique in that its delivery arrangements

are itinerate and rotational, moving from one regional center to another to



accommodate personnel in various areas and avoiding the permanent off-
campus educational establishment in any particular regional community (Lee
and Wessel, 1976).

In addition, a program leading to a B.S. degree in distributed studies
was instituted by Iowa State University in the fall of 1975 in Mason City.
It is intended for persons who have completed two years of college but who
are unable to spend the last two years on campus. There is a current
effort to incorporate this program into the Bachelor of Liberal Studies
Program.

The three regents universities, through joint effort, have alsp been
engaged in planning programs for adults and began offering the Bachelor of
Liberal Studies external degree program in the fall of 1977. This program
enables persons who cannot attend college as full-time, on-campus students
_ to complete an undergraduate degree through Iowa State University, the
University of Northern Iowa, and the University of Iowa. However, to be
admitted to this program, a student must have completed an Associate in
Arts or Associate in Science degree from an accredited postsecondary insti-
tution or have earned at least 93 quarter credits (or 62 semester credits)
of transferable degree credit. For the Bachelor of Liberal Studies degree,
a total of 186 quarter credits (or 124 semester credits) is required, and
there are stringent requirements relating to the number of credits that
must be taken through the three universities and the type of courses per-
mitted‘on the degree programs.

Another joint effort of the three regents universities in Iowa is thé
program offered through the Quad-Cities Gradqate Study Center located in

the Quad-Cities area (or more specifically, Rock Island, Illinois). This
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concept in higher education gives the individuals working in this area an
opportunity to continue their education without undue commuting and permits
a student to earn credits through any of nine cooperating institutions.

The private colleges and universities in the state have also been

expanding their on-going commitment to continuing education, and many have
appointed continuing education directors. Many of these institutions have
also demonstrated their interest in nontraditional students through their
sponsorship of programs planned for this particular group.

The Iowa colleges that have probably been most involved in the group
of learners who traditionally have not continued their education at the
college level, are the 15 area community colleges strategically located
throughout Iowa. Service to the nontraditional learner has been central to
their mission, and their success in accomplishing this is well-documented.

To serve better all of the adult students in Iowa and to facilitate
the cooperation of its postsecondary institutions, Iowa is exploring an
arrangement that would permit a student to take credit courses from any
accredited Iowa institution and have the credits transferred to one central
clearing house which would be called the Iowa Commonwealth College. This
has not as yet become a reality. In a report prepared for the Higher Edu-
cation Facilities Commission of the State of Iowa by the planning coordina-
tor of the 1976-1977 Study on Postsecondary Planning for the Nontraditional
Learner in Iowa, it was recommended that the Iowa Coordinating Committee
for Continuing Education be expanded and that one of its missions include
the re-examination of the Towa Commonwealth College concept.

As a result of a two-year study of the needs of adults who want to

continue their education by the Iowa Higher Education Facilities Commission,
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recommendations were made for the formation of five regional clusters for
postsecondary continuing education in the state of Iowa. The clusters
would consist of representatives of each institution serving in each
respective region. The functions of the clusters would include: the
establishment of clearing houses to disseminate information about programs;
plans for sharing personnel, educational resources, and facilities; explo-
ration of opportunities for the use of mass media; coordination of educa-
tional activities in the region; communication with local advisory groups;
and many other ways of sharing and planning to promote educational services
to the adults in the state. At this point in time, these are in the plan-
ning stage. The Higher Education Facilities Commission proposes that
1977-78 should be the year of regional planning and implementation on
behalf of the nontraditional student (Project Task Force, 1977).

In an effort to continue to serve the individuals in the state better
and to complement the existing opportunities in higher education, early in
1975 Iowa State University became part of an innovative "open learning'
program. Speaking to the Iowa State University faculty and staff in Sep-
tember, 1975, President W. Robert Parks said:

Perhaps the greatest challenge the university will be facing

in broadening and extending its quality of excellence, however,

lies in the growing social need for developing new forms, new

formats, for off-campus learning processes which can lead to aca-

demic degrees. This year, as one of the five charter member
institutions of the University of Mid-America, Iowa State will be
participating in a regional "open learning" undertaking whose
purpose is to carry its educational resources out to where people
live and work. Also, this year, Iowa State, in cooperation with

its sister Regents' institutions, will be participating in the

development of a state-wide off-campus educational program,

designed to lead to a Bachelor of Liberal Studies degree.

These programs have great potential for extending and enrich-
ing the educational mission of this university. But they must be
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undertaken with a care for excellence. It will be the responsi-
bility of the faculty of this university, working through its
curriculum committees, to so fashion the educational content and
academic standards of both of these programs that Iowa State's
traditional levels of excellence can be retained within these new

educational formats.
Following precedence for outreach programs, the extension branch of the
university was chosen to administer the program, again capitalizing on the
well-organized extension network and ultimately expanding to include all

interested institutions of higher education in Iowa.

To insure that the best efforts would be invested in carrying out the
mission of the University of Mid-America in Iowa, it was the desire of the
Dean of Extension, Charles E. Donhowe, that continuing reseérch and evalua-
.tion be a part of the program. It is for this purpose that the present
study has been undertaken, and from the time of the return of the first
questionnaire in January, 1976, information gained has given valuable

insights to this unique, innovative effort at taking education out into the

homes of Iowans.

Background of The University of Mid-America

The national higher education research study group known as the
Carnegie Commission issued a report in 1973 which urged "universal access
to post-secondary education for all Americans . . . , flexibility in
enrollment patterns . . . ., and adaption of nontraditional and diverse pro-
grams" (Carnegie Reports: "Will They Have Much Impact?," The New York
Times, October 14, 1973; Carnegie Commission on Higher Education, 1973).
The Newman Reports (1971, 1973) gave further endorsement to these concepts.
These two national reports on higher education emphasized that, despite the

vast number of institutions offering some form of postsecondary education,
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there still remained a significant national population which could not take
advantage of the opportunities offered by on~campus programs. This situa-
tion was especially prevalent in the state of Nebraska. In April of 1971,
a university-wide committee was named to study this question, and in June,
1971, the committee presented its report to Presiden:t Varner and the board
of regents of the University of Nebraska. This report recommended the
establishment of the State University of Nebraska project, thereafter known
as the SUN project.

The rationale behind the recommendation to create SUN, and the SUN
institutional concept itself, was a re-statement of similzr proposals which
were developed earlier in several other states and which would continue to
surface through the early 1970s, wherever university reform and development
were under study. The similarities in these reports were indicative of the
prevailing mood of reform in United States higher education. The common
themes included: higher education should be made more "open"; new learner
groups must be accommodated; technology could be a means for improving
access to education and improving instruction; United States higher educa-
tion could reform and extend itself either through evolving new and sepa-
rate institutions (as in the case of SUN, Minnesota Metropolitan State Col-
lege, Empire State College) or through the adaptation of present institu-
tions. The experiment in 19564 in Wisconsin, the Articulated Instructional
Media program funded by the Carnegie Corporation, which in turn had an
impact on the development of the Open University in the United Kingdom,
stimulated investigations into the development of open universities in the

United States, Canada, and elsewhere.
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The initial report, submitted in June, 1971, to President Varner and
the regents at the State University of Nebraska (SUN) was accepted and
studies began. As a result of a major clientele study which indicated that
1.7 percent of the adult population of Nebraska were potential enrollees of
the program (approximately 20,000 to 24,000 individuals), officials of the
United States Office of Education began to see in SUN the potential for a
regional model for the states surrounding Nebraska and possibly for the
nation. In January of 1974, after a succession of initial studies covering
institutional relationships, public broadcast television and delivery, and
the basic research, development, and field testing of the program, the
National Institute of Education awarded a continuation grant for the calen-
dar year to accomplish work assignments essential to the orderly develop-
ment of a postsecondary "Open Learning' model in Mid-America. In June of
1974, the National Institute of Education initiated an intensive review of
SUN's accomplishments, and SUN appointed an advisory committee of national
authorities in nontraditional education to assess its progress and advise
SUN in the preparation of its NIE proposal for the development of the Uni-
versity of Mid-America (UMA), a model regional Open Learning system.

The University of Mid-America (UMA) itself is a central course-
development and evaluation agency that makes courses available to individ-
ual state institutions for delivery as those states determine. UMA coordi-
nates state delivery systems, the link between the learners and the UMA
course development, and evaluation activity. It is a private, not-for-
profit corporation, organized by a consortium of state universities, and
the founding participants of the consortium include: Iowa State University,

Kansas State University, and the Universities of Kansas, Missouri, and
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Nebraska. In 1976 these founding universities were joined by the Univer-
sity of Iowa and the University of South Dakota, and later, in January of
1977, the University of Minnesota and South Dakota State University
accepted invitations to join the consortium, for a total of nine partici-
pating universities. Thus UMA is making progress in its aim to consolidate
its membership within the present region and to extend the region into con-
tiguous states for the purpose of achieving economies of scale. For addi-

tional information, see the recent brochure published by UMA (Appendix E).

Research and evaluation needs

By 1980 UMA intends to have a well-developed curriculum with operating
delivery systems across several states providing open, flexible, and
responsive éducational services to its clientele. To achieve these goals
effectively, it is necessary for UMA to sponsor extensive and vigorous
evaluation of all aspects of the project. Lent (1974) states, "If UMA is
to serve as a model solution for a wide range of adult education problems,
then a large and diverse body of valid information must be collected on its
procedures, costs, benefits, and effectiveness'" (p. 1). He adds that much
of the information will be used by UMA on a day-to-day basis to guide its
activities, and much of it will also be needed by external audiences trying
to decide whether to commit their resources to this kind of endeavor.

The necessity of on-going research relating to the functioning of an
Open Learning system (which is often called "institutional" research) can-
not be stressed too strongly, state MacKenzie, Postgate, and Scupham
(1975). They continue:

Such a system, which may be highly innovative at the outset, will
undoubtedly need continuous monitoring to ensure that it is



16

carrying out its proposed work effectively, to make the inevita-
ble adjustments in structure and methods of operation, and to
indicate the lines of development for future policy. . . . There
should be, for example, a systematic scrutiny of the teaching
system itself and of its effectiveness, of the responses, behav-
iour and characteristics of its students, of the relative costs
incurred by each part of the system, and of the means for policy
control within the whole organization (p. 49).

The authors suggest that while it is difficult to approximate a target fig-
ure for the budgetary allocation to institutional or policy research, a
figure sometimes used is about 2 percent of the operating budget. The

authors conclude:

Institutional research and educational technology have
developed too recently, and the systems with which they are deal-
ing are too novel, for '"new" research results and "new" tech-
niques to emerge easily and quickly. Most of the work undertaken
so far is drawing upon the level of knowledge at the end of the
1960s. The analysis and application of the systems created in
the last ten years is likely to take several years: it may well
be 1980 before significantly new work is available in a form
which can affect practice.

This means that all new learning systems have a general
responsibility to contribute to that research: without providing
some resources for this purpose, even if immediate results are
not obtainable, they will be failing to undertake their share of
this investment in research and development work. How they do
this, and on what scale, may well be vital, to their own future
operations as well as to the "state of the art" generally. To
require that research and consultancy be limited to what is
urgently demanded by a system is not merely short-sighted, it
also lacks hindsight. Such an attitude fails to recognize that
the emergence of Open Learning systems in the first instance--the
overall objectives, their organization and their methods of work
--was to a considerable extent the outcome of research and of the
repertoire of concepts and procedures loosely described as educa-
tional technology. Planning for the future must provide for such
work to be continued, extended and improved (p. 52).

There has been continuous research relating first to the SUN program
in Nebraska and later to the University of Mid-America in Nebraska when the
consortium was created. These research efforts have provided considerable

insight and direction for the development of the various component parts of
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the UMA consortium. Each state, however, has autonomy in relation to many
of the component parts of the system, as, for example, courses to offer,
methods of delivery, establishment of learning centers and degree of assis-
tance provided for learners. Research pertaining to any of the varying
delivery systems in the member states of the consortium may provide valu-
able insight which could give direction to all delivery systems.

The choice of courses, the delivery system adopted, and the assistance
given to learners either by the instructors, learning center personnel, or
other personnel will probably have considerable effect on the future suc-
cesses of UMA in Iowa and other states and possibly for the continued exis-
tence of the program.

The development of a credit based adult education program which is
readily accessible to the majority of adults in the state of Iowa will
probably have considerable impact on the future welfare of the citizens of
the state. Hyman, Wright, and Reed (1975) found a significant difference
in measurements of knowledge based on attained levels of schooling. This
difference was apparent in areas of vocabulary, humanities, geography,
science. civics, and in other fields. Even when social origins were con-
trolled, schooling clearly made large differences.

An opportunity to learn is also clearly related to test results of
adult citizen populations. Of hundreds of variables surveyed by the Inter-
national Association for the Evaluation of Educational Achievement (Purves
and Levine, 1975), one cluster of indicators, aside from home background,
was most closely related to achievement and that was ''the opportunity to
learn." Whether indicated by hours of instruction, homework per week,

cumulative years of study in the subject, curricular emphasis and challenge,
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or years of postsecondary preparation of teachers, "opportunity to learn"

is clearly related to test results. The importance of education therefore
in the lives of the citizens of our country is easily discernable, and the
implementation of continuing education programs for the adults is of pri-

mary importance. Efforts to reach those adults desiring and/or needing

additional education will necessitate employing careful planning based on

related research findings.

Since the University of Mid-America is a new and innovative effort to
reach adults who are interested in expanding their education, research
relating to components of its program may provide guidelines for improve-

ment and expansion. Insights may also be gained by others engaged in simi-

lar pioneering efforts.
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REVIEW OF LITERATURE

Open learning is a comparatively new concept in education, and it
comes at a time of heightened interest and expansion in efforts to educate
adults. Studies relating to existing systems are few, and most have not
been published in readily available sources such as those included in Edu-
cational Resources Information Center (ERIC) or professional journals.

To gain information about the existence of completed or on-going stud-
ies, contact was made by letter, telephone, or in person at professional
meetings, with personnel in each of the known open learning programs in the
United States, and on a limited basis with those abroad. As a result of
these contacts, reports of completed and on-going studies were obtained.

The programs in every instance had been tailored to the‘unique needs
of the personnel they served. Since they were all basically open learning
programs which served distance learners and employed a variety of media and
materials, there were similarities, but the value of each study was the
insight provided relative to the creation and projections to accomplish
goals in a particular situation.

The one common thread throughout most of the open—-learning studies was
the concern for the students who dropped out of a program; either temporar-
ily or permanently. While drop-out was a concern, it was not the primary
focus in many of the studies. Mcst of the programs were just beginning or
not more than a few years old, and the studies were mainly descriptive.

To gain an adequate background for the study, a review was made of the

concept of open learning, open learning programs in the United States and
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abroad, and the problem of "drop-out" in adult education programs. This
chapter includes four sections:

1) a rationale and definitions of an open learning approach

2) descriptions and studies of selected open learning programs in the

United States and abroad

3) national studies of courses produced and used in open learning pro-

grams

4) phenomena of "drop-out" in adult educational programs

Rationale and Definitions of an Open Learning Approach
Continuing education for all is a dominant theme throughout the world
for our present time in history. 1In the report of the International Com-
mission on the Development of Education, Faure states:
The demand for education, characteristic of our time, is of
unprecedented dimensions and strength. This evolution is taking
place--for various yet concordant reasons--in all regions of the
world, whatever their level of economic development, their demo-
graphic growth rate, population density, extent of technological
progress, and whatever each country's culture and political sys-

tem. It is incontestably a universal historical phenomenon
(Faure et al., 1972, p. 25).

This trend Faure contends is not just a unique situation peculiar to
our time but a basic fact that will gather momentum and is irreversible.
For this reason he believes educational policies must be formed based on
this new revolutionary development in education.

Education must serve many purposes and is therefore one of the most
important services in which a country can expend its wealth and energy.
Education is the main source of the trained manpower needed to realize

development plans; it is a principal and continuing expression of the
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society that a country or state wishes to create or sustain and it has to

preserve continuity and tradition.

These multiple roles produce many different patterns of specific

requirements and sets of priorities for education; nevertheless the outline

of an educational system to which most countries would assent would contain

many common items. These include the following:

1.

Universal basic general education from early childhood to
late adolescence, with gradual additions at either end on a
less than universal basis until a total span from age 3 to 18
is achieved. For the core of this period, if not for the
whole, the provision would be compulsory and free.

A wide range of opportunities for general and vocational
instruction at the later stages of basic education and for
prolonging basic education on a less than universal basis;
the provision being kept in rough accord with the needs of
the economy and with employment prospects, through deferring
to popular demand.

Steadily extending opportunities for adults to: (a) requalify
themselves for employment as their qualifications become
obsolescent or as the need for their skills alters;

(b) remedy the deficiencies of their basic education.

At all levels, the provision of courses that are appropriate
to the geographical, economic and social realities of the
particular society, and adjusted to the requirements both of
the subject studies and of the needs and situation of the
students concerned.

Over all, the achievement of an educational service that will
assist the society to attain, regain and maintain its politi-
cal and cultural identity; that will equip individuals to
withstand the impact of change and to avoid submersion in the
vastness and impersonality of modern life.

The economic achievement of all this within the constraints
of shortage of finance and of material and human resources
imposed by the claims of other areas of public provision
(MacKenzie et al., 1975, p. 22).

The educational programs in operation throughout the world today may

be evaluated against these items. Meeting the needs of the individuals
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within society and of society as a whole is a central theme. The trend,
however, is to focus on the adults in society, to provide them with the
education they want or need. Gould adds that full opportunity to learn
cannot be limited to the young; it must be for everyone, in any walk of
life, for whatever purposes are beneficial. It cannot be reserved to a
single period of life; it must be a recurrent opportunity; an opportunity
to update a skill, to broaden the possibilities of a career whether old or
new, or to add intellectual zest and cultural enrichment throughout life.
No longer can it be the single opportunity of a lifetime: now it must

become the total opportunity for a lifetime (Commission on Non-traditional

Study, 1973).

Definitions of an "Open Learning System" for "Nontraditional Study"

Throughout the world personnel working with and interested in educa-
tion have been exploring new types of systems for meeting the educational
needs of their citizens. These systems are known as "nmontraditional" in
the sense that they do not fit the patterns of traditional educational sys-
tems. The Commission on Non-traditional Study, set up in 1971 under the

chairmanship of Dr. Samual B. Gould, attempted a definition of "nontradi-

tional" study:

Despite our lack of a completely suitable definition, we always
seemed to sense the areas of education around which our interests
centered. This community of concern was a mysterious light in
the darkness, yet not all mysterious in retrospect. Most of us
agreed that nontraditional study is more an attitude than a sys-
tem and thus can never be defined except tangentially. This
attitude puts the students first and the institution second, con-
centrates more on the former's need than the latter's convenience, .
encourages diversity of individual opportunity rather than uni-
form prescription, and de-emphasizes time, space, and even course
requirements in favour of competence and., where applicable, per-
formance. It has concern for the learner of any age and
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circumstance, for the degree aspirant as well as the person who
finds sufficient reward in enriching life through constant,
periodic or occasional study. This attitude is not new; it is
simply more prevalent than it used to be. It can stimulate
exciting and high-quality educational progress; it can also,
unless great care is taken to protect the freedom it offers, be
the unwitting means to a lessening of academic rigour and even
to charlatanism (Commission on Non~traditional Study, 1973,

p. XV).
An "Open Learning System' of education is one approach toward accom-
plishing the aims of nontraditional study. MacKenzie et al. (1975) adopted

a set of criteria for a working description of an "open learning system."

It includes the following:

Students not adequately catered for at the present time for some
reason or other (e.g., remoteness, disadvantage).

Courses outside full-time formal education, but related to some
important national purpose and having a substantial following.

Learning systems having some element of ''newness' whether in cur-
riculum, organization, course development and delivery, assess-

ment or support (as group study).

Attainment leading to some recognized qualification.

Efficacy, attempting some form of assessment beyond the gaining
of a bachelor degree or certificate,

The National Association of Educational Broadcasters published a
report in which the association identified several characteristics that
they believed were essential to an open learning system. These items serve
to give a comprehensive description and include the following:

The system must guide a student by eliciting, interpreting
and analyzing goals at the beginning point and throughout the
student's contact with the program of instruction.

The system must formulate learning objectives in such a way
that they serve as the basis for making decisions in instruc-
tional design, including evaluation, and in such a way that they
will be fully known to, accepted by or capable of modification by

students.
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The system must facilitate the participation of learners
without imposing traditional academic entry requirements, without
the pursuit of an academic degree or other certification as the
exclusive reward.

To provide the flexibility required to satisfy a variety of
individual needs, the system should make it operationally possi-
ble to employ sound, television, film and print as options for
mediation learning experiences.

The system should use testing and evaluation principally to
diagnose and analyze the extent to which specified learning
ojbectives have been accomplished. In other words, the system
should be competency-based.

The system must be able to accommodate distance between the
instructional staff resources and the learner, employing the dis-
tance as a positive element in the development of independence in
learning (National Association of Educational Broadcasters,

1974).
The report emphasizes that open learning is a fundamentally new insti-
tutional concept of education and not simply a variation on traditional

academic themes or relaxed entry refuirements. It is not a variant form of

traditional education but the opposite of it.

In addressing the participants in the second National Conference on
Open Learning and Nontraditional Study, the president of the National Asso-

ciation of Educational Broadcasters stated:

We believed that if our pursuit of open education and open learn-
ing were focused simply on devising new ways of offering tradi-
tional academic degrees, we would be limiting the scope of its
potential: we would have done less than it is possible to do:

we would have burdened the development of this exhilarating new
institutional concept with the trappings, however meritorious in
their own setting, of traditionmal education: and we would have
deprived millions of interested persons from essential and useful
learning opportunities (Harley, 1975, p. 276).

Postgate (1975) observed that definitions of open learning had some
differences but noted that there were common characteristics of most open

learning systems which included: positive attitudes towards innovatory
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plans, interdisciplinary studies, the identification and satisfaction of
new needs, and intellectual adventure generally. Postgate continued:

Open learning, however defined, is becoming an important "locus"
of fundamental reconsideration of the aims, purposes, organiza-
tion, methods, and relationships between students and their
teachers, helpers, and advisers. It is natural that it should
attract people interested in and capable of the imaginative
effort, the drive, and the commitment to actualize by example new
thinking about education, about the use of new facilities, and
about serving new student clienteles (p. 88).

The University of Mid-America, an open learning system

The particular characteristics of the open learning system known as

the University of Mid-America include:

1. A policy of unrestricted admission, so that anyone who wishes
to learn may do so, but with a primary target audience of
adults who are interested in continuing their education, but
who cannot or are reluctant to participate in campus-based
programs;

2, An understanding of the needs and educational objectives of
its learners, with a commitment to using that understanding
in the planning of learning opportunities made available
through the system;

3. The willingness and ability to try to meet the learner where
he or she is educationally, by recognizing individual differ-
ences in entry levels, and by affording the learner advice
and counsel as to how best to use resources available through-
out the system to achieve personal or professional goals.
This includes a willingness to help the learner overcome any
initial reluctance to attempt postsecondary education. This
might be accomplished by helping the learner design learning
programs which will maximize the possibility of success,
while recognizing that not all potential learners will be
able to achieve success in college-level work;

4. Provision of learning opportunities which enable the learner
to learn at times and at places convenient to him, without
prohibitive interference with job, family, or other obliga-
tions;

5. Reduction of constraints on how people can learn by utilizing
a variety of educational media and materials, and personal
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contacts with faculty counselors, and other learmers. Thus,
persons can learn in ways which are most comfortable for

them;

6. Provision of learning opportunities which allow the student
flexibility in constructing his own learning sequence, so
that UMA "courses" do not have single entry and exit points,
nor single evaluation requirements, for all learners;

7. Provision of learning opportunities which are not dictated by
the requirements of individual disciplines, but address them-
selves to subjects or problems that draw on whatever disci-
plinary expertise is appropriate;

8. The use of local and regional resources that already exist,
in cooperation with present institutions, to expand the edu-
cational opportunities available to the learner in his own
environment;

9. Reasonable costs, both to individuals and to society, so that
the individual and societal benefits of learning become
available to the target learners in this system at no eco-
nomic penalty in comparison with the cost of attending tradi-

tional campuses;

10. An cmphasis on learning rather than the meeting of arbitrary
standards of time, courses, or curricular requirements and
recognition of achievement of learning by students, however

it occurs:

11. In courses bearing college credit, a level of academic qual-
ity (meaning the achievement expected of learners) no lower
than that at a traditional university, so that work accom-
plished through the open learning system is fully accepted by
other institutions;

12. More openness to self-examination, to research and evaluation
than has heretofore been the case in postsecondary education;
this openness includes a commitment to evaluation of learner
achievement, to evaluation of effectiveness in meeting insti-
tutional and learner objectives, to incorporation of the
results of these evaluations into policies and procedures,
and to research that will contribute to generalizable knowl-
edge about how the educational franchise can best be extended
to all who wish it (UMA, 1974, pp. 15-17).

These characteristics exemplify the goals of the University of Mid-

America's Open Learning Model. It is these characteristics that the new
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innovative experiment in open learning will strive to make a viable part of

the on-going system.

Selected Studies of Open Learning Programs

Overview of open learning systems

By 1972 over 700 programs in open learning had been established in
colleges, universities, and as independent programs, but very little data
from which analyses of populations served and degree to which these offer-
ings were or are meeting needs are available. This is a comparatively
virgin territory for the planners in higher education, and
about this whole new field.

Brief descriptions of open learning programs and, when available,
evaluation and/or research studies of these programs give insight which may
serve as guidelines for those attempting comparable programs. There is
great diversity of needs between countries, however, depending on dispari-
ties in wealth and development and differences in political belief and sys-
tems. On the other hand, it is surprising that in matters of education
much common ground exists between the nations especially in relation to its
indispensability, its purposes, duration, content, and cost. In national
public expenditure, education occupies either the first or second place,
and among developing countries it is usually the first. National spending
on education has greatly increased over recent years throughout the world.
Between 1960 and 1968 the average increase was 150 percent, representing an

increase in the proportion that educational expenditure bore to both total

national public expenditure and to gross natiomal product.
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Since cost is so often the basis on which decisions are made, the pic-
ture for open learning, based on cost effectiveness, is complicated. The
cost of an open learning system is very difficult to estimate since many of
the functions of such a system overlap with courses offered for resident
students as, for example, course development, administrative costs (which
rise with increases in student numbers, though not in direct proportion),
instructors which serve in both on-campus and nontraditional capacities and
counseling. To use cost as a basis for the decision to launch an open
learning system or as a basis for the continuation or discontinuation of an
existing system is not wise--it is wiser to base the decision on the con-
viction that it will achieve nationally important purposes that would not
otherwise be achieved and that it will do so at a cost that the country can
afford. Also, it is important to note that the students involved in open
learning systems are normally in full employment throughout their partici-
pation, contributing to the gross national product. As a result of their

~experience in advancing their education, they often increase their produc-
tivity, and these benefits are not included in cost effective studies. The
basis for establishing an open learning system, then, should be based on
other considerations, and the research which precedes the establishment of
such a system should be directed toward other goals (MacKenzie et al.,
1975).

The Outreach Target Population Committee in a California study on com-
munity service and continuing education (California State Coordinating
Council for Higher Education, Sacramento, 1973) stated that in addition to
identifying and describing the target population and the specific educa-

tional needs of groups within the target population, it is equally
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important to recognize the reasons for attendance, dropping out, and non-
attendance at college. '"The multitude of personal and environmental vari-
ables which come into play must be dealt with to truly change people's
attitudes about the necessity and relevance of higher education for them
and elicit a commitment to further learning from them" (p. 3).

Also, to gain insights on which to .base current and future planning,
it is important to study existing open learning systems. There are many
new programs being implemented throughout the country, and the programs in
Europe have tended to establish a pattern that has been adapted by organi-
zations of higher education in the United States. Successful open learning
programs abroad include, among others, those in Australia, France, Federal
Republic of Germany, Iran, Israel, Japan, Kenya, Lebanon, Poland, Union of
Soviet Socialist Republic, Canada, and the United Kingdom.

The British Open University in the United Kingdom is probably the most
well-known of open learning systems, and it has spread. The British open
system is actively engaged in The Free University of Iran and in Everyman's
University of Israel. In North America, the open learning system in Canada
is patterned after the British Open U.iiversity, and in the United States
the Universities of Rutgers, Maryland, Houston, and the Community Access
Education program at California State University, San Diego, all offered an
Open University Foundation course, Fall, 1972, to test the instructional
viability of the British system for American students. The experiments
proved the applicability of the courses for United States students, and
variations of the programs have continued. Many universities use the
British Open courses but have not implemented copies, as such, of the

entire British Open program.
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In this section of the review are descriptions of open learning pro-
grams with unique features that contribute to an understanding of the scope
and diversity of open learning programs. Also included are studies relat-
ing to the specific programs reviewed and studies based on several courses
produced for open learning and tested in various open learning programs.

The British Open system, the United Kingdom

Study of withdrawal in the Open University

Free University of Iran--patterned after the British Open University

Everyman's University, Israel--patterned after the British Open Uni-

versity

British Open University in the United States

Chicago TV College, Chicago, Illinois

The Chicago city-wide institute of the city colleges of Chicago
Predicting student withdrawals in open learning courses (Chicago
TV College)
Miami~Dade Community College
Study based on effectiveness of telephone dialogues
Usefulness of locus of control measure as related to completion
of psychology course

The Dallas County Community College District

Telecourse students: Comparison statistics, DCCCD
Telecourses: The '"Open University" in Dallas, a technical

research report
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Southern California‘'s KOCE-TV
Student reaction to television courses, spring semester, 1973-74
(KOCE-TV)
Television students' TV viewing log report (KOCE-TV, October, 1974)
Coastline community opens new no-campus college
Project Outreach, California
University of Minnesota television independent study
Demographic information on enrollment, fall and winter quarters,
1975-76
Student evaluation of courses, fall quarter, 1975
Studies relating to the University of Mid-America
Characteristics of SUN learners (first five offerings)
University of Mid-America, learner characteristics
An examination of goals of potential and actual UMA/SUN learners
An evaluation of a variety of television lesson formats for potential
adult learners in an open university system
Learner responses to the use of television in UMA courses

Employment of an open learning course with traditional and nontradi-

tional learners

Analysis of the cultural history field test data

Course evaluation report, Accounting I-~first and second offering,
SUN/UMA

Introductory Psychology--first and second offerings

The Consumer Experience (first offering) course evaluation report
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Evaluation of courses produced for television by the producers--selected

studies

Evaluation of the English 101 telecourse Writing for a Reason
English 101 telecourse report: Withdrawing student follow-up

Nationwide study of the course Classic Theatre--The Humanities in

Drama

Adams Chronicles--Coast Community College district

The Open University in the United Kingdom

The idea of an "Open University" began in the United Kingdom as early
as 1950 when suggestions were made that broadcasting should be used more
purposively for education, but it wasn't until 1963 that Harold Wilson,
then the Leader of the Opposition, announced his idea for a University of
the Air. The Robbins Report on Higher Education, published in 1963, fur-
ther reinforced Wilson's aim. In 1964 an Advisory Committee was estab-
lished, and in 1966 the committee published a White Paper which suggested
that this new university for adults should combine the use of television
and radio with correspondence texts, tutorials, practical work, and discus-
sion groups. It was recommended that a planning committee be established.

A Planning Committee was set up in 1967 under the chairmanship of Sir
Peter Venables who later became the first Pro-Chancellor of the Open Uni-
versity. It published a report in 1969 that confirmed that the Univer-
sity's main objective was to offer "a second chance'" to those deprived of
higher education. It stressed the need for postexperience and refresher
courses as well as broad-based degree courses. It also introduced the con-

cept of foundation courses--first-year courses designed to suit students
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from differing educational backgrounds. As a result of the Planning Com-

mittee's work, a Royal Charter establishing the Open University became a

reality in 1969.

The Inaugural Address by the Chancellor, Lord Crowther, delivered on
July 23, 1969, captures the emphasis on accessibility to all interested and
capable of continuing their education at the university level:

We are open, first, as to "people." Not for us the carefully
regulated escalation from one educational level to the next by
which the traditional universities establish their criteria for

admission.

The first, and most urgent, task before us is to cater for the
many thousands of people, fully capable of a higher education,
who, for one reason or another, do not get it, or do not get as
much of it as they can turn to advantage, or as they discover,
sometimes too late, that they need. Only in recent years have we
come to realize how many such people there are, and how large are
the gaps in educational provision through which they can fall.
The existing system, for all its expansion, misses and leaves
aside a great unused reservoir of human talent and potential.

Men and women drop out through failures in the system, through
disadvantages of their environment, through mistakes of their own
judgment, through sheer bad luck. These are our primary material.
To them we offer a further opportunity.

But if this were all, we could hardly call ourselves a Uaiver-
sity. This is not simply an educational rescue mission--though
that is our first task, and we do not decry it. But we also aim
wider and higher. Wherever there is an unprovided need for
higher education, supplementing the existing provision, there is
our constituency. . . .

The Open University is not the rival of the existing universities.
It is designed to take over where they are compelled to leave

off. . . .

We are open as to "places." This University has no cloisters--a
word meaning closed. Hardly even shall we have a campus. By a
wery happy chance, our local habitation will be in the new city
that is to bear two of the widest-ranging names in the history of
English thought, Milton Keynes. But this is only where the tip
of our toe touches ground. The rest of the University will be
disembodied and airborne. From the start, it will flow all over
the United Kingdom. . . .
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We are open as to "methods." We start, in dependence on, and in
grateful partnership with, the BBC. But already the development
of technology is marching on, and I predict that before long
actual broadcasting will form only a small part of the Univer-
sity's output. The world is caught in a Communications Revolu-
tion. . . . Every new form of human communication will be
examined to see how it can be used to raise and broaden the level

of human understanding. . . .

We are open, finally, to "ideas" (The Open University, 1972,
pp. 2, 3).

Students In 1971 the Open University began to enroll students, and
24,000 students began studying with the University in this first year. By
1975 the number of students had increased to 50,000 on degree programs,
with 5,000 additional students taking single self-contained courses in the
"postexperience" program. Nearly 10,000 students had graduated in 1975.

The majority of students are adult independent learners. No qualifi-
cations are needed to apply for admission except that the person be 21 or
over and a resident in the United Kingdom. There is, however, an arrange-
ment for some merchant seamen and British servicemen stationed in Germany
and Cyprus to take Open University degrees. Places are offered on a first-
come first-served basis within three constraints. There are course quotas,
and the applications for Arts/Social Sciences far exceed those for Maths/
Science/Technology. They try to keep a balance between the various regions
of the country, and places are kept broadly in line with the occupational
groups of applicants.

The 2]l-year-old requirement is waived in special circumstances as for
example, individuals with physical or other disabilities who might find
degree-level study difficult at residential universities. Provision is
also made for a certain number of prison inmates to take Open University

courses. Applications to the Open University have continued to rise since
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its beginning in 1971. The places available are determined by a grant from
Athe Department of Education and Science. Because continuing students may
take up to six years to work through the system, the number of places
available for new students each year has to be curtailed. In 1975, 20,000
new students were admitted, and in 1976 plans were made to admit another
20,000. This compares to 15,000 places in 1974. The number of applicants
is much greater than places available. In 1574, 35,000 students applied,
and in 1975 the applications totaled 52,537 students.

The characteristics of the students enrolled have been changing since
the beginning of the program. The ages of students range from 20 to 70,
but there has been a trend towards younger applicants after the first year.
The average age of students for 1972 to 1974 is just under 30. For 1971
the percent of students ages 21-25 was 9.2 percent, and there has been a
steady rise until, in 1974, the percent was 36.5 (for newly admitted stu-
dents). In the 26-30 age group, from 1971-1974 there was a decgease of
2 percent, from 38.6 to 36.7. As the age brackets became older, the
decrease in age increased; as for example, in the 40-50 age group, 17.1
percent in 1971 decreased to 6.9 percent in 1974.

The percent of females has been increasing, and the percent of males
has been decreasing slightly from 1971 to 1974. 1Imn 1971, 73 percent were
males and 27 percent females. The female population has increased steadily
until it reached 38 percent in 1974, and the male enrollment decreased from
73 percent to 61.9 percent in 1974.

As thé Open University became more well-known to a broader base of

the population, the character of the student body changed. 1In 1971 the
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largest proportion of applicants were teachers and professional people.
This has had a slight but steady decline, and the applicants in manual and
routine nonmanual occupations and those classified as "at home" have had a
slow steady increase until these categories make up about one-third of all
applications.

Applicants with minimal educational qualifications are also enrolling
in ever increasing numbers. In 1975, 38.5 percent of applicants had less
than "A" level qualifications, and in 1974 this was 32.7 percent, which is
typical of this trend.

The actual number of applicants from the older, higher level of educa-
tion group has not been decreasing, but the number of younger, with less
educational background and with lower occupafional levels has been increas-
ing at such a rate that the quotas admitting these students have increased,
changing the percent of students in these groups. The expectation is that
as awareness of the University becomes more widespread, it is reasonable to
expect a gradual increase over the years in the number of applicants with-
out previous educational qualifications. As more from these categories
graduate, proving it can be done, the more these students will have the
courage to enroll. The numbers applying for enrollment continues to grow
each yéar (British Open University, Information Services Department, 1975).

Drop-out~-success rates More than 5,300 students graduated from

the Open University in 1974, and a total of 9,600 students earned B.A.

degrees from the Open University between 1972-74. Students with prior uni-
versity credit were able to graduate as early as spring, 1972. The staying
rate has been quite high. About 50-60 percent of the students who joined

in the first year (1971) will graduate. Twelve percent of the 1974
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graduates had less than the normal entry qualifications for a university,
and of these 2 percent had no formal educational qualifications at all.
Twenty-six percent of those enrolled left school before the age of 18. Of
the 1971 students graduating in 1974, one in five, or 21 percent, would not
have been eligible for entry to higher education on conventional criteria
(British Open University, Information Services Department, 1975).

Courses of study Three programs cf study are offered, undergradu-

ate, postgraduate, and self-contained postexperience courses. A B.A.
degree is offered at the undergraduate level, and a degree requires six
undergraduate credits. A one-year credit course requires 32 weekly units
of work (each demanding 10-14 hours of study). It is expected that it will
generally require a student to study for six years for a B.A. degree, how-
ever, a student is permitted to take two courses a year (earning two cred-
its) and thus graduate in three years. The Open University accepts credits
from other universities.

The courses are offered at four levels--foundation, second, third, and
fourth. All students start with a foundation course, and after the founda-
tion level the student can make up his own program of study. Courses are
offered in the area of Arts, Social Sciences, Mathematics, Science and
Technology; the number of courses chosen in each area varies with the
choices of the students. Many of the courses are offered for one-third or
one-sixth of a credit which the students may combine in any way to gain the
half credit of a half year's work, or one credit for one year's work.

Postgraduate credits are all research based. There are as yet no
graduate level courses. The three higher degrees, B.Phil., M.Phil., and

Ph.D., are all awarded when a student completes a program of research or
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advanced study and submits a dissertation or thesis. The student's prog-
ress is assessed by means of research credits which are earned by complet~-
ing three months' full-time work or its part-time equivalent. There are
300 postgraduate students, and 40 of these are supported by grant-giving
bodies.

There are 14 postexperience courses, which are self-contained and vary
in length from five to ten months. These are nondegree courses designed
for students who wish to extend their knowledge of their own career or
acquire knowledge of a new field. Some of the courses can be taken for
credit if a student plans to work toward a degree at a later date. 1In
1973, the first year this program was offered, 2,012 students enrolled, and
in 1975 it grew to 5,311 students.

Cost The Open University produces graduates much more cheaply than
do other universities. According to a study based on the first three years
of its operation, to produce a graduate from the Open University cost less
than a third as much as at other institutions. Great savings are possible
because a student lives at home, and a campus is not provided; also, as
student numbers rise, the high fixed cost of course production becomes less
per student. The cost of producing a course unit or television program is
the same for one student as for thousands. Another savings is in using
other universities' existing staff--over 5,500 faculty who serve the Open
University on a part-time basis.

The basic fee for an Open University course is L25 plus the cost of
books (about L10 to L15 per full credit). In addition, all foundation and
some higher level courses have a week's residential summer school which

costs around L40. However, most local education authorities give students
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grants towards the cost of summer school, and many employers help with fees
and book costs, so the average outlay for the student is around L70 per
course (one year's work) or about L400 for the six-credit degree.

Teaching methods The courses consist of printed material, televi-

sion and radio, tuition and counseling, and assignments and assessments.
The student spends the largest part of his preparation in reading, or
approximately 65 percent. In addition to his reading, he spends about

10 percent of his time viewing television and/or listening to radio broad-
casts. An important component of each course is the individual and group
tutoring and counseling which is set up for each individual student. He is
encouraged to attend study centers (there are over 260 in the United King-
dom) , have meetings with other students and with tutors and counselors who
help him with his course work, give encouragement, and provide motivation
in addition to helping him set up his plan of work toward obtaining the
B.A. degree. He must also spend about a week in summer school, at least
the first year. In addition, the courses are much like most correspondence
courses in that tutor-marked assignments are often required, computer-

marked assignments are increasingly being used, and end-of-course examina-

tions are required. Practical experiments (kits included with course mate-

rials) and self-assessment materials are often a part of the course mate-

rials. These materials are often quite sophisticated, and the student pays

a basic fee for the use of the kit (Shorthouse, 1975, 1976).

Impact at home and abroad In every way the Open University has

justified the faith of its early supporters. Transfers are welcomed at all
the universities, and Oxford has accepted Open University graduates to

study for higher degrees. The teaching materials are used widely in other
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universities and higher educational institutions. Many schools and col-
leges now recommend Open University television and radio broadcasts to

their own students. The programs are transmitted on the national network,

and the programs are watched by thousands of casual viewers.
International interest has been created in the teaching-at-—-a-distance

techniques and systems. The Marketing Division sells correspondence texts,

films, tapes, and home experiment kits not only within the United Kingdom
but also to many other countries throughout the world. The success in the
Open University has also helped in the creation of similar institutions
around the world as the Free University in Iran, Everyman's University in
Israel, The People's University in Pakistan, and the Open University in

Spain. There are also adaptations at three universities in the United

States.

In evaluating the progress to date, Shorthouse (1976) said that above

and beyond all things ''meeds definition" is crucial--what student clien-

tele, what rate, why they need the course, when they will take it. He

adds, "Once these can be defined, objectives can be formulated. A consid-
erable amount of input is required at this stage, not the least from infor-

mation collection systems, systems modeling, analysis, and testing"

(pp. 149-150). He concluded:

Those sympathetic to the aims of this conference (open learning)
should take heart from at least one fact: In my hidebound and
traditionally oriented country, over 60,000 adults are benefit-
ting from a university education previously unavailable to them
and the demand still exceeds the opportunity by a factor of five

(p. 150).

Withdrawal in the Open University In 1974 there was a small study

of all Open University students who withdrew from one or more courses in
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the Northern and Yorkshire Regions during that year (Kennedy and Powell,
1976). Early in 1974 all counselors in the two regions received a briefing
document together with copies of two forms: 1) a report on "students who
might be 'risks' due to background and extenuating circumstances" and 2) a
withdrawal report which reported the student's reason fof withdrawing. In
all, 200 counselors in the two regions reported on the "at risk" students
and all of the withdrawals. At the conclusion of the study, the 200 coun-
selors had reported on 684 students who withdrew entirely and 291 who par-
tially withdrew from their studies. They also reported on 236 students who
were identified as being "at risk, and of these 184 remained in the system
to take their end-of-course exams.

As a result of information gained in this study and other studies that
had been conducted in open learning systems, the authors attempted to gain
insights that they believed had been overlooked in previous studies. They
were concerned with developing a "way of thinking" about drop-outs.

Kennedy and Powell (1976) report that most studies of drop-out result
in statistical description and analysis; for example, of what sorts of stu-
dents are most likely to drop out, and what courses have higher drop-out
rates than others. While the value and even the necessity of such basic
research is not under dispute, the important question they believe is why
students drop out together with the related issues of why they enroll in
part-time education in the first place.

One of the biggest problems with most research designs is that they
rely on just the reasons the students give for dropping out. Due to
the negative connotations associated with dropping out, the student

will probably contribute the cause to "outside" forces, such as job
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pressures, rather than such personal factors as lack of motivation, prepa-
ration, or ability. Another difficulty derives from the problem of trans-
lating what are often a complex of reasons for withdrawing into a schematic
form amenable to quantitative analysis.

To circumvent these difficulties, Kennedy and Powell attempted a
micro-sociological approach. They attempted to reconstruct the phenomenon
of drop-out from the point of view of the student on the basis of detailed
case study information. They also attempted to construct a student's eye
view of drop-out but did not use the student as the primary source of data
but instead the reports of the counselors.

As a result of their investigations, it became clear that two general
aspects of the phenémena of drop-out must be taken into account: the char-
acteristics of students (e.g., their motivations, ages, etc.) and their
circumstances (e.g., financial situations, personal crises, family prob-
lems). A student's profile is thus composed largely of either characteris-
tics, which are constant (e.g., previous educational background), or char-
acteristics subject to slow change (e.g., motivation), or circumstances,
which are subject to rapid, indeed almost overnight, change (e.g., redun-
dancy--exceeding what is usual or natural). The individual part-time stu-
dent has a difficult time in maintaining an equilibrium of pressures within
his life, pressures arising from his job, from his domestic situation, from
his academic work, and also from possible variations in his own person-
ality. 1If one or more pressures increase unduly, the equilibrium is upset,
and the student may become "at risk." Given knowledge of a student's pre-
dominant characteristics and a particular set of circumstances, a counselor

can develop insight into the conflict of pressures that the student is
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trying to resolve. There are certain characteristics present in some stu-
dents that help him survive regardless of life circumstances, and a coun-
selor cannot predict these. For example, qualities such as strength of
will, clear perception of personal objectives, resilieince, or persevarance
are not restricted to particular occupational groups or people with certain
levels of academic attainment; also, a complex intermix of characteristics
and circumstances often are the cause of a student's dropping out. There
also is a difference between reasons for a young university student drop-
ping out and an older part-time student droppihg out.

They conclude that situations and characteristics which affect drop-
out include: motivations, stages of adult development, previous educa-
tional background, educational self-concept, and the interplay of these.
They recommended that students should be advised of all opportunities open
to them for furthering their education and reaching their goals. Also,
counselors and instructors should be informed about a student's background
since a student who has little in the way of formal training may be hesi-
tant about seeking help from a counselor or instructor when the whole proc-
ess is so very foreign to him and when through the act of seeking help he
may fear he is exposing weaknesses and doubts about his abilities. If
instructors are to meet students' needs, they must be informed of circum-
stances which might impede a studgnt's progress. If he was aware of a stu-
dent's background, he could more nearly tailor his teaching style to the
learning strategies most appropriate for the student and help motivate him
when the need arose. The manner in which a student perceives a situation
is his "reality," regardless of the true situation, and an instructor or

counselor needs to relate to him from his frame of reference. Being
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informed of his background and personal problems is a beginning (Kennedy

and Powell, 1976).

Free University of Iran--patterned after British Open

The Free University of Iran is being patterned after the Open Univer-
sity in the United Kingdom. The planning began in December of 1973, and
the first students will be admitted in 1977. The Free University is to be
different from existing universities with respect to its objectives, stu-
dents, educational programs, teaching system, and mode of operation. Due
to Iran's rapid rate of economic and industrial expansion with its accom-
panying increase in career opportunities, the existing institutions of
higher education in Iran have been forced to step up the training of
skilled manpower to meet the demands. They have not been able to meet the
demands due to shortage of faculty members and the high costs of tradi-
tional education, and the government, in searching for an alternate method
of supplying this demand, chose a distance method of education.

The goal of the Free University is to train the badly needed special-
ists and produce active professional men and women whose skills, knowledge,
and attitudes will enable them to contribute effectively to the welfare of
their society. A second goal is to provide re~training of individuals and
to upgrade and improve skills of those already trained. A third goal is to
upgrade the general public's awareness of their culture, environment, and
the problems of their society.

The emphasis is on vocational education, and the choice of courses
will not be as great as in the Open University in the United Kingdom. As

Ahmadi (1976) commented, they found that a focus on society's needs implies
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the establishment of educational priorities in vocational areas and specif-

ically in the sciences and more technical fields. Also, as the need is

usually for additional and new types of manpower, priority must be given to

pre—-service training.

The Free University of Iran will differ from the Open University to

quite a degree in its emphasis on learning centers. The Free University's

decision to allocate a significant role to its regional and local center

network was based on a number of considerations:

1'

It was obvious that none of the prospective students would have
had any experience in self-directed study.

As many of the students would be recent high school graduates,
they might lack the motivation found in more adult students.

The geographical location of the students would probably compound
the problem of isolation and depersonalization experienced in all
distance learning systems.

Access of television or even radio of the Iranian students could
not be assumed. Community resources such as those existing in the
United Kingdom are not available.

The programs of the Free University (vocational in nature) would
require practical work experience and those experiences would
require organization, guidance, and supervision.

The university plans to play a role in the development of the com-
munities where centers are located.

It is believed that much of the success of the university will

depend upon the extent to which three basic needs of the students

are met:
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a. the need to learn how to study effectively and efficiently on
one's own

b. the need for general advice, help, and encouragement

c. the need for assistance to set up and to run self-help groups

In addition to establishing fully staffed and equipped centers and
urging students to make full use of the centers, Iran decided to develop
mobile units to bring the resources of the centers to students unable to
attend them.

The program will begin with four 16-week courses for the first year,
and they project an enrollment of 6,000 students the first year. Only five
regions out of a possible 13 will be in operation.

The program is tailored to meet the needs in Iran, and because they
wish to control the quality of their graduates, they are putting a great
deal of emphasis on the development of a competency-based curriculum. To
assure the quality of their courses, they plan to carry out extensive
developmental testing on sample target populations before introducing them
on a nationwide basis.

It is called the Free University because it allows every human regard-
less of age, sex, religion, or geographical location free access to higher
education. It also does not require expenses on the part of the students;
it is absolutely free.

It is an extremely ambitious program. They believe that construction
of a revolutionary educational structure from used and old parts is not
possible and are beginning from the bottom to build a completely new revo-
lutionary educational system open to all. By 1984 they hope to have their

program fully implemented and their dreams come true (Ahmadi, 1975, 1976).
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Everyman's University, Israel--patterned after British Open

In several ways the Israel open learning system, "Everyman's Univer-
sity," is unique. It was established with private funds; it has drawn upon
the expertise of Open Learning systems in several other countries; it
required its newly acquired staff members, as well as applicants being con-
sidered as potential staff, to undergo extensive training in teaching meth-
ods unique to an open learning system.

In 1974 the Rothschild Foundation set up the Everyman's University in
Israel. This followed two earlier projects which had been created by the
Foundation, namely the instructional Trust in 1963 and the Centre for Edu-
cational Technology in 1971. The three bodies are now located on one and
the same campus and work closely together which provides a solid base for
the future developments of all three.

Before plans were made for setting up Everyman's University, three
experts were invited to examine and advise on the needs, scope (academic or
otherwise), methods to be used, the organizational framework, the economics,
and the integration of the proposed university into the existing Israeli
educational system. The three experts were Professor Wilbur Schramm (then
of Stanford University), Professor David Hawkridge, Open University,
England, and Harold Howe II, Vice President, Ford Foundation. In October
of 1972, the committee issued the "'Schramm Report," and the project in open
learning has followed this report very élosely.

The needs that were identified to be served by the Open Learning sys-
tem included: teacher training, second chance for the disadvantaged, and
adult education. It was decided that the greatest urgent need was for

teacher training, and the first academic courses were planned for teacher
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training and included mathematics, science, technology, Jewish studies,
Jewish history, and Jewish thought. 1In addition to planning their own
courses, it was decided that when possible courses be purchased from the
Open University in the United Kingdom and from the UMA consortium. The
academic courses will lead to the B.A. (Humanities and Social Sciences)
or the B.Sc. (Sciences and Mathematics).

According to the Schramm Report, the Everyman's University should not
be conceived of solely as another academic institute (Everyman's Univer-
sity, Israel). For this reason, it also will pursue social objectives
within the contact of Israeli society. The first nonacademic courses
include: Electronics I, Electronics II, Electricity I, and Computer
(Introduction). There are plans to add more courses from year.to year.
The second chance courses will include preparatory ccurses leading to the
University entrance examination (especially Mathematics, English, and
Jewish studies) or vocational courses (Electronics, Electricity, and
others). Early plans included the addition of adult courses in 1977.

The courses rely largely on the printed component as do courses in
other Open Learning systems. In addition, media will be used fairly
extensively as TV, slides, home laboratories, and experimental kits,
depending on the format and needs for a particular course.

It was the original hope that study centers would not be needed, how-
ever, it was feared that isolation and resulting depression of students
might cause a high rate of attritio;, and, therefore, centers were set up.
Each center is staffed with tutors based on a ratio of one tutor to 20 stu-

dents. The tutors are available at the centers and by telephone. It is
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also hoped that students will attempt to set up their own '"self-help" study
groups.

As stated earlier, a very unique aspect of Everyman's University is
the intensive training given new staff members. New candidates are paid
for the time spent in training, and no assurance is given that they will be
hired after the training period, in fact, many are not. The training pro-
gram consists of exposing them to the specific tasks that instructors must
learn to do in an Open Learning system. In addition each trainee was
required to submit a self-study package and related materials by the end of
the fourth week of training. The package had to include explicit learning
or behavioral objectives, learning experiences, evaluation methods, etc.

In addition each trainee had to "become a student" in an open learning sit-
uation and complete a unit in an area of study different from his area of
expertise. They also were asked to prepare a five~minute television pro-
duction which was video taped and critiqued by those in charge of the
training. They also prepared a five-minute "radio" broadcast. As a final
exercise, each trainee was asked to choose a particular learning audience
and was asked to prepare an appropriate learning package for that audience
which demonstrated their comprehension of the needs of various kinds of
"learners'" and the problems of putting together self-study courses and
using media effectively. Speakers and other presentations were also
included in the five-week learning session.

The overall aim is for high academic standards, and each course-team
is led by a well~qualified academic staff member. The team consists of

specialists in all areas as media specialists, graphic artists, and
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language editors. The University itself is guided, in all aspects of its
academics, by an Academic Advisory Committee, made up of leading academics.

The first courses were offered in April of 1976, and over 3,000 regis-
tered for the first five academic courses. In addition 250 places were
made available (a limit had to be placed as each student was provided with
home laboratories) in the nonacademic courses, and these were all filled.
No figures have been available relating to the success of these first offer-
ings.

The first three years are to be experimental with the understanding
that if it looks promising, the private support will be gradually withdrawn
and public funds will be used to support the venture in Open Learning

(Rowe, 1975, 1976; MacKenzie et al., 1975).

The British Open University in the United States

After the Open University in the United Kingdom became a full-fledged
university in 1971, it received considerable attention from many groups in
the United States which had become aware of and interested in the concept
of "open learning" or "nontraditiocnal study'" as a result of new trends and
needs and due to the focus of several studies (Carnegie Commission on
Higher Education, 1970-75; Commission on Non-traditional Study, 1973). The
groups were beginning to explore ways of making universal higher education
a reality. There were also hopes of doing this in ways that were finan-
cially within reason. The British had spent several million dollars devel-
oping a delivery system, and if it could be shown that these materials were
appropriate for use (or could be modified for use) in American colleges, a

great savings would be made in time and dollars.
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The administration of the Open University was also interested in pos-
sible use of their materials in other systems since this would be a legiti-~
mate and attractive way to help finance the expansion and updating of their
course offerings. The result of these interests prompted a study by the
College Entrance Examination Board and the Educational Testing Service of
the feasibility of investigating this possibility. Three universities met
the criteria set up by the investigating bodies and participated in the
study. These three included The University of Houston, The University of
Maryland, and Rutgers, the State University of New Jersey.

The participation of the three universities differed somewhat. 1In
terms of courses to be offered, the University College at Rutgers chose to
try out three foundation courses (humanities, science, and mathematics),
the College of Arts and Sciences at Houston offered two courses (humani-
ties and science), and the University College at Maryland opted only for
humanities. There were also differences between the schools in the spe-
cific nature of the delivery system, number of tutorial centers, etc.

The purpose of the project was to assimilate as much relevant informa-
tion as possible that might be useful to other institutions considering
adopting the Open University program. Eight major questions guided their
efforts:

1. Who were the people who enroll for Open University courses?

2. Why did they enroll?

3. How many students succeeded (that is, finished the course with

satisfactory marks)?

4. How did the succeeders differ from those who dropped out or failed?

What were the implications for student recruitment and guidance?
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5. What did the students think of the Open University matrices and
delivery system? What criticisms did they have? What suggestions
did they have for optimal use in this country?

6. What did the faculty think of the Open University materials and
delivery system? What criticisms did they have? What suggestions
did they have for optimal use?

7. What were the implications of the Open University delivery system

for faculty recruitment and training?

8. What did the Open University cost--from both the student and

institutional point of view?

Data to answer the eight listed questions were gathered through the
use of five questionnaires: (1) a background questionnaire, completed by
students at the beginning of the course, in which students were asked about
their biographical backgrounds, reasons for enrolling in the Open Univer-
sity course, current occupational status, and so forth; (2) a course-
experience questionnaire, administered to students at approximately the end
of the eighth week, in which students were asked about their experiences
with the course so far, including their perceptions of the utility of spe-
cific components of the course, the problems they had experienced to that
point, their overall satisfactions, and the like; (3) a second course expe-
rience questionnaire very similar in content to the eighth-week question-
naire, which was mailed at approximately the halfway point of the course to
withdrawn as well as continuing students; (4) an end-of-course question-
naire, repeating many questions dealing with student satisfaction and expe-
riences; and (5) a questionnaire to those who inquired about the Open

University course at one of the three institutions but chose not to enroll.
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In addition to the five questionnaires, interviews were conducted with
selected students. Since the academic aptitude of each student would prob-
ably affect a student's performance in a course, a brief academic aptitude
measure was administered to each student at the beginning of the academic
term at each institution. The measure employed was the Control Test of
Academic Aptitude or CTAA.

Students' final grades in courses were the sole criterion of academic
performance. In the original research design, they planned to administer to
standardized achievement test to the students to have a measure that was
objective and common across students. This plan was not acceptable, how-
ever, since a test was not available that would adequately measure the con-
tent, and it would have been difficult to find a suitable group of tradi-
tional students covering identical material.

Due to the large volume of data collected, findings were interesting
and extensive. A very limited report is as follows:

Characteristics of the nontraditional students

1. Larger numbers were attracted to the humanities than to the science
or mathematics courses.

2. Compared to the general populations in the areas from which they
came, the nontraditional students tended to be younger, and more
were women., .

3. Compared to the general populations in the area, they came from
high-status occupations, the well-educated strata of the popula-
tion, and from affluent families.

4. Compared to the traditional students, the nontraditional students

had lower aptitude scores and lower high school grade averages.
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The nontraditional students who enrolled in the mathematics and
science courses had on the average higher aptitude scores and
higher high school grade averages; they alsc planned to spend
longer hours studying than those enrolled in the humanities.

Those who had been out of school longer expected to study longer
hours.

Among high school graduates who had not continued their education
after graduation, no single factor seemed to be dominant, but a
combination of factors accounted for their decision.

The greatest attraction of the courses was the delivery system. A
close second was the desire to earn college credit and also a
desire for personal enrichment (especially among those enrolled in
the humanities).

Among those employed, expectations were high that the courses
would help them in their jobs. This was more the case for men in
lower status occupations than for men in higher-status occupations,
but for women it was the reverse.

The fees that were charged were the single greatest deterrent for
those who inquired but did not enroll.

Most of the nontraditional students had small children at home.
Relatively few nontraditional students knew another person who was
enrolled, and even when they did know another person they did not

have plans to study with themn.
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Student attrition and performance in the three courses

1.

3.

The overall course completion rate for the entire course was
around 50 percent, which was considerably lower than in Great
Britain.

At Houston and Maryland, where the Open University courses were
made available by semesters and quarters, respectively, the term-
by~term completion rates ran consistently over 80 percent.
Completion rates for nontraditional humanities students varied by
sex, age, employment status, and number of years since last formal
schooling but not by CTAA scores or high school grades.

For students who withdrew from the course (without receiving even
partial credit), the reasons cited most frequently for discontinu-
ing were inability to keep up with the work schedule, dissatisfac-
tion with British aspects of the course, and lack of interest in
course content. The difficulty of the course was mentioned very
infrequently as a reason for withdrawing.

0f those students who completed the courses, the overwhelming
majority received grades of A, B, or C. Very few students
received D or F grades.

For nontraditional humanities students, grades, like completion
rates, were related to certain background characteristics, espe-
cially sex (with females obtaining better grades than males) and
CTAA scores (students with higher scores earned better grades).

In spite of a generally positive relationship between CTAA scores
and course grades for nontraditional humanities students, most

students with low scores still achieved grades of C or better.
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Student experiences and opinions

1. Over half reported spending more than 12 hours per week on the
course, and many spent 16 hours or more per week.

2. Of the time devoted to a course, approximately 25 percent was
spent at an Open University study center. (The video tapes were
not broadcast over the air but could be viewed at a study center).

3. The overwhelming majority of students who completed the Open Uni-
versity courses were satisfied with the experience and would
enroll in such a course again if given the opportunity.

4. The major source of dissatisfaction among those who completed a
course was finding the time to study.

5. Though often referred to as an "independent study" program, stu~
dents regarded contact with both course tutors and other students
as being important--with contact with tutors more important.

6. As a result of taking an Open University course, nearly half the
nontraditional humanities students reported that they were more
interested in pursuing a college degree and had much more confi-
dence in their ability to do college-level work.

Data were also collected from faculty, and the following recommenda-

tions were made:

The minimum staff for an Open University course, regardless of
its size, should consist of a coordinator and enough tutors to
staff the study centers and provide individual consultation for
students. Based on the experiences of the three universities
one half-time tutor for every 25 to 40 students would be an

appropriate rule of thumb. . . .

Since the instructional role played by faculty members in Open
University courses differs, in some ways dramatically, from the
typical higher education teaching role, faculty members should be
selected carefully and special training sessions should be given
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serious consideration. Tutors must be given an adequate briefing,
time to preview the course, encouragement to meet frequently with
other turors, and continued help and support, since in many
instances they will find that the Open University course requires
a different style of teaching and a different relationship with
students and with other faculty members (Hartnett, Clark,
Feldmesser, Gieber, and Soll, 1974).

Conclusions relating to cost In relation to traditional education

in the United States, the Open University courses are unlikely to show

the dramatic savings they do in Great Britain. Conversely, they need

not be more expensive than courses offered in a traditional manner if
enrollments are adequate., The economic advantage of using the Open
University courses in the United States would be in comparison to producing
courses to use in nontraditional situations.

The overall conclusions regarding use of the Open University courses
in the United States were favorable, but the greatest contribution of the
study is the information made available about the feasibility of nontradi-
tional systems in the United States. Based on the attitudes and character-
istics of the students, a need for the opportunities for study provided by
an open learning type system was demonstrated (Hartnett et al., 1974).
(References for overall summary: Hartnett, Clark, Feldmesser, Gieber, and

Soll, 1974; Mayeske, 1973; Hartnett, 1974; Taylor, 1977.)

Chicago TV College, Chicago, Illinois, USA

One of the first nontraditional learning systems in the United States
was founded in 1956 in Chicago by a Ford Foundation grant and was known as
the TV College. There have been five progress reports published since its
founding, the latest in 1974 (Zigerell and Chausow, 1974). Since its

beginning the TV College has grown phenomenally and has merged its identity
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with that of a larger instructional unit known as the Learning Resources
Laboratory of the City Colleges of Chicago. This learning center provides
a full range of innovative instructional services delivered in both conven-
tional and unconventional ways.

The five published reports have included information pertaining to
enrollment and viewing records, attitudes and reactions of students,
description of the type of student enrolled, subjects chosen most fre-
quently as areas of interest to students, and changes in popularity of

courses with apparent reasons.

The enrollment and viewing records for the first three years were:

More than 150,000 individuals enrolled in televised courses, with mocst
taking no more than one course. Of these 150,000, about 80,000 students
enrolled officially in the college for credit, and 70,000 enrolled unoffi-
cially as noncredit students.

An average of 10,000 viewers watch every TV College program, and about
250,000 "casual" viewers view from one program to a whole series.

TV College is on the air an average of 26 hours weekly.

The student retention (those who complete a semester's work) averages
between 70 and 80 percent.

About 425 students were awarded the Associate of Arts degree for study
entirely by TV.

About 2,500 students graduated from City Colleges of Chicago with an
Associate of Arts degree taking, on the average, one semester of their work
by TV. TV College has therefore contributed to the student population at

various campuses rather than taking students away from the classroom.
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In any one year, about 6,000 individuals account for 9,000 registra-
tions (3,000 take more than one course). A sizable proportion of TV Col-
lege students are also enrolled in conventional courses on the colleges'

campuses.

Other interesting facts include (Zigerell and Chausow, 1974; Anony-
mous, 1975):

The TV College requires no tuition from Chicago residents, but non-
Chicagoans enrolling in TV College pay $33.50 per credit hour and an addi-
tional $10.00 service fee. A three-hour course costs about $110.00 which
is beyond the amount many people are able, or willing, to pay. When the TV
College began in 1956, a tuition charge-back privilege was available. All
who lived in areas without junior colleges could enroll in another area's
junior college without personally paying the tuition. When this was dis-
continued, there was a 10 percent drop in enrollments cutside the Chicago
district.

The length and frequency of broadcasts—-there are two 45-minute les-
sons per week. An hour and a half of on-the-air instruction covers the
material of the three 50-minute conventional class sessions. In fact, two
carefully planned half-hour programs, supplemented by readings, written
exercises, and telephone and face-to-face conferences, can more than equal
a week's work in an on-campus course. TV College students are unanimous in
believing that open-circuit television instruction is more tightly orga-
nized and effectively paced as compared to on-campus classes.

A range of courses broad enough to attract and hold the attention of
an audience with varied interests is necessary for constant enrollments.

Also, frequent repetition of courses must be avoided. The TV College
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offers all of the general education or liberal studies courses required of
all students who earn Associate degrees and certificates from the City Col-
leges of Chicago. These include Natural Science, Humanities, and Social
Science courses and are rotated to enable a student to complete the four
semesters required for the degree in a period of about three years over TV.
Many students, however, supplement their TV courses with courses taken on
campus.

In addition to the required courses for the Associate of Arts degree,
many elective courses are offered. The popular areas for these elective
courses are mathematics and sciences, business and secretarial skills, and
general cultural subjects. A part of the TV College audience have definite
career and vocational goals and particularly in the business area which
include courses such as Typing, Shorthand, Accounting, Business Law, and
Business Organization. There have been some shifts in the popularity of
some areas, as for example, foreign languages. There has been a definite
decline in interest in foreign language, and presently (1975) only Spanish
is offered and that on a conversational basis for those who work closely
with Spanish speaking people as policemen and social workers and teachers.
The interest persists, however, in cultural subjects as Art and Music
Appreciation, Philosophy, and History.

The present trend for TV College is to broaden its goals and cultivate
audiences with needs different from those of students seeking the Associate
of Arts Degree. It plans to direct its programming toward an occupational
and community service emphasis.

While the TV component is important, it camnot carry the entire teach-

ing burden.v TV College personnel find that printed study aids and
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supportive face-to-face activities are essential if a high level of student
interest is to be maintained and student success insured.

Every Chicago TV College student is furnished a Study Guide for each
course he is enrolled in. Each Study Guide liéts course and unit objec-
tives in behavioral terms. The title of each program and the required
texts are also listed, and mail-in assignments are described in detail.

The evaluation procedure for each assignment is very carefully outlined.

A‘valuable aid for reducing passivity on the part of the student and
increasing the percentage of students who complete courses is the addition
of self-scoring and programed instruction. All instructors involved in TV

courses are encouraged to prepare such materials to be included in Study

Guides used by all students.

A description of the students:

The objective of the college is reflected in the type of students it
draws. They state their primary goal of existing as '"enabling residents of
the Chicago area within the broadcast range of the local public television
station to complete junior college courses by watching television in their
homes" (Zigerell and Chausow, 1974, p. 10).

First and most important is the quality of work produced by the TV
College average student--it is consistently of very high level performance,
and the researchers conclude that this is not a sign of the superiority of
televised instruction but is due to the type of student who enrolls in this
kind of program. A home viewing student selected at random would probably
be a 30-year-old woman, married, with a home and children to look after.

Her past school record was good, and she ranked in the upper half of her

high school class. They continue:
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Since she is tied down by her duties as housewife and mother of
small children, she can take only one or two courses at a time.
If she did go to college before she married, she finished no more
than a year. Now she is intent on making a career for herself
outside the home--to achieve personal fulfillment or add to the
family income. TV College courses start her on her way. Later
on, when circumstances are right, she will transfer her TV credit
to another college and enroll in conventional courses (Zigerell

.and Chausow, 1974, p. 22).
Teaching methods used:

The "talking face'" is avoided and producers of the TV courses insist
they "show' rather than "tell." Recently, as they become available, the TV
College has been making an effort to use courses produced elsewhere for
television teaching rather than attempting to produce all of their own
courses. When they produce them, however, an effort is made to include
televised actual situations, as for example, children filmed at home, in
play centers, at schools, etc., in child development courses.

They have found that it is not too successful to import "specialists"
to teach courses as they do not generally have the same philosophy about
the televised portion or the production of supplementary materials as pro-

grammed learning, study aides, etc.

The Chicago City-Wide Institute of the City Colleges of Chicago

In 1974 a city-wide institute, a noncampus college, was established as the
ninth administrative unit of the City Colleges of Chicago. This mission of
the institute was (1) to develop and operate programs at the college level
for adults who cannot or choose not to go to a traditional college campus,

(2) to provide better coordination of programs for the entire City Colleges
of Chicago system, (3) develop new curricula, (4) provide new educational

services, (5) provide services to nontraditional clienteles, and (6) inte-

grate services of the Institute and the traditional campuses.
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A variety of pre-service and in-service programs is provided by three
service institutes (Health, Human, and Public) to meet the manpower needs
of cooperating public agencies. An Open Learning Division serves minority
and other nontraditional students through the utilization of self-paced
media delivery systems and an open entry-open exit, competency-based for-
mat. The Division of Continuing Education and Community Services offers
job-related courses, courses related to the handicapped, courses for older
adults, public iésues courses, and community education activities. And, to
make the services of the institute as complete and beneficial as possible,
the Center for Student Development provides counseling and assessment of
life/work experiences for college credit.

The functional organization of the Institute and its interaction with
the other components of the City College system permits the maximization of
limited resources, especially faculty services. It also permits the City
College System to serve new students, especially minorities and adults, in
new ways. The Institute will serve as a single representative of the col-
lege system to city organizations and agencies so that uniform practices

and procedures can be established for educational programs (Anonymous,

1975).

Predicting student withdrawals in open learning courses (Chicago TV

College) In 1975 Duby and Giltrow tried to predict overall completion
rates of students enrolled in Chicago's TV College. After identifying the
key factors for predicting overall withdrawal rates, the researchers hope
to work backward and establish nonobtrusive measures for estimating prob-
abilities for individual completions. This second part of the project has

not been reported on to date.
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For purposes of this research project, completion rates were defined
as achieving an A, B, C, or D grade at the conclusion of the 15-week semes-
ter. Since the students had two semesters to remove an incomplete grade,
they were treated as withdrawals. Failure was also considered as with-
drawal or unsuccessful completion of the course. The base enrollment fig-
ure was the initial registration, thus they worked with gross enrollment
figures rather than adjusted figures, which tends to inflate the withdrawal
rate. Using these figures, typical withdrawal rate for Chicago's TV Col-
lege was 60 percent.

It is a standing practice to have Chicago's TV College students com-
plete an evaluation instrument early in the semester as one of their course
requirements. A one-page questionnaire is given out at registration and is
to be returned at the end of the third week of the semester.

In the spring of 1975, four TV College courses were offered (Child
Development 101, Business 101, Economics 201, and Mathematics 111), and
these were examined to determine if certain repetitions or patterns would
surface. The analyses of the data from these courses showed that trends
and patterns do exist and can serve as baseline information for later
courses. The following three factors or patterns emerged:

1. sex effect--female open learning students complete their courses

more often than do their male counterparts.

2. campus effect-—open learning students who register at certain City
College campuses consistently complete their courses more often
than do students who register at other campuses.

3. questionnaire effect--students who complete and return an

assigned student questionnaire are much more likely to complete
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their courses than are students who do not complete their assign-
menct.

Two further secondary relationships were found which involved the
interaction of the sex and questionnaire variables:

1. Females who complete the questionnaire are more likely to com-—
plete their open learning course than are males who complete the
questionnaire.

2., Females who did not complete this instrument are more likely to
complete their course than are males who do not submit the student
questionnaire.

Using the results from the baseline courses, a numerical value was
attached to each dimension of the factors described above, and each factor
was weighted according to the results from the combined baseline courses.
These weighted variables were then used in formulas which were used to pre-
dict student withdrawals. After each semester the formulas were refined
based on the data for that semester, thus, the formula became progressively
more accurate at predicting withdrawals. Predictions ranged within 4 per-
cent of the actual withdrawal, and where the range of predicted withdrawal
was much greater or less than actual withdrawal, the researchers searched
for the cause as, for example, courses requiring excessive workloads, or
out~of-date material, an uncooperative instructor, etc.

The practical administrative uses of the formula and the data gener-
ated are considered to be numerous by the authors and include:

1. Predicting the course load for instructors and thereby adjusting

their work load accordingly.
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2. The number and size of examination rooms can be planned in advance

along with proctor requirements.

3. The courses having excessively high withdrawal rates could be

examined for possible causes.

4. Campuses which register TV students having low performance can be

singled out for special attention.

The next step 1s to attempt to classify students according to their
"risk" of withdrawing. It would mean establishing a matrix of relevant
characteristics and combinations of characteristics sensitive to predicting
withdrawal. At registration time or shortly thereafter, the high, medium,
and low risk groups could be designated. Those in the high groups could be
contacted individually and receive the necessary counseling to determine
the students' home situation, prior educational background, and interest in
the course.

Those in the lower risk groups might require attention and encourage-
ment toward the end of the course and at examination times. The load of
the counseiors could be spread out over the course by concentrating on the
high risk group at the beginning. In summary, it would be an attempt to
use the tools of evaluation and research to provide for individual needs in
what has become a very massive and impersonal learning environment class-
room. Since this type of educational program is growing, the need for
services will continue to grow and particularly for counseling. In conclu-
sion it is the hope of the authors that the sense of anonymity inherent in
mass education techniques can be counterbalanced with human concern for the

individual (Duby and Giltrow, 1976).
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Miami-Dade Community College (Open College), Florida, USA

The year 1975-76 was the fifth year for Open College, and it prog-
ressed from offering one course in the year 1971-72 to 11 courses in the
fifth year. The courses include: Introduction to Cultural Anthropology
(ANT 220), Man and Environment I (ECY 101), Man and Environment II (ECY
102), Spanish Version of Man and Environment (ECY 104), Utilization of
Television and Audio Visual in the Classroom (EIM 290), The Ascent of Man
(HSC 101), Classic Theatre (HUM 204), Business Law I (LAW 205), Business
Law II (LAW 206), General Education Math (MAT 201), Introduction to Psy-
chology (PSY 211).

It has not been the philosophy of Open College to equate growth with
"goodness" but rather to partial out the "goodness" of the growth from the
"weakness," specify the conditions under which "weakness" occurs, and focus
on changing the conditions. This study reflects this philosophy.

In Open College the instruction is planned, packaged, and delivered in
such a way that a student can receive that instruction regardless of where
he is and when he wishes to receive the instruction. The package includes
all or some of the following—--TV broadcasts, radio broadéasts, back-up tapes
for both on-campus and off-campus viewing provision for obtaining personal
copies of radio broadcasts, textbooks, study guides, and RSVP study ques-
tions. (RSVP is an acronym for Response System with Variable Prescription
which is a computer system which allows the instructor to assess how.well
the student is understanding the course content from the answers to the
RSVP study questions, diagnose the deficiencies, and prescribe individually

for each student whether there be 50, 500, or 5,000 students in the course).
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Number enrolled Over the three terms in 1975-76, there were 19

course offerings arising out of the 11 courses listed earlier. The two new
courses for 1975-76, Classic Theatre and Spanish Man and Environment, did
not parallel the large enrollment of 1,238 witnessed by the first-time
offering of The Ascent of Man in the previous year. Consequently, the
average course enrollment in Open College for 1975-76 was 237 per course as
compared to the 334 per course in 1974-75.

Number dropped The number of course drops (before and after the

100 percent refund date) was 979 which was about 22 percent of the total

enrollments of approximately 4,500.

Characteristics of students who dropped and who stayed Home campus

for registration (by implication, residential location of the student) or
sex of the student did not differentially affect the course drops. Attri-
butes such as matriculation status, age, cumulative GPA, being only an Open
College student, did not show consistent trends from term to term. There
was consistent indication, however, that: 1) students in the minority
groups (Blacks and Spanish-American) dropped the course more often than the
Whites; 2) students receiving veteran benefits did not drop the course as
often as the others; and 3) students taking one Open College course dropped
the course more often than those taking two courses.

Characteristics of enrolled students Women enrolled in Open Col-

lege courses more than men; whites dominated the enrollments; 50 percent of
the Open College students were 30 years or older; 7 percent of the students
were 50 years or older; 14 to 18 percent of the students received veteran

benefits; and 43 to 50 percent of the students took only Open College
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courses and no on-campus courses. There was no significant difference
between the years 1975-76 and 1974-75 in terms of the cited attributes.

Correlations between student attributes, RSVP participation, and exam-

ination scores Generally speaking, women made significantly greater use

of the RSVP System although in six of the 16 course offerings which used
the RSVP System, sex made no significant difference in how much the stu-
dents used the system. The courses which reflected the desirable trend
were ANT 220, EIM 290, HSC 101, LAW 205, LAW 206, and HSC 10l. In nine of
the 16 course offerings, the older the student, the greater the participa-
tion in the RSVP System of learning. In seven course offerings, students
participated in the RSVP System equally well regardless of their age.
These courses were LAW 205, PSY 211 (fall); EIM 290, HSC 101, and LAW 206
(winter); and HSC 101, LAW 205 (spring/summer).

For correlations of the combined percent score obtained in the mid-
term and final examinations with sex, age, and week of entry, the signifi-
cant correlations reported indicated that women obtained higher scores in
the examinations in nine of the 16 course offerings; older persons obtained
better scores in 11 out of the 16 course offerings, and the week of entry
had significant effect in three of the 16 course offerings. 1In the case of
week of entry, the later the students entered the course, the lower their
percent score in the examinations.

Participation in the RSVP learning system correlated significantly
with the percent score in all but one of the 16 course offerings. Since
there were significant correlations between percent score and factors such
as sex, age, and week of entry, and since these latter factors also corre-

lated significantly with participation in the RSVP system, partial



70

correlations were computed correlating participation in the RSVP System and
mean score in surveys with the percent score in the examinations. In all
but one of the 16 course offerings, the partial correlations between par-
ticipation in the RSVP System and the.percent score were significant. Par-
tial correlations between RSVP survey mean score and the percent score in
the examinations were significant in eight out of nine course offerings for
which they were computed. In five of the nine course offerings, the
numeric value of the correlations between RSVP survey mean score and the
percent score was lower than that for correlations between RSVP participa-
tion and the percent score. This would mean that participation and not how
well they perform in the RSVP surveys was more important.

Evaluation of Open College by students During the year 1975-76,

evaluation of Open College by students was solicited two times. Interim
Research Report Nos. 1 and 4 in 1975-76 presented the findings (Anandam,
1975-76). Use of the telephone to elicit students' evaluation proved to
obtain a more representative sample of the Open College population than
the mailed-out questionnaire method. In general, the students were posi-
tive about the courses, appreciative of the faculty, and extremely appre-
ciative of the Open College concept. RSVP was claimed as the most useful
component of the instructional materials used in Open College. The stu-
dents also appreciated being contacted by telephone (Anandam, 1975-76).

Effectiveness of telephone dialogues and usefulness of locus of con-

trol measure as related to completion of psychology course in Open College

Fleckman and Anandam (1975) hypothesized that an important variable im a
student's ability to meet all of the above requirements was his locus of

control as presented by Rotter (1960). According to this construct,
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individuals tend to have either an external or internal locus of control
for reinforcements they receive in life. Rotter (1960) hypothesized that
this variable is of major significance in understanding the nature of
learning processes in different kinds of learning situations and also that
consistent individual differences exist among individuals in the degree to
which they are likely to attribute personal control to reward in the same
situation.

Lefcourt (1972) reports that a possible relationship exists between
"locus of control' measure and academic performance in on-campus studies.
To date, however, such data are not available for open learning students.
Fleckman attempted to explore this possibility. In addition, Fleckman
explored any possible relationship between a student's early participation
in the computer managed instructional system that was available to all stu-
dents and course completion. The computer managed instructional system is
a learning package. A student also receives a series of questions which
aim to assess progress toward course objectives. Instructor's feedback on
student responses to the questions is mailed back to the student with per-
scriptions as a means for providing corrections and guidance. Participa-
tion is entirely voluntary on the part of the student. Since the previous
research at Miami-Dade Open Learning System indicated that survey partici-
pation significantly correlated with course completion, an experimental
component was included to answer the question: Does an experimental inter-
vention (telephone dialogues) differentially affect the completion ratz of
students who did not participate in the first computer assistance survey.

Selection of students Two separate lists of students were gener-

ated from students who enrolled in a Psychology course. They were assigned
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to groups on the basis of whether they turmed in the first survey on time.
From the "survey-in' list, 25 students were randomly selected to form con-
trol group 1 (Cl). Out of the other list, 50 students were randomly
selected and randomly assigned to two groups of 25 each, designated as con-
trol group 2 (C2) and experimental group (E). Prior to selection of sub-
jects from either list, students who had dropped the course and/or had not
given a telephone number in their applications forms were excluded.

Locus of control measure The Nowicki-Strickland Locus of Control

Scale for Adults (ANS-IE Scale) could be administered over the telephone.
It consists of 40 items answered either yes or mo. A trained research
assistant administered the ANS-IE Scale to the 75 subjects over a period of
one month, keeping the number contacted in each of the three groups equal,
:week by week. The assistant was not cognizant of the nature of the three

groups.

Experimental intervention The subjects in the E group were con-

tacted by telephone by their instructor once in two weeks, for a total of
six times in the semester. The contacts followed the due dates for the six

assignments provided in the course. Included in all six conversations were

the following:
l. Positive reinforcement for turning in assignments and/or taking
the mid-term examination.
2. Progress statement on work done thus far.

3. Discussion of students' difficulties in understanding the course

materials.

4. Encouragement to send the assignments and keep up with the course.
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An attempt was also made to obtain some unique information in each of
the six conversations as: general plan of work, background likes/dislikes
about the course components, intention to take midterm examination, method
of studying in going through course materials, and feelings about being
contacted over the telephone.

Conclusions The Nowicki-Strickland Locus of Control Scale failed
to discriminate among the three groups and among the completing vs. noncom-
pleting students when the three groups were considered together. It was
recommended that the Rotter I-E Scale be explored. In the telephone con-
versations, it was noted that the greatest need for the subjects was to
give vent to their personal problems and anxieties. A second great need of
the students was to be apprised of the logistics of the course. They
labored with many misunderstandings and lack of information. It was recom-
mended that instructors, or paraprofessionals, be trained to contact stu-
dents early in the courses and at critical points as just prior to exami-
nations.

Subjects revealed that incompletes were due to excessive personal
problems, work loads which were heavy, and familial obligations which
demanded priority. Whether these were real or actually demanded the amount
of time given by the student is not known and whether all students had com-
parable personal problems, but some continued with their courses regardless
of outside interference is not kmown. It was concluded that some person-

ality characteristic within the student might be the determining variable.
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The Dallas County Community College District (open university), Texas, USA

The DCCCD is a large, multi~campus district with a current enrollment
of more than 33,000 students. Since its inception, the district has been
concerned with providing quality instruction to a heterogeneous population
of students with diverse educational backgrounds and aspirations. Begin-
ning in 1972, the DCCCD became involved in developing telecourses in order
to meet the dual objectives of providing an alternative educational envi-
ronment for current students and extending educational opportunities to
community members who were unable to take advantage of on-campus course
offerings. Im 1976, 4,896 students were enrolled in TV courses.

The district has established an Instructional Television Center which
has the responsibility of developing and producing new telecourses using
the expertise of faculty members from the colleges. After a telecourse is
produced, the administration of its implementation is assumed by the col-
leges themselves. Thus, telecourses are alternative offerings of the
existing colleges rather than the domain of a separate administrative

structure.

Components of the course An orientation session is conducted for

all students enrolled. This is held on campus, and all components of thé
course plus suggestions for effective study methods are covered. Each
course includes: 30 broadcasts, each lasting 30 minutes and these consist
of a great variety of media; a comprehensive study guide with behavioral
objectives, self-pre-tests, topic outlines, study questions, reading and
homework assignments, self~posttests, and enrichment activities, a textbook

and/or readers; discussion meetings scheduled two or three times a
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semester, hotline telephone service, and video cassettes of TV broadcasts

available at the on-campus library.

Data on students Extensive data have been gathered on telecourse

students from 1972-76, and several conclusions have been drawn. Demo-
graphic characteristics of students enrolled in telecourses are similar to
characteristics of the on-campus community college students yet there are
some unique differences, and as new courses are added the number of TV stu-
dents taking only telecourses continue to grow. Increasing numbers of stu-
dents commented that they would not have been able to take college courses
if it had not been for the telecourse offerings because of family and job
commitments, transportation and health difficulties, etc.; thus it became
increasingly evident that telecourses were serving a group of students who
" would not otherwise be able to take advantage of college course offerings.
Many on-campus students took telecourses in addition to their on-campus
courses, They also worked and could not enroll full-time on campus; there-
fore, the telecourses enabled them to progress more rapidly through
increasing their actual college load.

Students' evaluation of the telecourses was quite high. They felt
they accomplished their objectives. They rated the study guide as a vital
course component for elaborating and reinforcing the material presented in
the telecasts and in the textual readings. The seminars were less helpful,
and the hotline was satisfactory for most who used it. Some reported hav-
ing difficulty getting answers to their questiomns.

The percentage of students who contact an instructor has continued to
decrease. It was concluded that this could be attributed to the orienta-

tion sessions and the newsletters which were constantly being refined in an
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attempt to anticipate student questions and problems. There was a signifi-
cant concern, however, when over half the students enrolled in the American
Government course during fall of 1973 had difficulty in having questions
answered. It was concluded that having a single faculty member to answer
all the students' questions was not feasible, thus more faculty were
assigned to the hotline, remedying the situation.

As a whole, the students seemed strongly to be in favor of the appli-
cation of television to instruction and often listed its many advantages,
as interviews with famous individuals, film clips, and dramatizations.
Telecourses also seemed to be an advantage to many in that they could pro-
ceed at their own pace, could schedule their time more effectively, and did
not have to travel to campus as frequently. However, a minority of the
students viewed the so-called "advantages' as '"'disadvantages.'" Some of the
students stated that they lacked the personal motivation to keep up in
their studies without the prodding of instructors, that they had diffi-
culty in pacing themselves and scheduling their time productively, and that
they missed the face-to-face contact with instructors and fellow students.
The conclusion of the researchers was that possibly television was the
medium of choice for these students and that more study should be devoted
to the types of students who are most successful in independent study
modes and that informed counseling might assist students.in selecting the
mode of imstruction which would suit them best and that study skills
instruction might be developed to help telecourse students learn to "work
the system" to advantage.

A need for better broadcast times was shown, and as a result the DCCCD

negotiated an agreement with the Public Communication Foundation for North
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Texas to open a new station for the primary purpose of broadcasting college
instructional programming. The importance of general implementation was
emphasized, as for example, the operation of the hotline telephone service,
discussion meetings and seminars, and the mailing of newsletters and test
results. The presence of the video cassettes in the libraries of the vari-
ous community colleges that were within ten miles of any particular student
was also very helpful. On-campus students also made use of the video cas-

settes.

Telecourse grade distributions Grade distributions from the spring

semester of 1976 were collected, and numbers and percentages of students in
telecourse and on-campus courses were computed. The grades were divided to
reflect "successful" (those who received grades of A, B, C, and D) and
unsuccessful students (those who received grades of F, I,'W, and P).

In each case, the on~campus students had a higher success rate than
did the telecourse students. When tests of proportions were performed, it
was found that all of these differences between telecourses and on-campus
grades were significant at the .05 level (Agler and Linn, 1976; Linn,

1976).

Telecourse students: comparison statistics--study in Dallas County

Community College District The purpose of the study was to examine the

characteristics of students enrolled in telecoursass at the Dallas County
Community College District in the spring semester of 1976. It was hoped .
that the information would 1) provide a data base for course developers
which would better enable them to meet the needs of this population of stu-

dents and 2) reach some tentative conclusions as to whether the district
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telecourses are serving a different population from that served by the
on-campus courses.

Statistical analyses were carried out to determine whether the stu-
dents in the TV course differed significantly from the students in the
total district and to determine whether differences existed between stu-
dents enrolled in the telecourse and on-campus sections of the English 101
course. Twelfth day enrollment figures were used in all cases. Since fig-
ures for the total district (33,012) included the students taking TV
courses, there was some bias in the total district figure.

Comparisons between all students enrolled in telecourses and all stu-
dents enrolled in the district revealed:

1. More male students are enrolled in the telecourses than in the

district as a whole (58 percent in the telecourses, 56 percent in

the district).

2. More full-time students enrolled in telecourses than throughout

the district.

3. More high school graduates and transfer students enrolled in
telecourses.

4, Many more students taking telecourses are taking evening school
and day school classes (48 percent of the telecourse students take
classes at both times as opposed to only 13 percent of the stu-
dents throughout the district--telecourses are listed as day
school).

It was concluded that telecourse students comprise a distinct popula-

tion since they differ from the district-wide enrollment along a number of
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dimensions, That is, telecourses are reaching students that other forms
of delivery are not reaching (Agler and Linn, 1976; Linn, 1976).

Telecourses: the "Open University" in Dallas, a technical research

report The Corporation for Public Broadcasting sponsored a research
project in the fall of 1974 (Topper, Singleton, Attebury, Birdwell, and
Schumann, 1975); the focus of the project centered on four areas: the
reaction of the general Dallas County community to the telecourses, the
reactions of the students who took telecourses during the fall of 1974, the
reaction of business corporations towards hiring people who have received
open university degrees, and the reactions of the authors to the educa-
tional quality of the telecourse segments which they personally viewed.

The reactions of the citizens in the community were 90.7 percent in
favor of the courses. When asked if they would enroll in a telecourse,
nearly half of the respondents of the general audience survey said they
might, depending upon the subject matter. They then offered a variety of
topics which could be developed into telecourses.

In addition to general citizen interest in Dallas County, the response
of the telecourse students who answered the mail-out survey was also very
positive. There were specific complaints about specific courses, but even
Writing for a Reason, a course with which they had the most problem,
received a favorable or very favorable rating from over 50 percent of its
students. Overall, the student response argued strongly for tﬁe develop-
ment of more telecourses. Of the enrollees 38.8 percent said they might be
interested in taking an entire A.A. degree by telecourse, and just over

30 percent said that they might be willing to take a B.A. degree over
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television (even though the DCCCD does not offer one). In addition, the
students surveyed offered hundreds of suggestions for new telecourses.

The telecourses in the DCCCD also exhibited some deficiencies., The
most obvious one was the failure to reach out to the nonwhite, old, and
poverty stricken in large enough numbers. These, of course, are the seg-
ments that the institutions of higher learning have never been able to
attract, but that'does not afford an excuse to discontinue trying. The
household penetration for television is nearly 100 percent, and the tuition
is much lower ($25 for the first course and $18 for the second, etc.).
Therefore, it should be possible to draw more into the program; the problem
was how to go about doing this.

The first step suggested would be to offer telecourses aimed specifi-
cally at one or more of the target populations. When interviewing the gen-
eral population, the minority respondents suggested courses as Black
history, Mexican history, Spanish language, etc., which would fit their own
personal interests. It was also suggested that some of the telecourses
could be integrated with the General Educational Development program
through the development of special study guides and reading materials on a
high school level. A third step in reaching the minorities might be the
opening up of a new channel that could be used for just education, and in
that way the programs could be offered at optimum viewing times for all
students.

The researchers also found a great need to increase the advertising of
the telecourses. They found that most students learn about the telecourses
through the school or by word of mouth. They suggested that advertising

through the newspapers, radio, and regular television channels would be
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more effective. Another need was improved guidance and counseling at the
time of registration to insure that the student is suited to the telecourse.

Employers were asked if they approved of the open university concept,
if they would hire a graduate, and if a person with an "Open University"
degree would have the same potential for advancement with their company. A
total of 32 business concerns responded and of these 26 stated they
approved of the concept, six disapproved, and one gave no answer. They
explained that they probably would not hire a liberal arts graduate since
they needed employees with particular skills. As for advancement, it would
depend on the individual's performance on the job. Also, they indicated
that the method of teaching was not important, but the reputation of the
degree granting institution was important in their considerationms.

They concluded that if a separate instructional channel was granted by
the FCC and if further telecourses were developed, there would be little
reason to doubt that a nontechnical Associate of Arts degree of high qual-
ity could be available through the development of a true open university
junior college level in Dallas County. They added that even the student
seeking the technical Associate of Arts degree might find it much easier to
return to school by fulfilling introductory course requirements through
enrollment in telecourses and then taking only the "lab" courses on the
campus. They also stated that the ramifications of such an open jﬁnior
college would go far beyond Dallas County and would affect all of rural
North Central Texas. They stated, ''The telecourse has shown a bright ray

of light into the dark and stormy skies of continuing education" (Topper

et al., 1975, p. 20).
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Southern California's KOCE-TV

Since 1967 the 31-institution Southern California Consortium for Com-
munity College Television serving the Los Angeles area counts 20,000 indi-
viduals a year as registrants for its broadcast credit courses. The sepa-
rate California Instructional Television Consortium consists of 19 state
universities and colleges. In addition to these is the Coast Community
College District headquartered in Costa Mesa, just at the southern border
of Orange County.

Coast Community College District consists of two institutions, Orange
Coast College in Costa Mesa and Golden West in Huntington Beach, just to
the north. The Chancellor for the District in 1974, Dr. Norman E. Watson,
promoted the idea of open learning courses using television and wrote that
about 80 percent of the leisure time of the average American is spent
either watching television or listening to the radio. He continues by ask-
ing what responsible institution can turn its back on this potential for
education and community service and concludes that with the possibility of
converting every household into a classroom and with the opportunity of
implementing the '"learning society" by utilizing 20th century technology,
it is incumbent upon us to act decisively.

At Coast Community College, this has in a sense been accomplished. On
November 15, 1972, they opened up their one million-watt public TV station
KOCE at Golden West College. By the spring of 1974, this new outlet, Chan-
nei 50, had signed up 3,100 men and women for six broadcast credit courses,

three of them produced at KOCE. College courses made up nearly one-half of

the station's broadcast schedule.
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The Telecourse Operations Department of Coastline Community College
coordinates all of the courses offered with television as one of the main
components. Assisting the Telecourse Operations Department is the District
Information Services Department (Data Processing), the Instructional Media
Center, and KOCE~TE, the District-owned television station.

The District Information Services Department provides mailing labels
or computer addressed envelopes for all mailings and pre-printed quiz/
examination cards for all enrolled students. Each of the courses requires
from four to 13 Hollerith quiz cards pre-printed with student's name and
I.D. number. In the fall of 1976, 5,000 students were enrolled. The pre-
scriptive feedbacks for the quizzes for the individual telecourses are
printed on a data sheet with a box including the student's name and
address.

The Instructional Media Center processes approximately 280,000 copies
of letters and instructional material for Telecourse Operations during a
semester. The operation includes collating, stapling, and folding.

The District-owned television station assists in providing duplicates
of the television cassette tapes of the telecourses for the media centers
of the affiliated college libraries, libraries in the community, and busi-
nesses within the community. They also announce the enrollment procedures
and the midterm and final examination sites and dates.

The course facilitators (instructors) hold California Community Col-
lege credentials in the discipline related to the telecourses they are
facilitating. They are hired on an overload or part-time hourly basis.
Facilitators are strongly urged to keep in regular contact by telephone

with each student. The students are given a list of the facilitator's
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office hours, and in addition, each facilitator's telephone is equipped
with an Ansafone, enabling students to call and leave messages at any time.

Telecourse Operations also provides assistance to the students and the
facilitators. The staff is available from 8:00 a.m. to 5:00 p.m. to answer
any questions that are not related to course content.

To assure complete student services on the part of the facilitators
and to help clarify any policies, a detailed handbook is provided for all
facilitators. The result has been a successful program for all involved
(Jelen, 1976; Anonymous, 1976; Moore, 1976; KOCE-TV, 1974a).

Student reaction to television courses, spring semester, 1973-74,

KOCE-TV Coast Community College District, which owns and operates the
noncommercial educational television station, KOCE, has offered community
college courses for credit to residents of the Orange County area since
spring semester, 1972-73, just two months after KOCE-TV began broadcasting
in November, 1972.

Enrollment of students in the three television courses offered that
initial semester totaled 1,388. It dropped 17 percent, to 1,151 in the
fall, 1973-74, and then rose during the spring of 1973-74 to 3,200, an
increase of 133 percent over initial registration figures. Final registra-
tion figures for fall, 1974-75, show that 4,952 students enrolled in the
six television courses offered. This is an increase of 257 percent over
spring, 1972-73. The average enrollment per TV course in the fall, 1974-75,
was 825, an increase of 83 percent over spring, 1972-73.

The researchers believed that since interest is growing in pursuing
educational opportunity through enrollment in televised college courses, it

is increasingly necessary to assess the effectiveness of this kind of
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learning process and its role in the academic community. This research
project was for the purpose of assessing student evaluation of the televi-
sion course. It pursued two major lines of inquiry: 1) How do students
rate the several aspects of these courses and 2) What kind of student
enrolls in a television course?

Five courses were offered during spring, 1973-74: Dimensions in Cul=~
tures and Physical Geography, courses which satisfy basic requirements in
the fields of the social and physical sciences; Freehand Sketching and
Connie's Clothing Corner, courses teaching basic techniques, are less aca-
demic in their orientation and are perhaps more aptly described as courses
which develop certain areas of skills; Family Risk Management, a business
course traditionally academic in content yet with broad interest for fami-
lies in area of management.

All students were asked to respond to a postcourse reaction question-
naire, and part of the students enrolled in anthropology, sketching, geog-
raphy, and family management were asked to keep a diary which had to be
mailed in at the end of every week. Another group of students enrolled in
these classes was asked to keep another form of diary that was to be mailed
in at three-week intervals. In addition, students keeping the weekly diary
were asked to take part in a midterm personal interview. For this and the
diary they were paid $10.

A summary of the findings indicates:

l. Increasing numbers are enrolling in television courses.

2. More people are enrolling in television courses for reasons other

than earning credit toward a degree. In the spring, 1972-73,

64 percent indicated their reason for taking their course was to
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earn credit; 59.9 percent did so the following fall. Less than
half, or 44 percent of those sampled during spring, 1973-74,
checked this reason.

Part of the shift can be accounted for by the addition of the two
courses that were less academically oriented, Freehand Sketching
and Connie's Clothing Corner, but even in the anthropology and
geography courses less than two-thirds indicated their primary
concern was to earn credit.

More people who can be defined as "nonstudents''--by virtue of no
other on-campus affiliation or on-going commitment to education
beyond high school-—are enrolling in television courses. Spring,
1973-74, 39 percent did not consider themselves students of any
kind.

A greater percent of housewives are enrolling. Each semester this
group was the single largest occupational category.

More women than men enroll. Women constituted 54.6 percent in the
fall, 1973-74, and 67.2 percent in spring, 1974.

The average age of television students is rising. Fall, 1973-74,
half were over the age of 31.8 years, and in spring, half were
over 34.9 years.

Course completion rates are not improving: Percent completed was
spring, 1972-73, 46.1 percent; fall, 1973-74, 44.9 percent;
spring, 1973-74, 37.6 percent.

The group of students that were asked to become involved in keep-

ing a diary and a personal interview had higher completion rates

and better grades.
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9. The students who do not complete their courses, that is take the
final examination, tend to: be enrolled in only a TV course, have
less education beyond high school, consider themselves nonstudents,
and give the reason for taking a course as personal fulfillment--—
not to earn credit.

10. Regarding their course experiences, the students had the following
concerns:
—-—desire for more and more varied forms of evaluation
—-desire for increased availability of review sessions, on-campus
or taped
--more continuity among the components of TV lesson, text, and
syllabus
—-better textual aids, particularly syllaﬁi
—-more explanation of the function of these components in rela-
tion to one another
--more clearly detailed and more repetitive information in the
areas of broadcasts which include the number and title of the
lesson being aired; times and dates of testing, seminars, etc.;
what textual materials accompany which lessons
--greater availability of course materials
11. Students who failed to take their final exam assigned a lower
ranking to nearly all course components about which they were
asked, thus they had difficulty with all aspects of the course.

It is important to note that no less than two-thirds, and in three of

the classes, 90 percent of the course variables for all TV courses offered

spring semester received a higher ranking from students who took the final
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examination. It is also important to note that those involved in the
experiments that required interaction with those knowledgeable about the
logistics of the courses received higher grades, and student withdrawal was
less than in the central group where interaction was less (KOCE-TV, 1974b).

Television students' TV viewing log report, KOCE-TV The television

viewing behavior of students enrolied in television courses offered by the
Coast Community College District was described in a research report pub-
lished as a result of a research project funded by the Corporation for Pub-
lic Broadcasting to determine the educational and public service needs of
the service area of KOCE-TV, a public UHF station owned and operated by the
Coast Community College District (KOCE-TV, 1974a). A demographic profile
of the sample TV student households for the fall and spring semesters of
the 1973-74 academic year was also obtained.

The results of the demographic profile included the following informa-

tion:

1. Over two-thirds of the sample households during both semesters had
more than one television set.

2. Households of fall psychology and art students averaged 3.6 per-
sons, those of consumer economics, 3.0 persons. Households of
spring anthropology and geography students also averaged 3.6 per-
sons; those of Freehand Sketching and Family Risk Management stu-
dents averaged 4.0 and 4.3 persons, respectively. Spring sample
households averaged 3.9 persons; fall sample households averaged
3.5 persons.

3. In the fall there were 95 men 18 years old and older and 105 women.

In the spring there were 129 men 18 years old and older and
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139 women, thus the percentage of adult men to adult women
remained virtually the same. In overall family composition,
adults constituted nearly two-thirds of the households; of those
under the age of 18, one in three were teenagers and the remainder
12 and under.

4. The percentage of adults in the sample households who were over
the age of 40 increased during the spring semester, 38.9 percent
compared with 31.5 percent the preceding semester.

5. Nearly half of the men of the household held jobs of a profes-
sional or managerial nature during both semesters. More than
eight in every ten men indicated they worked 40 or more hours per
week. Thirteen percent of the women of the household categorized
their jobs as professional or managerial. During the fall semes-
ter, one in every ten women indicated she worked 40 or more hours
a week; this figure rose to nearly one in three during the spring
semester. Fifty-two percent of all female heads of households
identified themselves as housewives, whereas only 38 percent did
so from the spring semester sampling.

In summary, the resulting profile conformed in large part with infor-
mation that was gathered previously by the researchers in an attempt to
identify the average or typical person who takes a television course
through Coast Community College District. The student is somewhat older
than his on-campus counterpart (that is a community college student who
enrolls in the course offered on-campus), is more likely to be married, is
quite possibly either a housewife or working full time, and has more depen-

dents than does an on-campus student.
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In reference to the sample TV student households' viewing behavior,
the following conclusions were reached:

While the relationship between viewing preferences and program catego-
ries is dependent on the latter's content and availability in a few
instances (e.g., sports, specials, documentaries, and music programs), most
of the viewing and size of the audience is concentrated in the categories
made up with programs the formats of which remain essentially the same:
niews, childrens' programming, comedy and variety, and dramatic fare. There
was no relationship between the amount of time and audience size an area of
programming commands and its ability to hold the viewers' attention. When
combined, the above categories constituted from 61.8 to 75.9 percent of all
program mentions the first week and from 57.0 to 75.2 percent the second
week (students kept logs for two weeks--one week near the beginning of the
course and one week near the end).

The comparison of viewing behavior for the TV courses for the fall
quarter, 1973-74, was:

Proportionately fewer TV lessons (3.5 percent of all program mentions)
were watched in households of psychology students during the first week.
During the second week, lesson viewing in proportion to other kinds of pro-
grams rose slightly (10.3 percent), but the actual number of lessons
watched was less: 39 versus 57 mentions or a decrease of 31.5 percent.
Lesson viewing in households of both consumer economics and art students
was less the second week. In consumer economics student households, men-
tions of lesson viewing constituted 6.5 percent of all program mentions the
first week; the second week they were down 48.4 percent to 3.3 percent of

all program mentions. History of Art sample households indicated that
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lesson viewing constituted 6.2 percent of their program selections the

first week and 5 percent the second, a decrease of 42 percent. In all sam-

ple households, they watched to or near completion more than nine in every

ten lessons.

Comparison of viewing behavior for the TV Courses for the spring quar-
ter, 1974, was:

In all household groupings, lesson viewing during the second week was
less. Households of anthropology students which maintained the first
week's log (at or near the beginning of the course) had a viewing average
of 2.2 lessons; those which completed the second week averaged 1.2 lessons,
or a decrease of 45.5 percent. Households of sketching students averaged
2.3 lessons the first week; those which completed the second week viewed
39 percent fewer lessons (1.4 per household). Geography student sample
households averaged 2.9 lessons viewed the first week; data for the second
week indicate nearly a 45 percent drop to 1.6 lessons per household. View-

ing completion rate for lessons during both weeks (one near the beginning

and one near the end of the course) was above 90 percent.

In the fall group, lessons were watched half as often the second week
of the viewing log in households of consumer economics students. Lesson
viewing was also less frequent for families of art students, although their
decline in frequency was not as great. Sample households of psychology
students viewed more lessons in proportion to other kinds of programming
during the second week but fewer lessons compared to the first week's log.
This contrast to the other two household groupings is consistent with
regard to audience size: More people in psychology student households

watched lessons the second week. In households of both art and consumer
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economics students, audience size declined at a rate commensurate with that
in lesson viewing.

It is interesting that the course-~viewing behavior of the sample TV
student households is not indicative in a way one might expect, for exam-
ple, lesson viewing in the sample households of psychology students fell
less than that in the other households during the second week of viewing
log maintenance (near end of course), and yet the completion rate for psy-
chology students overall was the lowest for any of the courses (34.8 per-
cent of those who registered). Conversely, households of art and consumer
economics students watched fewer lessons during the second week, and both
of these courses reflected an overall completion rate considerably higher
than that for psychology (44.9 percent for art students, 58.1 percent for
consumer economics students).

For the spring quarter, households of geography students—-which
watched more lessons than those of anthropology or sketching students dur-
ing the first week--reflected the largest drop in lesson viewing, from
6.4 percent of all program mentions the first week to 3.8 percent the sec-
ond week. The researchers comment that perhaps it is significant that
within TV course completion rates for spring, 1973-74, geography students
were lowest with 29.9 percent. This can be compared to the completion
rates for anthropology students of 41.7 percent and art students of
44.6 percent. It is also interesting that fewer people in all households
watched lessons during the second week of viewing log maintenance and that

for geography the rate of completion for each viewing time was 100 percent

and only a bit lower for the other two courses.
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An interesting incentive to aid in data collection was used--students
were paid $10 for maintaining the two-week television viewing log.

Coastline Community opens new no-campus college In Orange County a

need was recognized for added facilities of learning at the postsecondary
level, and in answer to this, a fully accredited, highly diversified commu-
nity college was established without building a single building and with no
campus. A total of 95 different classrooms were rented in virtually all
types of establishments. Fully accredited teachers with at least seven
years of experience were hired on a part~time basis, and many teach full
time or part time in another college setting; the other teachers are busi-
ness and industry professionals who will teach in their area of expertise.
A total of 850 part-time teachers were hired. They were prepared for an
enrollment of 20,000 in the fall of 1976, with a projection of 50,000 stu-
dents.

The instructors were trained in adult teaching methods, and a full-
time staff of advisers and counselors assisted students to create a pre-
scribed learning package that suits their interests and time. They were
encouraged to coordinate a mix of courses, TV courses, some on-campus
courses, examinatioms for life experience, and whatever was available that
would help them realize their goals. The overriding principle of the Coast
Coastline venture is its flexibility to new trends. For this reason, the

college will closely monitor the futures of all its students (Moore, 1976).

Project Outreach

Project Outreach is a consortium of 18 public higher education insti-

tutions in California that aims to provide access to learning opportunities,
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by use of televised instruction, to those in the community who do not have
access to educational institutions or programs. It was stimulated under
Title I of the Higher Education Act of 1965 and brings together representa-
tives of the three segments of public higher education in California in
consortium. The University of California is represented by the University
of California, Extension, San Diego; the California State Universities and
Colleges are represented by California State University, San Diego; and the
California Community Colleges are represented by the Coast Community Col-
lege District. In addition, all public higher education institutions in
San Diego and Orange Counties have been involved.

The overall goal is to design, coordinate, and implement means of
extending educational opportunities to a large segment of the community not
now having access to continuing education, community service programs, or
course work for college credit. Its major concern is in the area of tele-
vision and involves joint use of faculty, staff, and production facilities.
Through a combination of televised programming, correspondence materials,
individual tutoring, study center based activity, and counseling, the plan
will permit educators to deploy needed educational substance to what has
been a poorly served segment of the population. Working together, scholars
and media professionals plan to develop programs which combine the outreach
of modern mass communications with effective teaching methods. An educa-
tion of the highest standards, including credit, skills packages, and
degree programs, will now be made available to those who have either been
unable to attend traditional institutions or who find traditional institu-

tions unattractive (California State Coordinating Council for Higher Educa-

tion, 1973).
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University of Minnesota Television Independent Study

Since 1955 the University of Minnesota has offered credit courses to
residents of the State of Minnesota on both commercial and educational
television, One of the purposes of television credit courses has been to
meet the needs of the part-time "nontraditional'' student.

Developments have been continuous in the structure of the television
credit courses, and currently the courses are integrated instructional pro-
grams designed for people who wish to study independently. They typically
include: tén half-hour television presentations, a study guide, audio cas-
settes, reading texts, written assignments, and examinations.

Enrollments in the television independent study courses have averaged
250 students per course, and the highest enrollment to date for a single
course is 425 students. This is evidence that these television courses
have been effective means of extending the University to the community.
These courses have also served a special purpose in attracting many new
students to the University. Some of these students have become full-time
resident students and have gone on to graduate work. In addition to the
students who register for credit, the televised courses are viewed system—
atically by another large group who purchase a study guide for the course
and watch each broadcast. As many as 700 viéwers have purchased a study
guide for a single course, in addition to those who registered for credit.
There is a third group of viewers who watch the programs for self-enrich-
ment, without either registering for credit or purchasing a study guide.
Through the telephone calls and letters received, the University is assured

that the courses provide a valuable public service.
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The purpose of the video component is to develop general concepts and
to present concrete examples. It also serves as avvery important motiva-
tional device, designed to stimulate students who are learning indepen-
dently.

The study guide is considered the core of the instructional program.
Its function is to guide the student through the course by outlining the
procedures. It enables the instructor to assist the student's progress and
to motivate him throughout the course. |

The audio cassettes are effective for presenting materials that are
primarily aural. They are used to guide students through problem-solving
sessions or to provide alternative viewpoints on topics that could not be
explored at length on television.

The Television Independent Study courses are developed and produced by
University Media Resources and Extension Independent Study. Teams of peo-
ple from the two departments work with an instructor interested in creating
a course for television. For the development of a study guide, an editor
from the Department of Independent Study is assigned to work with an
instructor. For the video scripts, an executive producer will help to
develop and produce the television segments of the course. The overall
--undertaking of producing a course for open learning is a joint venture
resulting in a quality production and always with the instructor making the
decisions pertaining to course content (Willeke and Sleeper, 1976).

Television Independent Study, demographic information on enrollment,

fall and winter quarters, 1975-76, University of Minnesota Television Inde-

pendent Study During the fall quarter, 1975, two Television Independent

Study courses were offered: Introduction to Women's Studies and Psychology
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and Religion. During the winter quarter, 1976, three Television Indepen-
dent Study courses were offered: The Dynamics of Divorce, People Power:
The World of Practical Politics, and The Dynamics of Marriage and Parent-
hood: Living Married. 1In the fall quarter, the questionnaires consisting
of student background information and course evaluation were mailed to all
students who had not officially withdrawn from the course. The return
rate was 69 percent. During the winter quarter, the questionnaires were
inserted in all study guides sent to registered students. The part per~
taining to demographic data was to be returned immediately, and the part

relating to course evaluation was to be sent at the end of the course. The

return rate was 73 percent.

Summary of findings:

Almost half of the respondents (47 percent) were between 26 and 35
years old. Another 25 percent were between 36 and 45 years.old. There was
considerable variation in sex distribution from course to course. Women
predominated in the courses Introduction to Women's Studies (80 percent),
Dynamics of Divorce (73 percent), and Living Married (55 percent). Men
formed the majority of respondents in Practical Politics (55 percent) and
Psychology and Religion (55 percent). The majority of all respondents were
married (71 percent).

The majority of students had between one and three years of college
(42 percent), 30 percent had a college degree, and 10 percent had a mas-
ter's degree.

The general profile of the students could be summarized as follows:
The representative television student is a married, 26-35-year—-old woman

who enrolls in the course because of special interest in the subject,
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because of a general desire for intellectual stimulation, or for profes-
sional improvement or advancement. She is either a housewife who has had
some college experience and is now enrolled in an undergraduate degree pro-
gram, or she is employed as a teacher and is working toward a further
degree or updating a teaching certificate.

The reasons given for choosing a course that utilizes television was
convenience and flexibility. In many instances, commuting to a campus
would have been almost impossible, and family responsibilities, particu-
larly where young children were involved, made on-campus classes impossible
from their point of view. They also expressed a desire to study at their
own pace in their own manner and in their own home (Willeke, 1976a).

Television Independent Study, student evaluation of courses, fall

quarter, 1975 During the fall quarter, 1975, two television courses,

Introduction to Women's Studies and Psychology and Religion were offered
for credit by the Continuing Education and Extension Division at the Uni-
versity of Minnesota. At the end of the quarter, about 41 percent of the
students in both courses had met the official assignment deadlines. During
the three-month extension period allowed, more than 12 percent completed
the course assignments. At the time of the study, 53 percent had completed
assignments in Introduction to Women's Studies, and 57 percent had com-
pleted assignments in Psychology and Religion.

0f special interest is the distribut;on of grades achieved in each
course. The students in Psychology and Religion scored almost a letter
grade lower than the students in Introduction to Women's Studies. The dif-
ference is reported as evidently due to the grading approach of the two

instructors. In Psychology and Religion, the students were given an
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opportunity to work for a higher grade by submitting a term paper in addi-
tion to the basic assignments. The majority elected to not work for the
higher grade by writing a term paper.

Respondents to the course evaluation questionnaires were asked to rate
the overall quality of the courses on a six-point scale. Introduction to
Women's Studies was given a 4.65 rating and Psychology and Religion was
rated 3.88 or slightly lower but both above average. Between 74 percent to
80 percent were interested in taking another course by television.

In both courses the area of least student satisfaction seemed to be
with the volume of assignments. Both courses required both reading and
written work. Aside from the amount of work, the reading and writing
assignments were ranked high from the helpfulness aspect in both cases.
There was also dissatisfaction with delay in feedback to students. Stu-
dents learning at a distance express a need for less delay in receiving
answers to their questions and test returns. Of the course components,

(A four-point scale, four

mean evaluation responses of the students were:

was high).

Study guide 3.38
Required readings 3.35
Assignments 3.01
Television presentations 2.96
Television contact with instructors 2.09

Open comments by students on the evaluation questionnaires were very
positive. The information gained was judged to be very helpful, but
results showed a need for questionnaires that were much more detailed.
Information gained was not as comprehensive as needed for future guidance.

(Willeke, 1976b).
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Studies relating to the University of Mid-America

Since the University of Mid-America (UMA) came into service in 1974 as
a major experiment in education beyond high school, it has been essential
for the UMA to study the many components of the program. For a brief
review of background information about the UMA, see Appendix E.

The studies have been quite diverse, exploring most of the facets of
the program; those directly relating to the present study and included in
this review are as follows:

Characteristics of SUN learners (first five offerings)

University of Mid-America, learner characteristics—-overall summary

An examination of goals of potential and actual UMA/SUN learners

Evaluation of a variety of television lesson formats for potential

adult learners in an open university systém

Learner responses to the use of television in UMA courses

Employment of an open learning course with traditional and nontradi-

tional learners

Analysis of the Cultural History field test data

Course evaluation report, Accounting I--first and second offering,

SUN/UMA
Introductory Psychology—-first and second offerings
The Consumer Experience (first offering) course evaluation report

Characteristics of SUN learners (first five offerings) The first

courses were offered through the State University of Nebraska delivery sys—
tem in October of 1974. Included in this report are the characteristics of

students enrolled over a two and one-~half year period and in 15 courses.

The courses include Accounting I, Accounting II, Adams Chronicles,American
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Economy, Anyone for Tennyson?, Classic Theatre, Consumer Experience, Free-
hand Sketching, Fundamentals of Computer Science (Making it Count), History
of Nebraska, Home Gardner, Introductory Psychology, Learning Disabilities,
Psychology II, and Writing for a Reason.

Sources of information for the study consisted of two primary sources:
the registration form and the Student Information Questionnaire. The
registration form was filled out once for each offering by every learmer
and contained very basic demographic data such as age and sex. The ques-
tionnaire was an extensive five-page document that was sent to each student
and was returned by 61 percent of the learnmers., It covered general infor-
mation, previous education, work experience, use of leisure time, rasources
available for study, student goals, and public relations informatiom.

Since the registration form was filled out by virtually all of the
students who enrolled in SUN, the basic demographic information covered by
this form is accurate. The information based on the student information
questionnaires is not quite as reliable since only 61 percent returned
these questionnaires. Analysis indicates there was little difference
between those who did not and those who did return the questionnaires, how-
ever, a slightly greater proportion of women than men filled out and
returned these questionnaires.

Based on the returned questionnaires, the general demographic profile
of SUN learners did not change greatly from the first to the fifth offering
of courses. A summarized profile is as follows:

Average age was 37 years, 75 percent women, median income, $11,000
(1974-1976 incomes), percent who lived on farms, ranches, small towns, and

cities were comparable to the general population pattern, and about half of
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the learners had taken some college courses and half had not. Also, about
50 percent of the learners had not participated in a formal educational
experience during the five years previous to enrollment in the SUN program.
The most important reasons for enrolling included career improvement and
personal satisfaction goals, and approximately two~thirds of all enrollees

hoped to eventually obtain an academic degree at the undergraduate or grad-

uate level.

The type of course offered tended to attract students with different
types of background and goals. 1In the fifth offering, the course Home
Gardner was included, and it accounted for 30 percent of the total enroll-
ments. The people taking the Home Gardner course were older (average of
42 years) and much more interested in personal satisfaction goals than most
SUN students. This seems to be a trend, thus, the balance between personal
satisfaction and career improvement goals may be changing.

There is a group of students who re-enroll, and these students must
find that the courses serve their needs to some degree. There are some
noticeable differences in the demographic profiles for this group. They
are older and more apt to live on a farm or ranch. They also have less
formal education and have been out of school longer than one-time SUN
learners. 1In addition, more re-enrollees aspire to either associate of
arts or bachelor's degrees.

On the basis of the findings to date (in the SUN program), Bryan and
Forman (1977) state that the less educated adult may prefer an open learn-
ing type program due to a lower academic self-concept. The open learning
program allows them to test their academic abilities in a relatively pri-

vate and nonthreatening context (Bryan and Forman, 1977).
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University of Mid-America, learner characteristics--overall summary

A synthesis of the studies relating to the kinds of people enrolling in the
courses offered through the University of Mid-America resulted in the fol-
lowing conclusions:
1. Women represent 75 percent of the learners.
2. Three of every four learners are married.
3. About 40 percent have young children at home,
4. Ages range from teens to 80s with 37 as the median age.
5. About 10 to 15 percent are college graduates,
6. About 25 percent have completed at least one to three years of
college study.
7. About 4 percent have not completed high school.
8. Half said they had no formal education experiences within the past
five years.
9. Two-thirds said they hoped to gain a degree of some kind eventu-
ally.

10. 1In the first offering of SUN courses, 36 percent called themselves
homemakers, but by the third offering a year later, only 23 per-
cent identified themselves as homemakers.

11. Income was from $1,000 to $40,000 a year with a median of $10,000.

12. By mid-1976, more than half (57 percent) of all students origi-
nally enrolled for credit completed their work. Of these 98 per-
cent received a passing grade.

The data show that learner characteristics are remarkably similar from

state to state in the UMA region (Wall, 1977).
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An examination of goals of potential and actual UMA/SUN learners

Three market surveys of midwestern populations were conducted early in the
development of SUN. The first market survey was designed to portray char-
acteristics of potential students for a multi-media off~campus approach to
college education. Phone surveys, mailed questionnaires, and personal
questionnaires were used to gather information from high school juniors and
seniors, as well as adults throughout the state of Nebraska.

The second survey was of six geographic areas of the country:
Nebraska, Iowa, Kansas, Missouri, Baltimore, and Portland. Mail question-
naires were used and homemakers, husbands, and children were included.
Respondents were asked to consider involvement in three different kinds of
educational programs: adult education, college correspondence, and SUN.

The third survey was conducted in five cities in the midwest: Omaha,
Madison, Colorado Springs, Fort Wayne, and Peoria. An interview technique
was used, and 1,250 interviews were conducted with adult residents in these
cities. It focused on both general attitudes toward education and school-
ing and specific attitudes toward a SUN-like educational program.

The surveys were in agreement that there is a potential audience for a
SUN-like program, although the actual size of that audience and of its
actual participation could not be determine@.with much accuracy. It seems
that many people are interested in learning to improve their own minds and
are not too concerned about obtaining a college degree--yet most indicated
a desire to obtain college credit for their work.

There was agreement as to courses in which people seemed to be inter-
ested, and these included Accounting I and Introductory Psychology. How-

ever, it was not clear just what the people meant when they said they
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wanted these courses, that is, did they have a clear understanding of the
content of these specific courses. Also, the surveys did not give much
insight into the importance of these academic courses relative to nonaca-
demic kinds of educational experiences, such as a course in investing or
gardening.

In the 1974 market survey, there was an attempt to learn about the
goals of UMA/SUN's potential Nebraska audience. Names of about 1,600 per-
sons were selected randomly from all telephone books in the state, and each
one was mailed one of three different questionnaires. A total of 156 per-
sons responded or about 50 persons for each form of the questionnaire.

Due to the telephone book method of selecting names, many more men
than women were selected and responded. Also a higher rate of middle-aged
and better educated persons was selected than is found in the state.

The first choice for what they wanted to learn was some type of course
that would help them to advance economically. The answer to why they would
like to participate in an educational activity was "to increase my general
knowledge." To the question asking how they wanted to learn, most persons
responded in a fairly traditional manner. Traditional educational institu-
tions were generally rated as being satisfactory places to learn, and most
preferred a combination of directed and independent study. Evening classes
were deemed most suitable, and studying "on one's own" was least suitable.
When asked to rate educational media based on preference as a learning
source the order was: lecture, book, television, booklet, tape or records,
and radio. It is interesting that the only exception to the traditional
was the rating as '"'satisfactory" of learning centers as a place to study by

82 percent of the sample and of the home by 65 percent of the sample. The
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rating of educational media in such a typically traditional manner raised
the question of why this was the case, and a need for educating the public
with regard to the utility of alternative media was suggested.

About 50 percent said they would probably engage in some type of aca-
demic course work during the next five years. Deterrents were listed as
lack of time and family responsibilities. They added that leisure time
activities would need to be sacrificed if they elected to take courses

(Eggert, 1975).

Evaluation of a variety of television lesson formats for potential

adult learners in an open university system The purpose of the study

was to evaluate the relative appeal and effectiveness of several television
lesson formats with adult audiences. TV lessons have essentially been
televised versions of lectures with the blackboard and chalk rather than
instructional television. The question was, could lesson formats that were
entertaining and fun as well as instructional be used at the college level
for adults with success,

Subjects included 154 individuals ranging in ages from 17 to 58.
These were volunteers and people who had expressed an interest in actually
taking a college course through an open learning system.

Four major television formats were employed. These included: 1) a
story line which ran through an entire lesson, 2) a news-magazine format
which dealt with different concepts in each segment, 3) a narrator on

screen who was a sharer of information, and 4) an authority narrator in a

highly illustrated but nonlecture style.
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Mean performance on achievement tests was compared, as were ratings of

usefulness and interest level. Also, in-depth interviews were conducted

with each participant.

Conclusions included:

1.

Learning outcomes were not influenced by the differing TV formats
as much as were attitude outcomes,

Older adults preferred some form of on-camera authority figures
more than did younger adults.

When the course content was intrinsically interesting to the
learner, a straight-forward, low entertainment value format was
preferred.

All learners preferred real-life settings, positive themes, docu-
mentary approaches, and some identification of instructional
goals.

In many instances, the subjects learned more than they thought
they had, and some had difficulty accepting the fact that they
could learn and enjoy the activity at the same time.

Younger adult learners were generally more responsive to subtle
instructional formats than older adults, but there was enough

variation in both groups for a substantial amount of overlap.

An interesting result was that the more serious-minded student did not

appreciate the lighter, novel instructional approaches in Accounting. Less

serious students seemed to accept this better. Also, some had difficulty

in what seemed to them an incongruency between enjoyment and learning.

The Psychology segments which demonstrated actual experiments were

positively received as well as being highly memorable.
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The overall results raised the question of whether it was advisable to
include entertainment per se as a part of a format for learners who are
highly motivated to learn college level material. There was general agree-
ment, however, that the general approach used in the television programs
was in the right direction. Young adults and the "current students" used
in the tests were highly supportive of efforts to employ formats other than
the "lecturing professor' (Brown, Cavert, Craig, and Snodgrass, 1973).

Learner responses to the use of television in UMA courses Since

television is one of the newer course components in learning-at-a-distance
education, student reaction is of importance for future plans for the over-
all program. Data relating to learner responses to television in the UMA
courses were gathered from a variety of sources and related to the first
two offerings of Accounting I, Introductory Psychology, and one offering
each for Consumer Experience and Making it Count.

General findings included:

1. A large majority of learners considered the television programs of
a course to be helpful to very helpful.

2. At least half of those completing a course perceived that the
broadcast television component served an importanf pacing function
for them. |

3. Course completers generally rank the television component as less
important in their study than other principal components in the
course.

4. Learners tend to respond positively to the television programs of

courses in which the role of television is perceived as
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principally that of presenting material clearly related to
explicit course objectives.

5. Learners tend to respond megatively to those aspects of the tele-
vision programs of a course that are perceived as having exclu-
sively an entertainment function.

6. Learners seem more satisfied with the television programs of a
course when the programs present material of clear importance in
the course but present it in a manner that is distinctly different

from the way the material is covered in other components (Brown,

1975b).

Employment of an open learning course with traditional and nontradi-

tional learmners In 1975 there was a unique opportunity to examine the

differences in the effects of the course Accounting I developed for the
nontraditional students in UMA on college age students in a traditional
class setting. The course was used with the television component for
teaching one group of traditional students and without the television for a
second group. Evaluations of the course by the traditional students were
compared to the evaluations given by a group of nontraditional students
enrolled at the same time.

The principal conclusion that was drawn from the study was that it is
an extremely difficult and problematical task to compare the use of an open
learning nontraditional course (even when developed as a college-level
credit course) by its intended open learning adult audiencé and the tradi-

tional on-campus student. This must be considered when reviewing the find-

ings.
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This study examined the following:

1. The relative achievement and appeal effectiveness of a multi-media
nontraditional course with open learning adult learners and
on-campus students.

2. The achievement and appeal effects, with on-campus students, of
employing or omitting the television component in the offering of
a nontraditional course.

3. The relative appeal with on~campus students between a multi-media
nontraditional course and a comparable traditional on-campus
course,

The more important findings from the study include:

1. The achievement of nontraditional learners and on~-campus students
enrolled in multi-media open learning is reasonably comparable.

2. Nontraditional learners rated the open learning course overall
more appealing than did on-campus students.

3. Whether the integral television component of a multi-media nontra-
ditional course was used or not had no significant effect on
either achievement or course appeal with on-campus students. (The
justification for use of the television coﬁponent with nontradi-
tional students is for its pacing effect.)

4, No significant difference was detected between the appeal of a
multi-media nontraditional course and the appeal of a traditional

college course with two groups of comparable on-campus students

(Brown, 1976).

Analysis of the Cultural History field test data Several issues

were investigated relating to the Cultural History course developed by
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University of Mid-America and included: the relationship of certain per-
sonal and course evaluation responses to the criterion of final test score;
the interrelationship of personal, course evaluation, outcome, and learning
style variables; and profiles of different learning styles. Following is a
brief review of the results of each study:

1. Correlations with final test scores:

Several variables were identified as possible correlates of the final
achievement test given on course content. These included: personal and
educational background, factors relating to study habits, the amount of
time spent on the materials, ratings of the television components and
printed materials, and personality characteristics (the adjective check-
list). The significant correlations included demographic and psychographic
variables as Total Nelson-Denny Score (r = .53), Vocabulary‘Score (r = .52),
Reading Comprehension (r = .49), Age (r = -.26), Education Level (r = .24),
and Sex (r = .24).

Nonsignificant correlation with final achievement test score included:
difficulty encountered with the materials; time spent on studying course
materials; evaluation of written materials; and evaluation of television

programs.

2. Interrelationship of personal, course rating, outcome, and learn-

ing style variables:

A series of approximately 60 variables were entered into a correlation
matrix, and several findings have emerged. These findings must be couched
in tentative terms because they need to be validated in different courses
for different learners. Also the number of variableé were large and the

sample size rather small which results in some limitations for this
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statistical procedure. However, based on the limited sample size, two
learner profiles emerged: one, an educated, well-read, and fairly young
student, and the other, a less educated and older student.
The variables comprising learner profiles included:
Directly related:
1. The Nelson-Denny Reading Comprehension test scores
2. Education level and the number of books read
3. Various personality characteristics such as self-confidence,
achievement, autonomy, order, and dominance (as defined by
the Adjective Checklist test)
Indirectly related:
1. Age
2. Recency of educational experience
Differences between learner profiles included:
The younger, more educated group of learners:
1. Rated the television programs lower
2. Did not enjoy the television programs as much
3. Rated the print materials higher
4. Scored higher on the final test
5. Had better study skills
6. Did not have as much difficulty with the study materials
7. Wanted fewer guidelines on what to study each day
3. Learning styles: It was found that the field test participants
were a very diverse group in their interests and abilities. They were

especially diverse in their preferences of learning styles which included:
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1) preferences for types of student activities, 2) structure in instruc-
tional materials, and 3) guidelines on what to study.

Findings included: Learners with more education and who read fre-
quently do not need as much structure and guidelines; older people in gen-
eral (regardless of educational level) preferred more specific guidelines
about what to study each day, however, certain types of learning aids, such
as preview questions before readings, did Egg seem to be favored by older
learners. The older people also seemed to prefer independent study expe-
riences to the classroom educational experience.

In relation to learning sources and activities, it was found that:

1. Learning preference for television: younger people and people
with less education rate it very useful as a source of informa-
tion.

2. Learning preference for textbooks: adults who read more often and
have a higher Nelson-Denny score rate this high.

3. Learning preference for lectures: older learners and those with a
lower vocabulary rate it higher than others, also those who prefer
more specific guidelines.

4. Learning preference for novels and personal accounts: younger and
more educated learners rate these higher than other learners.

5. Learning preference for writing out answers to questions on read-
ing: younger and less educated rate this higher than older and/or
more educated.

6. Learning preference for multiple-choice review questions on read-
ing: learners with less formal education and lower vocabulary

test scores prefer multiple-choice review questions.
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7. Learning preferences for an activity which applies knowledge
gained in reading: learners with more education rate this higher
and older learners find this useful (Forman, 1975).

Course evaluation report, Accounting I--first and second offering,

SUN/UMA The intent of the report was to provide interested audiences
with a summary of data gathered during the first and second offerings of
the course. Since the results of the data were very similar and since the
second offering had much fewer enrollees, the most meaningful data are a
comparison of the effect of the second offering data on conclusions from
the first offering.

Over 440 persons enrolled in the first offering, two-thirds on a "for
credit' basis. The average age of enrollees was 40, and the majority were
female, married, and with little or no college experience. A total of 132
enrolled for the second offering, 84 percent for credit. The second offer-
ing learners were somewhat younger, a higher percentage were males, a
higher proportion were nonmarried, had more education on the average, and
included a smaller proportion of those classifying themselves as 'home-

makers."

In the first offering, 57 percent returned the questionnaires and

67 percent in the second offering.

The additional findings include:

Enrollees in both the first and second offerings were generally well-
satisfied with the overall course.

The conclusion relating to expectations of completing the course was

that the enrollees in both offerings could be expected to complete the
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course if they were provided with sufficient time to do so, and contact was

maintained with enrollees through the delivery system.

Slightly over 50 percent stated that more tests should be included on
which grades were based. There was general agreement among the completers
that the test length, difficulty level, and fairness in terms of content
covered were satisfactory.

Based on the scores gained in the examinations, it was concluded that
nontraditional adults enrolling in college level courses can attain satis-—
factory levels of achievement.

The adult enrollees in the two offerings of Accounting I responded
most positively to course media components that provided considerable con-
tent density with a minimum of elements perceived as noninstructional or
merely entertaining.

A lack of teacher contact was a major problem, and 61 percent said
they needed specific help. The need for delivery systems to ensure mainte-
nance of contacts with enrollees was reinforced through the second study.

(Brown, 1975a, 1975b).

Introductory Psychology--first and second offerings The intent of

the studies and reports was to provide interested audiences with a summary
of data gathered during the first two offerings of Introductory Psychology.

After the initial eight-~week period (after which refunds for tuition
were not made), there were 267 enrolled, 83 percent for credit. By the end
of an extended period beyond the course completion date, 64 percent had
completed the course, 6 percent were still trying, and 29 percent had
changed to noncredit status. 1In the second delivery, there were 96

enrolled, 81 percent for credit and the remaining 19 percent for noncredit.
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At the end of the course, 45 percent had completed the course, 33 percent
were still trying, and 22 percent had changed to moncredit. It is inter-
esting that 90 percent of the credit enrollees who remained durinhg the
first delivery had completed all five exams within 11 months after starting
the course.

Nineteen of the 25 learners (76 percent) of all who completed the sec-
ond delivery and 75 of the 107 (70 percent) of all who completed the first
delivery of Introductory Psychology returned the end-of-course evaluation
form. The following conclusions were based on that data:

For both deliveries, the overall course ratings were excellent or good
for 98 percent, and 84 percent of the second offering and 68 percent of the
first offering felt the course was very interesting.

The population that enrolled was very heterogeneous, the median age
for the first delivery was 39 years and the second was 34 yéars. They
tended to lack recent formal educational experience and had serious doubts
about academic and learning abilities.

The study guide seemed adequate for guiding learners through the units
in the course.

The television programs were generally criticized for their lack of
overlap with the text material, however, they found them to be informative
and pleasurable. Also, the external pacing of the broadcast schedule was
an important element for some learner's progress in the course.

The newspaper component was neither highly endorsed or criticized, and
many learners found it worthwhile.

The trial tests received outstanding support for their value in pre-

paring learners for the graded exams.
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Many learners desired more information about the recommended readings,
pronunciation of key terms, and explanation of key concepts by the course
faculty.

Based on all original credit enrollees, after the initial eight-week
period (during which time enrollees could drop and receive a refund), the
completion rates by the nominal ending date of the course were just under
50 percent. When the time was extended an additional five months, the rate
was 64 percent.

An "excellent" course rating was found to be highly and positively
correlated with learner rating of 1) course interest level, 2) quality of
course exams, 3) likelihood to enroll in another SUN course, 4) increase in
confidence as a result of the course, and 5) extent of accomplishing per-
sonal goals.

Personal goals were fulfilled by 92 percent of respondents, and
72 percent reported an increase in confidence in their own ability as a
result of taking the course (Sell, 1975, 1976).

The Consumer Experience (first offering) course evaluation report

Thirty-nine learners (52 percent) completed a Student Information Question-
naire sent to all enrolled learners upon receipt of their registration
forms at SUN. An analysis of the returned questionnaires revealed that of
the 39 students, the majority were between 25 and 35 years of age, married
with youﬁg children, and were distributed across the state in approximately
the distribution of the population and within access of a SUN learning
center, Most were relatively well-educated with previous college experi-
ence and had participated in a formal educational experience within the

last five years. Those who completed the questionnaire were enrolled for
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credit, however, many enrolled for credit did not return the question-
naire.

In addition to the Student Information Questionnaire, 31 learners
(70 percent) who completed the course returned an end-of-course evaluation
form. Most found the course very acceptable, with few complaints, and
97 percent felt they would recommend the course to a friend. However,

23 percent would have preferred more examinations, and 39 percent indicated
they would have liked a means of having course work other than the multiple-
choice exams contribute to their grade. Only 26 percent felt the need for
course-related assistance and did get the help they needed. Twenty-seven
percent made use of the learning centers, and 37 percent used the toll free
telephone.

Two factors were mentioned by 25 percent of the learners as presenting
course related difficulty: domestic interruptions and demands and a lack
of self-discipline in getting down to regular work.

The students rated the television programs, the Student Learning
Guide, and the text PLAID, in that order, as the most helpful learning
resources in the course.

The course Consumer Experience tended to attract a smaller, better

educated group of enrollees than did the more traditional, academic disci-

plines (Aversa, 1975).

Evaluations of Courses Produced for Television
In addition to evaluations of overall programs of open learning and of
the students who enroll in these programs, evaluation studies, both formal

and informal, have been conducted of several of the more widely distributed
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courses. The purpose of the evaluation efforts was to gain insight that

would be used in production of forthcoming TV courses.

Evaluation of the English 101 telecourse, Writing for a Reason

The study had three goals: 1) to ascertain the ability of the tele-
course to provide effective instruction to students; 2) to compare the
effectiveness of the telecourse instruction with that of the parallel
instruction offered in the classroom; and 3) to gather information about
students enrolled in the telecourse and on-campus sections of English 101
in order to answer the questions: a) were the students in the telecourse
and on-campus English 101 similar with regard to demographic characteris-
tics; b) how did the student perceptions of the course components used by
the two methods of instruction compare; c¢) how did students who withdrew
from the telecourse evaluate the course; and d) what reasons did students
give for withdrawal. (A smaller study similar to this study is reported on
earlier in this review.)

A pre-test/post-test control group design was implemented in the
spring semester of 1976 to assess changes in student writing performance
and attitudes from the beginning to the end of the semester. Demographic
data were collected from all the students. Questionnaires were mailed to
all who withdrew in an attempt to isolate the reasons for their withdrawal
and to obtain the students' impressions and evaluations of the course. End
of course evaluations were obtained from all students and grade distribu-
tions for all students.

Findings: Statistically significant improvement occurred in all eight

areas on which the compositions were rated for both groups of students. In
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three areas the telecourse students obtained higher ratings: 1) organiza-
tion of the entire paper, 2) organization of individual paragraphs, and

3) "holistic" or overall quality of the paper. In the other categories, no
significant differences between groups were encountered, however, all
groups made significant improvement. These categories included spelling
and mechanics, diction, usage, and sentences.

Grades for the two groups were similar: average grade of the
on-campus students was 2.7; the average grade of the telecourse students
was 2.8.

Drop-outs were higher for the telecourse students at 52 percent; for
on-campus students it was 30 percent. A study of withdrawing students
indicated that the most common reason students gave for withdrawing from
the course was that they "had personal problems.'" Very little dissatisfac-
tion with the telecourse was expressed. The rating for the telecourses was
3.8 on a five-point scale with five as the high point.

From the study of student attitudes, it was found that a significant
improvement in writing self-concept was made by both groups. Telecourse
students reported more positive feelings toward "TV Instruction" than did
the control group students at the beginning and end of the semester.

End-of-semester evaluations indicated that students in both the tele-
course and control group sections were enthusiastic about their English 101
class, giving high ratings to all of the course components, from 3.0 to 3.7
on a four-point scale. Telecourse students rated the study guide as the
most helpful aspect of the course; the control group classes found the

instructor to be the most helpful component.
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Some of the weaknesses of the telecourse as indicated by the students
included: they felt they did not get as much individual help with their
writing as they needed; they were not always able to get answers to ques-
tions when they asked them.

The demographic information collected was combined to create profiles
of each student population. The typical telecourse student is married,
female, about 29 years old, is employed full time, and takes classes part
time. She is not working toward a degree at the Dallas County Community
College District (DCCCD) but hopes eventually to transfer and receive a
bachelor's degree in education. The "typical" on-campus English 101 stu-
dent is an ummarried male about 25 years old, working toward an associate
degree at the community college, and hopes to receive a bachelor's degree

in business. He is a full-time student and does not hold a full-time job

(Leo, Grizzle, and Agler, 1976).

English 101 telecourse report: withdrawing student follow-up

The purpose of this study was to determine the reasons that students
withdrew from the English 101 telecourse Writing for Reason., It was hoped
that this information would help course developers and instructors better
meet the needs of students enrolling in the course in future semesters.

Questionnaires were mailed to students when they dropped the course.
Those who withdrew before actually beginning the course were not included
in the study. Of the 191 questionnaires which were mailed, 8 were returned
undeliverable. Of the 183 students who received the questionmaires,

42 responded for a response rate of 23 percent.
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The most common reasons given by students for dropping the course
were (in order from most to least often mentioned item):

I had personal problems

I had no time to work on the course

The course demands too much work

I became ill

I was constantly confused about what to do next in the course

The TV programs were boring

I missed some of the TV programs and couldn't catch up

I did not have the background needed for the course

The TV programs were aired at bad times

I was unable to get help when I needed it

Most of the respondents cited more than one reason which led them to
drop the course. The majority of the reasons (58 percent) indicated that
students were experiencing difficulties in their personal lives which led
to their withdrawal from the course. The remaining reasons seemed to indi-
cate problems students were experiencing with the course itself.

Encouraging was the fact that other data obtained by the questionnaire
indicated that students' feelings about the course were positive. The
average rating was 3.7 on a 5-point scale. Almost half of those who
dropped indicated they had talked to and been helped by their writing con-

sultant (Leo et al., 1976).

English 101 TV follow-up

The purpose of this study was to examine the success of the English 101

telecourse students in their English 102 course.
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Of the 299 students who successfully completed the English 101 tele-
course during the spring semester of 1975, 151 students subsequently
enrolled in English 102 during the summer or fall semesters of that year.
When final grades in English 102 were compared for students who had taken
English 101 by telecourse with students who had taken English 101 on cam-
pus, there was no difference. The percent of successful students was
85 percent in both cases. The results of this study supported the hypoth-
esis that the English 101 telecourse prepares students for English 102 as

well as on-campus English 101 courses (Leo et al., 1976).

Nationwide study of the course Classic Theatre--The Humanities in Drama

A grant from the National Endowment for the Humanities made this study
possible. The purpose of the study was to answer questions in which educa-
tors and broadcasters across the country have been interested, including:
Who take the national television courses such as Classic Theatre: The
Humanities in Drama, The Adams Chronicles, and The Ascent of Man. Are the
students similar to on-campus learners? Do they vary from course to course
and region to region? Are there optimal broadcasting times? Do the stu-
dents need and want repeats of programs and local broadcasting supplements?
What kind of campus services such as meetings with the faculty and other
students do these students want and need? How can colleges and stations
cooperate to inform potential students of this new educational venture?

The study focused on the students, teachers, and administrators who
were connected with the course and was conducted during the winter and
spring of 1976 following the first showing of the series. In conducting

the study, a first step was to send out questionnaires to all institutions
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that offered the course. Over 200 ihstitutions offered a credit course,
and 12,000-15,000 took it nationwide. There was a 50 percent response rate
from the schools, and of these 24 were chosen. Of the 12,000-15,000
enrolled in the course, 5,500 students took the course from a two-year
institution.

Questionnaires were mailed to 1,700 students enrolled in the course
in the 24 institutions chosen for the study. A return of 30 percent or 558
questionnaires was considered fairly good, and of these returns, three of
five students were enrolled in the 14 two-year colleges and the others were
from the ten four-year institutions. Of the students who returned the
questionnaires, 88 percent indicated they had finished the course which
would build in a bias since these students were more likely to find it
interesting, not too difficult, and find that it was offered at a conven-
ient (to them) viewing time.

The attitude of the participating institutions toward the utilization
of course materials and prescribed format was positive; however, the
faculty in the two~year institutions gave some criticism of the level of
difficulty for two-year college students. Almost without exception the
faculty considered television to be an effective mode of delivery of human-
ities materials to the public.

Apart from the materials, the concern faculty had was for the need for
more interaction with students. There was a great difference in the way
the course was offered from one institution to another. There was also
little uniformity in standards for the amount of reading, amount of

required classroom attendance, or the level of difficulty of test questions,
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even when limiting consideration only to a given level of credit, or number

of credit hours awarded for participation in the course.

The response to the course by students and extent to which the course
reached a population not previously involved in higher education was a sec-
ond area of exploratidn in the study. The students' response was generally
approving and often enthusiastic. A majority of students indicated:

1) that they had never taken a drama or literature course before and that
they intended to take more in the future; 2) that they had never taken a
television course before and that they would be receptive to taking more in
the future; 3) that they would recommend the Classic Theatre course to fam-
ily and friends should it be offered again in the future; and 4) that their
reading, television viewing, and entertainment habits had all been influ-
enced by the experience of the Classic Theatre course.

Response to the reduced classroom attendance was ambivalent: They
missed it, wished it were possible to have more interaction with faculty
and other students, yet the convenience of the independent study-at-home
format was a significant influence in their decision to take the course,

The average age of the two- and four-year students combined was 36
years. Over 50 percent of the students were between the ages of 26 and 45.
More than three-fourths were women, and 75 percent of the students were
employed full time. An additional 17.7 percent were employed on a part-
time basis. Only about 11 percent classified themselves as students.

Also, nearly one-fourth of the two-year college students and one-half of
the four-year college students had completed more than four years of col-
lege education prior to enrolling in the Classic Theatre course. Nearly

three-quarters of the enrollees aspired to a higher degree.
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The "typical" student enrolling in the Classic Theatre course was a
woman employed outside the home taking the course as a part-time enrollee
in a local institution, encouraged to enroll by the convenience of tele-
vised instruction and the need for enrichment-learning--as much for per-
sonal growth as for the practical value of the credits earned. '"This audi-
ence has come to be known as the 'continuing education' audience, and con~-
stitutes the most rapidly growing segment of the current national higher
education clientele" (Purdy, 1976, p. 113).

The researchers report that there is a significant opportunity for
local faculty and administrative input which should largely counteract the
"not invented here" syndrome which has been heard. Also, a significant
potential advantage, suggest the researchers, is that this kind of program-
ming can allow faculty to be free of many of the traditional burdens of
presentation in favor of many other kinds of creative involvement and
interaction with students. They conclude that their findings indicate that
the national television course is an important development in higher educa-
tion in terms of both curriculum development and educational delivery and
should receive increased attention by policy-makers and researchers alike

(Purdy, 1976; Purdy and Icenogle, 1976).

The Adams Chronicles (Coast Community College District, 1976)

The Adams Chronicles is an American series adapted for education and
one in which the producers cooperated with those designing the course even
before the shows went into production. It has been called by some a major
breakthrough in the growing effort to make colleges adapt to the technolog-

ical revolution (Brown, 1976).
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It was first offered in the spring of 1976 and of the regular weekly
audience of more than four million viewers, 45,000 were students in college-
level programs offered by 305 institutions around the country. Most were
taking the course for credit. Additional thousands watched regularly for
continuing education discussion groups or for high school classes.

Instructors responsible for the classes planned varied formats, for
example, Dr. Frank Cavaioli, an instructor at State University of New York
in Farmingdale, met with the enrolled students about once a month for dis-
cussions. A student stated that in these seminars points were raised and
observations made that escaped her while she was watching television. Tui-
tion at Farmingdale was $67.00 for the course. Required in addition to the
TV component and seminars (both of which were optional) were reading
assignments, a mid-term and final exams, and a book report on books similar

to, for example, The Education of Henry Adams. There was a hotline service

to the instructor that either the instructor or students could use as fre-
quently as they believed necessary.

Prof. Kevin Sullivan of Bergen Community College in Paramus, New
Jersey, stated that he designed an independent study course for 50 students
his own way, modifying the basic blueprint for the course. He held optimal
on—-campus seminars every second week for two hours, and these drew around
80 percent of the students enrolled. Students also discussed the materials
with him by telephone. Drop-outs were few. The tuition was $45.00 for a

three-hour credit course.

Most students contacted through a spot check conducted by The New York

Times appreciated the television series as a way to encourage study. Some

reported that students who had tried conventional television courses and
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ha& lost interest in that form of teaching were more than satisfied with
the televised Chronicles as a substitute for a lecture. (In many televi-
sion courses, the television portion consists of the professor giving a
lecture as he would in a class on campus.) At most schools, the curriculum
called for at least two required texts, a mid-term and a final exam, and,
usually, a term paper and/or book reports.

Additional informal feedback on the initial success of the course, The
Adams Chronicles, was gained from the colleges that offered it in the
spring of 1976. Coast Community College in Costa Mesa, California, the
institution which produced The AdaSE Chronicles, with the aid of several
grants (at a cost of $5.2 million) secured another grant which enabled them
to distribute the course free of charge to colleges that wished to use it.
In return for this free usage, they requested information from each par-
ticipating college regarding enrollment, promotion, and form of offering of
the course. Coastline Community College chose ten replie; from the many
colleges that responded, and a summary of five typical replies follows:

Bakersfield College, Bakersfield, California, tectal enrollment 11,000

Enrollment in course 1,715

Sent brochures to all previous television students and advertised
in local newspaper. Gave three units of college credit, aired it
three times a week, had excellent evaluations from students.

El Camino College, Via Torrance, California, total enrollment 25,904

Enrollment in course 407
Newspaper advertisement was most effective in gaining enrollment.

Gave two units of college credit and aired it on two stationms.
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Kingsborough Community College of The City University of New York,
Brooklyn, New York, total enrollment 6,056
Enrollment in course 240
At;ributed enrollment to extensive mailings in the community,
also used newspaper.
Brief and easy registration they believed aided enrollment.
Gave three units of credit
Mercer County Community College, Trenton, New Jersey, total enrollment
1,792
Enrollment in course 76
Promotion was multiple, but they reported word of mouth was best.
Of the 75 enrolled, 20 were faculty members.
Offered for three units of credit or audit, aired four times a
week on six channels.
San Bernardino Valley College, total enrollment 15,226
Enrollment in course 668
Promotion through extensive radio and television and distribution
of 33,000 brochures. The brochures were particularly effective.
Gave three units of college credit and aired it on two channels
three times a week.
Included a captioned program for those with hearing impairments.
Dr. Gary Goldsberry, director of distribution for Coast Community Col-
lege and oné of the organizers of the course, believes the acceptance of
the Chronicles package was a major breakthrough in the growing effort to
make college adapt to the technological revolution. He stated that there

is still a lot of resistance to the idea of using television as a key
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component in teaching and that when it is rejected, it is not for the con-
tent but for the method. Many schools, he adds, are still afraid of TV.
We are, after all, asking teachers to change their roles and the schools to
change their idea of the classroom. He concludes that all of this could
have been done years ago, but it wasn't done because schools were myopic,

(Brown, 1976; Goldsberry, 1976).

Conclusion, Part I

This first part of the Review of Literature included a rationale and
definitions of the Open Learning approach, descriptions and studies of
selected open-learning programs in the United States and abroad, and
national studies of courses produced and used in open~learning programs.
Open Learning is a new concept in education and consequently most studies
were designed to find ways to improve and expand the innovative programs.

In the majority of programs in the United States and abroad, decisions
pertaining to directions of the program were based on the needs of poten-
tial students in the particular area the programs were designed to serve.
For this reason, the course offerings have been predominantly conventional
and career oriented since the needs assessment studies often showed an
interest in these type courses. Enrollment records have also shown success
in these areas. There is beginning to be a change, however, and courses
rélating to topics such as home gardening, family relationships, and con-
sumerism are being added with great success.

The Open Learning programs were similar in éhat the concept of teach-
ing-at—-a-distance was central to all programs. Television was used exten-

sively, and most concluded its main contribution was that of pacing the
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student. Completion rates for Open Learning programs have been consider-
ably higher than completion rates in correspondence courses. Additional
materials were supplied in all Open Learning courses, and these generally
- consisted of a text, study guides, cassettes, sample tests, and occasion-
ally newspaper articles which were printed in a local paper or included in
the course materials. The nature of the course generally influenced the
type of supplementary materials provided. Radio is being used with
increasing success, and in some areas it is used exclusively since the use
of television is not feasible.

The degree of personal contact varied considerably and tended to
change as the need for more or less contact became evident in any one situ-
ation. In some areas, or courses within areas, introductory cassettes were
made for each course. In this cassette the instructors were introduced,
and they explained the format to be followed and gave some background
information about themselves and the course. Friendliness was emphasized,
and the students were cordially invited to contact them by telephone when-
ever they needed assistance or just to discuss points of interest pertain-
ing to the course. Calls just to get acquainted were even encouraged. In
some areas the telephone was used extensively. The learning center had
many and varied functions from counseling to student assistance. In other
areas it was used just for the administration of tests.

The privilege of "studying at home" was considered so important in
some programs that seminars requiring students to travel to some central
location were discouraged; in other areas seminars were an integral part of

the whole program, and some met as often as once a week. The geographical
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restraints of some areas governed these decisions--in others, the circum-
stances of the student were given most weight.

Scope of programs differed widely--some offered a selection of courses
large enough to enable a student to complete a two-year degree over a
period of time. Other programs had very limited offerings and were meant
to be used as supplements to other programs if a student was pursuing a
degree. 1In geﬁeral, the older the program the more extensive the course
offerings.

The student population in most programs changed gradually over time.
Of the initial students interested in taking courses, two general groups
often predominated: individuals with some college and teachers interested
in taking courses that could be applied toward renewal of certificates.

Men and women interested in upgrading or acquiring vocational skills also
were among the first enrollees. Over a period of time, the programs seemed
to attract an increasing number of individuals interested in learning just
for the excitement of acquiring new knowledge and broadening their scope of
interests. Homebound women tend to increase in numbers, and these are the
students who often become repeaters.

Many of the programs to date have been descriptive and oriented toward
basic demographic data. Since in Open Learning programs the learning expe-
rience is planned and designed in terms of the needs of the individual
learner and the circumstances in which that learner happens to be, rather
than in terms of a structured situation into which that learner must come
in order to avail himself of the benefits of education, these studies are

necessary. However, as Rowe (1975) suggests, there is a need to go further

than this.
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Persistence vs. Drop-out
To complete the Review of Literature for this study, it was considered
necessary to include a review of peréistence vs. drop-out in adult educa-
tion programs. Not all adults plan to complete or value the completion of
an adult education program whether or not college credit could be gained
through completion. Peféistence, however, is generally valued by organiza-
tions sponsoring the course and is often used as a measure of success.
Knowledge of situations and student characteristics relating to persistence
are important in evaluating the success of a course based on percent of
completions. This review includes:
Persistence vs. drop-out
Introduction
Goals as'motivating factor
Adult life cycle as a factor
Life change as a factor
Characteristics as factors
Personality characteristics
Demographic and other characteristics

Summary

Introduction

Adult educators have viewed drop-out as a problem through the years.
As early as 1816 Pole encouraged the instructors of adult classes to visit
the homes of absent students to prevent the learners from "relaxing their
attendance" (Pole, 1967), and Hallembeck (1965) describes it as the "old

story." 1In a recent study, 40 percent of the adult education teachers
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surveyed reported a student attrition rate of 10 to 24 percent during the
first five weeks of their classes (Mezirow, Darkenwald, and Knox, 1975).
Another 17 percent reported the drop-out rate was in the 25 percent to

49 percent range. John Niemi (1976) has called attrition one of the sever-
est problems confronting adult education. One result of excessive attri-
tion is loss of resource allocation which, unfortunately, is often related
to attendance patterns. Also, due to the present attitudes toward attri-
tion, group morale is lowered as teachers and program directors confront
withdrawals.

In the study of drop-outs, the assumption has been made that dropping
out was in some way an adverse reflection of the course or program and that,
conversely, persistence is necessarily good and is to be expected to the
completion of the course in which a student is enrolled and possibly con-
tinued re-enrollment in the program. In a study of a California Community
College, Knoell and others (1976) made the observations:

As the study progressed, it became apparent that the questions

were based on two somewhat invalid assumptions. The first is

that persistence is necessarily good and to be expected from

semester to semester, and from year to year, in curricula leading

to degrees and certificates and/or transfer. The assumption

ignores the increasing majority of Community College students who

are enrolled in programs of continuing education of their own

design, whose objectives are achieved in nontraditional patterns

of enrollment. The second invalid assumption involves an expec-

tation that Community College students are employed only after

completing (or dropping out of) occupational and transfer pro-

grams. It ignores the growing number of students who are

employed adults and women whose family responsibilities will keep

them out of the job market for a time, and who are enrolled in

courses (not curricula) for various educational, occupational,
and personal reasons (Knoell, 1976, p. 26).

Kohen (1976) cites additional problems commonly found in research relating

to drop-outs of college students which also have application for adult open
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university students. One of the problems is failure to distinguish between

""permanent” and "'temporary" withdrawals. He states:

At the conceptual level, the researcher must deal with the ambi-

guity of what constitutes permanent withdrawal--especially in

view of the recent trends toward lifelong learning and recurrent

education. Virtually any time span of nonattendance after which

a dropout is defined as permanent is open to challenge. At the

empirical level, difficulty in distinguishing temporary from

permanent drop-outs is compounded by data limitations (p. 6).

Another issue is definitional--i.e., "drop-out" means different things
to different people. For example, few researchers have distinguished
between 'drop-outs'" and "push-outs'"--i.e., between voluntary and involun-
tary withdrawal. The distinction is ambiguous, even theoretically, when
one considers that a student doing acceptable academic work may be "forced"
to discontinue his/her schooling by a lack of funds to cover the necessary

"expenses incurred by attendance, or in the case of an adult, at-home stu- |
dent, the situations in her immediate environment might necessitate her
"going back to work" or assuming another job in addition to work in which
she/he was already employed which would demand the time that had been
designate& for study. 1In addition, research that employs self-reported
reasons for discontinuation may well be faulted for excessive reliance on
data whose reliability is at least open to question. It is the tendency of
an individual to ''save face" when giving reasons, and the true reasons may
relate to lack of finances, lack of ability, lack of self-&iscipline in
relation to study and submitting assignments, and as many other reasons
(depending on the imagination and the self-concept of the individuals) as

they feel are important to them. Each individual would make these judg-

ments based on his frame of reference (Edwards, 1957; Snygg and Combs,
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1949; Cronbach, 1970; Crowne and Stephens, 1961; Shavelson, Hubner, and
Stanton, 1976); Combs, Blume, Newman, and Wass, 1974).

The drop-out phenomenon, consequently, is very complex. Factors
include the individual's goals and strength of his motivation, based on his
goals, when balanced against other forces. His ability to persist is also
affected by his characteristics, including his abilities relating to aca-
demic success, vocational interests in relation to the content of the
course in which he is enrolled, and other personality variables as cogni-
tive styles and his self;concept. These are also affected by his life
stage, and in turn, this affects the type and number of external forces
with which he may be forced to cope. Variables encountered by the student
relating to the course as interest level, content, and difficulty also
affect the student's decision to continue or to drop out. There is limited
research relating to the various contributing causes for drop-out, and a

brief review follows. This is in addition to the references to drop-out in

the previous studies reviewed.

Goals as motivating factor

Leaders in adult education have emphasized the necessity of including
the learner in program planning activities to help meet his needs, expecta-
tions, and educational goals (Boyle, 1958; Knowles, 1967, 1974; Moore,
1969). Moore contends that the more a teacher can learn about the typical
adult student's educational and life goals, the more effective he may
become in meeting student classroom expectations. Teachers reluctant to
provide opportunities for exploring expectations and goals may extend,

unwittingly, an invitation to become potential drop-outs to weakly
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motivated students with low personal investment in their educational activ-
ities. Conversely, providing the opportunity to examine personal goals and
expectations yields a strong reinforcement that helps to clarify the stu-
dent's goals and reasons for enrolling and may strengthen his motivation,
which in turn would probably help him to complete the course or program.

A theoretical framework for analyzing and predicting adult participa-
tive behaviors has been provided by Douglas (1970) who identified six
motivational based models of participation. These models are based on a
Needs-Social System-Satisfaction construct.

To some people, personal satisfaction through growth is so very neces-
sary that they actually seek avenues of disrupting their comfortable state
of equilibrium because it eventuates in a higher level of personal growth
and accomplishment (Boshier, 1971).

In a Los Angeles Community College study, 1,474 students who withdrew
during the spring, 1975, spring, 1974, and spring, 1972, semesters and who
completed the exit questionnaire stated that they were generally not cer-
tain about their future educational plans, and compared to the other stu-
dents who did not withdraw, the lack of plans in the withdrawing group was
considerable (Stine, 1976).

Londoner (1972a) investigated the reasons why adults drop out by com-
paring their initial reason for enrolling in adult education with those who
completed the program. It was predicted that perseverers and nonperseverers
had different goals and reasons for enrolling in education and that the
strength of the goals were mainly responsible for perseverance or nonper-
severance behaviors. At the end of the semester, the records showea that

19 percent of the students had left the program, and these were the
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students that had been classified as "nonperseverers" and théir goal state-
ments and reasons for enrolling were different than those of the persisters.
In the research design, a questionnaire was developed from the findings on
adult participation. A pool of participation items was generated and, by
definition, each item was classified according to Parsons' external or
internal instrumental preferences. Students were asked to rate the items
using a four-point scale. Nonpersisters rated the items that related to
internal reasons higher, and persisters rated the external items higher.
It was discovered that there was a definite shift in importance among edu-
cational goals since perseverance and the externally oriented goals were
positively related. As age, marital status, employment, and income
increased, the importance of the external goals increased, and also the
individual was more likely to persist in his adult education course or pro-
gram. That is, among perseverers there is a decided shift to specific
tangible goals achievable through adult education; in fact, age and marital
status act as pivotal linkages from an internal to an external reference.
Londoner suggested that possibly the greater the personal responsibilities
vested upon the adult learner through his changing social roles, the more
1ikely he is to complete his educational program. This generalization is
consistent with the findings reported by Dickenson and Verner (1967) and is
also consistent with the theory of life stages (Sheehy, 1976; Gould, 1972).
In a later research project, Londoner (1972b) found that teachers of
adults and the adult students identified the goals of the students cor-
rectly for both the persisters and the drop-outs. There were some isolated
instances of discrepancies in the way the students rated the reasons for

enrolling and the teacher ranked the reasons for the students'
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participation. In the case of the nonpersisters, the teachers ranked the
reason "To Gain Prestige with One's Friends" as an important reason for
enrolling. The drop-outs ranked it much lower tﬁan did the teacher. From
the drop-out's view of this "reason'" for enrolling, it may be concluded
that he would probably not feel it important to finish the course to
impress friends--that finishing the course was probably not of high prior-
ity and dropping out was not to be viewed as an undesirable act. To sub-
stantiate this finding, Boshier (1972) found that an adult education
student who would rate a "persistent'" adult education student as more
worthy than a '"drop-out" adult education student would in turn be less
inclined to drop out of class than persons who regard drop-outs in the same
or more positive light as persisters. Boshier's findings were based on the
use of a Drop-out Prediction Scale (DPS) which he developedfl It is an
attitudinal scale on which respondents are asked to evaluate certain behav-
iors in an adult educational environment. Boshier also concluded that non-
course reasons for drop-out behavior are often used as a rationale for
dropping out because of course related reasons. He advocates behavior mod-
ification techniques to contain drop-out rates. In 1973 Boshier viewed
drop-outs as "an extension of a nonparticipant" with the characteristics of
one associated with the other and developed a model which asserted that the
congruence of the internal psychological determinant of an adult student
and his educational environment determine drop-out/persistence behavior
(Boshier, 1973, p. 260).

In a study by Cassara (1970), it was possible to predict correctly
three drop-outs and four graduates out of ten admissions selected at ran-

dom in the Goddard College Adult Degree Program by applying predictor
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variables in the socio-economic, value, and goal orientations toward pro-
fessional careers and self-actualization.

Motivation in the form of a pay check was a factor in persistence in
the Ulmer and‘Verner study (1963). They compared the rate of discontinu-
ance of adults in an academic program at Meridian Mississippi Junior Col-
lege on the following statistically identifiable variables: age, sex, mar-
ital status, course load, veteran nonveteran status, completion of prior
semester, and distance traveled to the institution. All adults used in the
Ulmer and Verner research were enrolled in an evening adult credit program
leading to the Associate in Arts degree. All were registered in regular
freshman and sophomore level courses which met three evenings a week. Dur-
ing the four academic years selected for the study, the enrollment in the
evening program totaled 1,200 students. Of this, 315 discontinued. A sig-
nificantly lower rate of discontinuance was established for veteran stu-
dents than nonveterans. Since veterans received financial assistance from
the U.S. government which was withdrawn if studies were discontinued, the
authors point out that this motivational incentive might have been impor-
tant. Also, a significantly lower rate of discontinuance was found for
students admitted on the basis of General Educational Development test than
for students who were high school graduates. The authors note that since
GED (General Educational Development) students tended also to be veterans,
this factor, rather than the basis of admission, might have been the more
important influence in their lower rate of discontinuance, that is, the
financial assistance was the motivating factor.

An interesting theory is suggested by Boshier (1971) who questions

Houle's three~factor typology which suggests that adult education
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participants can be typed as goal oriented, learning oriented, or activity
oriented (Houle, 1961). Boshier suggests that all participants are goal
oriented and emphasizes the fact that their goal is related to the extent
to which they have satisfied the lower order needs on Maslow's hierarchy.
In a subsequent paper, Boshier (1973) suggests that deficiency motivation
is related to intra-self incongruence, self/other incongruence (in the
adult education environment), and drop-out. He expresses the notion that
growth or life-space oriented people participate in adult education for
"expression" rather than in an attempt to "cope" with some aspect of their
life. Life-chance oriented people participate because of the need to sur-
vive and acquire utilitarian knowledge, attitudes or skills (which are usu-
ally psychological or vocational), and are largely attempting to satisfy
the lower-order needs on Maslow's hierarchy; life-space motivated partici-
pants have largely satisfied the lower-order needs and are primarily
enrolled to expand their life-space (growth-motivation). Boshier contends
that life-chance and life-space motivation are opposite ends of a single
continuum and that this continuum is a "psychological" dimension which
underlies reasons for participation.

This theory has important 'prediction" connotations. The amount of
motivation that has life-chance and life-space origins changes as persons
increase in age and accomplish developmental tasks appropriate to their
cultural and social situation. Psychological differences between life-
chance and life-space participants also have important implications for

predicting continuity of enrollment and participation patterns over several

years.
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In the growth-motivated self-actualizing person, impulses are
desired and welcomed rather than rejected or feared. Gratifica-
tion increases motivation . . . instead of wanting less and less,
the person wants more of, say, education. . . . These motives can
never be satisfied because growth is continuing (Boshier, 1971,

P. 22).
At the other end of the continuum, the life-chance type people behave in

accord with the homeostasis model. Their short-term needs (generally psy-

chological or vocational) can be satisfied by participation. This may or
may not include the act of completing a course. They tend to stop when
their needs have been satisfied, and this type of person includes the vast
majority of the population (Boshier, 1977a). In addition, based on conser-
vatism data and the correlation between self-concept and C-scale scores,
life-chance participants are more likely to be found in fundamentalist
religious groups, to be attracted to quasi-religious activities (e.g.,
scientology and astrology), and to feel more congruent in authoritarian
learning environments than life-space participants. Also, life-chance par-
ticipants are more likely to be following the advice of a doctor, employer,
spouse, social worker, priest, or some other "authority." Thus gratifica-
tion will restore homeostasis for the life-chance participant, and motiva-
tion for further participation may cease (Boshier, 1977a). Conversely, in
the life-space individuals, as related previously, growth is so very impor-
tant that they actually create a disequilibrium which then leads to an

ever higher state of growth and accomplishment (Boshier, 1971; Haag, 1976).

Adult life cycle as a factor

In participation in adult education studies, the motives cited tend to
change as a function of age. The theories of Maslow support this as he

considered congruence, self-actualization, or growth motivation to be an
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ultimate state of affairs and expected young people to be more deficiency
motivated than older people. However, this trend does not necessarily
continue uninterrupted into old age. Gerontological studies (Gubrum, 1973;
Neugarten, 1968, 1975) and the theorizing of Erikson (1959, 1963) suggest
that life-space motivation may reach a peak in middle adulthood and then,
depending on the person's social and psychological circumstances, return to
a more life—chance orientation.

Youth or young adulthood, at one end of the continuum, has been found,
in one study, to be associated with life-chance motivation. Johnstone and
Rivera (1965) observed that job-centered reasons most frequently propel
younger adults into education and, by comparison, the uses made of educa-
tion by older adults to be much less pragmatic and utilitar;an. This was
reflected in the extent to which leisure centered goals were endorsed by
persons in different age groups. Boshier (1977a) stated that it is probable
that the amount of motivation which has life-chance and life-space origins
changes as the participant passes through the developmental tasks associ-
ated with age. Londoner (1972a) alsd supports this view and as a result of
her study proposes the guarded generalization that the greater the personal
responsibilities vested upon the adult learner through his changing social
roles, the more likely he is to complete his educational program. This
generalization is consistent with the findings of Dickinson and Verner
(1967).

The life stage models and conceptual schemes relating to human devel-
opment have furnished the adult educator with a gestalt or everarching
structure for diagnosing adult learning needs, for planning educational

programs, and for selecting appropriate strategies for the teaching-learning
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situation all of which may also affect, to some extent, completion rates.
The constructs developed by Havighurst (1973), Neugarten (1975), Erikson
(1963); Buhler and Massanik (1968), Gould (1972), Kohlberg (1963), Levinson,
Darrow, Klein, Levinson, and McKee (1976), Sheehy (1976), Vaillant and
McArthur (1972), and others have noted phases, periods, stages, or life
cycles during which adults similar in age seem to‘face common problems,

events, pressures, and situations. These writers have viewed adult devel-

opment as an interactive process between the adult and his/her environment,
a process based as much on life events and circumstances as on aging.
The stages identified most frequently are described as:

Leaving the Family life-stage: late teens and early twenties, the

stage which centers on the separation from the family, including
the reduction of dependence on familial support and authority,

and re-definition of one's self as an adult.

Provisional Adulthood: early twenties to late twenties, the stage in

which the person is making initial (and sometimes tentative) com-

mitments to adult roles and responsibilities in both occupational

and interpersonal contexts.

Age 30 Transition: the late twenties and early thirties, the stage in

which the focus is on the questioning of one's self and one's

relationships as defined in the preceding life-stage.

Settling Down: early thirties to the late thirties, the stage which

focuses on the deeper commitments that are made as the person
invests more in work, family, and valued interests.

Mid-Life Transition: the late thirties and early forties, the stage

which includes the re-examination of the earlier dreams of life,
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the beginning of the time squeeze in life, the feeling of bodily
decline, the reduction of differences between masculine and femi-
nine personality characteristics, and the increasing concern for
future generations (Brim, 1976; Gould, 1972; Levinson et al.,
1976; Sheehy, 1976).

The descriptions seem to imply that all of the characteristics "fit"
the particular life stage, and one cannot assume that just because an indi-
vidual is in a particular age group he/she possesses particular life-stage
characteristics. Kummerow and Hummel (1977) suggest that it may be more
fruitful to look at probabilities of possessing particular characteristics,
thus avoiding the "all or nothing" stance the life-stages seem to imply
with regard to descriptive characteristics. Further caution is given by
Brim (1976) who states '"there is a danger of our using this facile scheme
(life-stages) as a cover for loose thinking about human development, with-
out carrying forward the necessary hard-headed analyses of the evidence"
(p. 8). However, while life-stages do not completely fit for the age
groups studied, they nevertheless are reliably associated with differences
between age groups, and Kummerow and Hummel found that on the basis of
information collected in interviews with individuals representing different
age groups, raters found the information to form patterns wﬁich they per-~
ceived to differ from group to group.

Verner (1964) is one of several writers who has used the notion.of
social role to highlight an important difference between pre~adult and
adult education. He emphasizes that social role is a way of identifying
the responsibilities vested in individuals at various stages in life. As

he relates, youth have some responsibilities, and adults have others. The

-



146

presence of these responsibilities creates a need for learning throughout
life. However, for adults learning is secondary to behaviors associated
with their primary role, which is usually that of producer, spouse, parent,
and citizen. Conversely, for most children and adolescents the primary
role is that of a learner in a formal educational setting--the school.

The notion of defining adulthood by reference to social role and asso-
ciated behaviors is functional and has important implications for all steps
of the adult education process. It means the social functions fulfilled by
adult education are different from those fulfilled by pre-adult education.
It has important implications for program planning (which will be more tied
to the learner's needs, roles, and developmental tasks than in pre-adult
education); it has implications for the design and management of instruc-
tion and the evaluation of learning in adult education (Boshier, 1977b).

Neugarten (1975) also endorses this concept and has noted that the
stages of adult development indicate that the chronological age of adults
coincides with their moving from an outward direction to an inner-directed-
ness. Adults in their 20s and early 30s are concerned with external devel-
opments such as establishing marriage, family, career, and social status.
Adults in their mid 30s and beyond, once the "externals" are fairly secure,
then turn inward and re-examine their achievements, goals, and future
directions. This inward look has definite implications for the adult stu-
dents who are returning to college or entering college for the first time.

Bloom (1956) endorses the trend toward "self-directedness." His
theory of cognitive development is based on a progression from one stage of
intellectual ability to the next higher stage, from memorization, the low-

est stage, to application, analysis, synthesis, and evaluation, the highest
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stage. Bloom has found that as a learner moves through each stage, he/she
tends to become increasingly self-directed.

Chickering (1976) has translated age, moral, and intellectual develop-
ment into a schema that includes several educational components along with
the developmental stages. These educational components include motives or
goals for continuing education, learning process, source and use of knowl-
edge, teaching practices, and student/teacher relationships. Chickering
has based his studies on materials developed by Dr. Harry M. Lasker and
Cynthia DeWindt, Harvard Graduate School of Education.

This also ties in with Knowles' (1974) concept of the adult learner.
He suggests there are four characteristics found in most adult learners,
and all pertain to both program planning and the conduct of educational
experiences for adults. Adults are purported to:

1. Be more self-directed than pre-adults.

2. Have a greater volume and variety of experience than children.

3. Have theif orientation and readiness to learn determined by the
natﬁre of their social roles and developmental tasks, all of which
means they tend to

4. Be problem-centered rather than subject-centered.

Verner (1964), whose definition of adulthood is based on his role in life,

states:

For purposes of adult education, at least, we can say . . . that
an adult is a person who has come to that stage of life in which
he has assumed responsibility for himself and usually for others,
and who has concomitantly accepted a functionally productive role

in the community (p. 29).
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In a recent study, Boshier (1977b) asked the questions:

1) If liberalism (as opposed to conservatism) (Wilson, 1973) can

be regarded as one manifestation of self-directedness, as

described by Knowles, to what extent do pre-adults become more

self-directed as they make the transition into adulthood? and

2) To what extent is attitude change occurring during transition

from pre-adulthood to adulthood meaningfully related to the occu-

pation of sogial roles (and concomitant experience)? (p. 15).

This was a longitudinal rather than a cross-sectional study, and Boshier
found the 60 respondents in his study became more liberal during the four-
year period. In this study the subjects were between the ages of 17-19
when the study began and were 21-24 when the study was finalized. The
analysis of data also supported the fact that occupancy of adult roles (and
the concomitant exposure to adult experiences and influences) is associated
with attitudg_change.

From an adult education perspective, this study did show that the psy-
chology of pre-adults and adults changes during transition. Boshier con-
cluded that definitions of adult which invoke notions of social role as the
central explanatory construct are well-founded, and if adult education is
supposed to consist of concepts and processes which are somehow different
from those utilized by pre-adult educators, then studies focusing on pur-
ported differences are needed.

Additional support for the life-~stage factors relating to drop-outs is
gained from the many adults who attribute their dropping out to such life
changes as health and job related causes (Carey, 1953), illness, childbirth
and family problems (Ewigleben, 1959), work schedule conflicts, personal

and family illnesses (Bennet, 1968), illness, conflict with work schedules,

and child care problems (Hawkins, 1968). Larson and Bible (1969) found
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that drop-outs tend to be younger, separated or divorced, have fewer chil-
dren, more incidents of illness, and have more family problems than per-
sisters.

The influence of outside variables on academic performance, which
tends to be more prevalent as the individual moves from the pre-adult stage
through the adult stages, was demonstrated by Di Salvi (1971). In compar-
ing the subsequent academic performance of a group of evening adult stu-
dents who had received remedial training to a control group which had
received no training, he could find no significant difference in the grade
point averages of the two groups. He concluded that uncontrolled, nonaca-
demic variables exerted as great or greater influences on grade point aver-
ages than did the treatments imposed on the experimental group.

Most of the available research suggests that females drop out more
often than males (Ulmer, 1960; Ulmer and Verner, 1963) especially if they
are married or are getting married (Hunt, 1967). Hunt found the major
reasons why females dropped out of the university revolved around time and
financial factors. Having young children or not being able to afford the
cost of university courses were cited as the major barriers to attending.
The grade-point average of the married students who had been attending and
dropped out was higher than the grade-point average of single students.
Beagle (1970) similarly found that the academic performance of female adult
students was significantly higher than that of male adult students, yet

female students in the Ulmer and Verner (1963) study showed a significantly

higher rate of discontinuance.

In a study of part-time on-campus students at the Sir George Williams

Campus of Concordia University, Canada, Bhatnagar (1975) found an
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interesting curvilinear relationship between age and drop-out. The 20-25,
36-40, and 41+ age groups showed the higher drop-out while 26-30 and 31-35
groups showed higher persistence rates. Of the drop-out group, 58.7 per-
cent came from the 20-25 age group.

The country of birth also had a significant relationship, with students
who were born outside of North America and the European students having a
higher persistence rate while those born in Canada had a higher drop-out
rate. This supports the research literature (Bhatnagar, 1970) which indi-
cates that immigrants, on the whole, have higher motivation for education
than the local population.

A larger number of married students dropped out after their first year
of part-time studies than single students, and since married students did

not obtain lower grades than single students, their drop-out was voluntary

indicating some outside reason.

The course load was also a factor--those carrying heavier loads tended
to persist, and those planning on heavier loads for the following year
tended to persist, indicating, possibly, a definite goal or life-stage
demands for added education. It was also found that students who started
their part-time university studies immediately on completion of their high
school had a relatively high drop-out ratio.

Contrary to research on persistence relating to full-time students
(Tinto, 1975; Sewell and Shah, 1967; Jaffe and Adams, 1970; Spady, 1970),
Bhatnagar (1975) found that socio-economic status of the parents, educa-
tional level of the parents, and attendance at a university of a sibling
all had no relationship to persistence in the part-time college stﬁdent.

The spouse's level of education, however, was highly related to drop-out--
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when the spouse had some form of postsecondary education, the student was
much more likely to persist.

The more money a student spent per year for his university education
(part time), the more he tended to complete his course, possibly showing a
greater commitment, and this was supported by the students who stated their
financial sacrifice was great. There was a definite correlation between
degree of sacrifice and persistence.

A student's employment status had no affect on his decision to con-
tinue his studies beyond the first year; however, the nature of his occupa-
tion revealed a higher persistence rate among those employed in business
and commercial organizations and a higher drop-out rate among those

employed in technical jobs. Also, those who worked between 31-40 hours per

week had a relatively higher proportion of drop-outs.

Life change as a factor
Stresses and change due to the life stage of an individual tend to

affect his performance, however, the way an individual reacts to these
changes varies with the individual. Mandler and Watson (1966) hypothesized
that when an individual's life style is suddenly interrupted with either a
positive or negative life change, the person characteristically responds
with feelings of anxiety. In turn, his anxiety arousal affects his per-
formance by setting the stage for a wide variety of responses, the specific
character of which is related to environmental press and cognitive factors.
Thus it would be reasonable to assume that when an adult's life change con-
sists of entering a learning environment, this environment will impost

adaptive tasks on him which require the mobilization of new resources.
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Such similar situations which require adaptation to a life change continu-
ally face every individual during his life time. These situations are con-
ceptualized as "crises" (Erikson, 1963; Caplan, 1964; Lindemann, 1964).

The way in which an individual responds to the "crisis'" situation in
his life may be either regressive or defensive, such as dropping out, or
may represent efforts, to master the enviromment, reorganize the perception
of the task ahead, and solve the problem of dealing with the new situation.
This ability to manage is called "coping'" (Hamburg and Adams, 1967), and
the process of "coping" may include dropping out of a situation.

Holmes (1970) initiated research related to life change and its
effects on students. He followed 54 medical students from the beginning of
their freshman year to the end of their sophomore year. Of these 86 per-
cent with high life change scores, 48 percent with moderate life change
scores and 33 percent with low life change scores experieﬁced major health
changes. Also, subjects with major health changes experienced more minor
health changes than subjects without major health changes.

In a study of the relationship of life change and occurrences of
infectious mononucleosis among students at Kansas State University, the
incidence of mononucleosis had no correlation with frequency of life change.
However, in all students included in the study; the median score on
life change for students who reported physical illness within the-year was
significantly higher than those reporting no illness (Wilder, Hubble, and
Kennedy, 1971).

In a life-change study of football players, Bramwell (1971) found that
50 percent of the players in the high risk group experienced injury,

25 percent in the medium risk group had suffered an injury, and 9 percent
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of the low risk group experienced an injury. Of the ten players who sus-
tained multiple injuries during the season, seven were in the high risk
group.

Carranza (1972) found that high life change activity is associated
with the less desirable aspects of teacher performance. There was also a
significant negative correlation between the amount of life change and
graduate education attained beyond the bachelor's degree.

The first study which applied the concept of life change to academic
achievement was performed by Harris (1972). The purpose of his study was
to investigate the effect of over-stimulation at the cognitive level which
results from a too rapid change and interferes with a subject's ability to
concentrate (Toffler, 1970, p. 348). In addition, since the efficiency of
individuals at tasks requiring cognitive skills deteriorates when the rate
at which they must function is increased (Miller, 1967), time pressed sub-
jects sometimes reach limits beyond which they are unable to function
(Toffler, 1970, p. 351). Harris divided freshmen in college into low,
medium, and high academic risk populations based on their American College
Test (ACT) scores. The life change data were collected through the use of
the Social and Collegiate Readjustment Rating Scale (SCRRS). Academic
Achievement was evaluated by grade-point averages of ﬁhe subjects at the
end of one semester. It was found that grade-point averages tend to be
inversely proportional to the amount of life change experienced. The
effect of life change on grade-point average remained constant regardless

of the level of college readiness as measured by the ACT (Harris, 1972,

p. 43).
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In a later study by Bassetti (1973), the rate of academic achievement
was compared to degree or life change, trait anxiety, and dogmatism.
Bassetti used the Social and Collegiate Readjustment Rating Scale (a varia-
tion of the SRRS designed for full-time college students) (Holmes and
Masuda, 1973, p. 178), the Trait Anxiety Inventory (Spielberger, Gorsuch,
and Lushene, 1970), and the Dogmatiém Scale (Rokeach, 1954). He divided
the population into low, medium, and high academic risk categories based
upon academic achievement expectancy as reflected by the college entrance
tests. He found that in the low academic risk category population, mean
grade-point averages among students with high 1ife change scores were sig-
nificantly lower than mean grade-point averages among students with low
life change scores.

Garry (1975) explored the effects of a history of recent life crises
on the drop-out behavior of adult continuing education students. The popu-
lation consisted of 100 freshman adult evening students at a community col-
lege. The students were divided into groups of low, medium, and high aca-
demic achievement expectancy based on their high school grades. Data on
their recent life change events were collected through the Social Readjust-—
ment Rating Scale. After five months (at the end of the quarter), drop-out
data for the population were obtained. Six hypotheses were tested with the
following conclusions: no significant difference existed in mean life
change scores among the adult students at the low, medium, and high academic
risk populatidns; there were no significant differences in the freqencies
of drop-out behavior of adult students in low, medium, and high academic
risk categories; there was a significant relationship between the amount of

life change in adult students and the frequency of their drop-out behavior.
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Drop-outs, regardless of academic risk category, had experienced signifi-

cantly more life change than nondrop-outs.

Characteristics

Personality traits Several studies using personality measures have

been successful in the prediction of drop-outs. In 1962 Heilbrun found the

Adjective Check List need scales useful to predict first-year drop-outs

among female college freshmen. Subjects who dropped responded signifi-
cantly higher on variables "Heterosexuality" and "Change" while lower on
"Achievement," "Order," and "Endurance." 1In a later study using the

Adjective Check List, Heilbrun (1965) predicted that when intellectual

ability was controlled as a variable, college freshmen who dropped out were
more assertive and less task oriented than those who persisted. The
results supported the hypotheses for both sexes but only at the higher

ability level.

Scharles (1966) used the Edwards Personal Preference Schedule with

adult students and found: 1) persisting males expressed a significantly
higher need for affiliation and a lower need for autonomy than did drop-out
males and 2) persisting females showed a higher need for abasement and a
lower need for achievement than females who were drop-outs.

Larson and Bible (1969) constructed an adjective list and asked adult
career education students to indicate on a scale of 1 (least) to 7 (most)
how well each adjective described their "self.'" He found drop-outs signif-

icantly more often rated themselves lower on "leadership," "cooperative,"

and "'talkative."
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Killian (1969), using the California Test of Personality with a sample

of adults eﬁrolled in a learning laboratory, found drop-outs scored signif-
icantly lower than persisters on the "social adjustment' and "total adjust-
ment'" scales.

Boshier (1973) constructed a list of 23 semantically differentiated
pairs of adjectives. He asked adult students to use the differential to
project personality descriptions of the hypothetically typical general
adult education persister and drop-out. Students who ultimately withdrew
from their programs (drop-outs) projected fewer differences between the two
hypothetical personalities, while students who persisted projected signifi-
cantly greater differences. Boshier concluded he could predict drop-outs
from his adult programs from their scale scores prior to the withdraw
decision.

Wilson (1977) measured differences in response patterns to the Adjec-
tive Check List (Gough, 1952) of drop-outs and persisters in a group of
142 adults enrolled in a GED program of a midwestern capital city community
college. The age range was 16 to 63 years with a mean of 27 and mode of
18 years. I; was found that significant ACL scale scores did exist between
the self-descriptions of enrolling GED students who drop out and those who
complete their programs or persist for at least ten weeks. Drop-outs
described themselves as more rebellious and hostile. They were seen as less
socialized, while being more impulsive, headstrong, and irresponsible.

They were less able to give prolonged effort, being more impatient, and yet
were more comfortable with disorder and change than the persister. The
drop-out was seen as indifferent to the feelings and needs of others as he

was assertive, less willing to subordinate himself, and more desirous of



157

attention and authority. The drop—out seeks succorance and while being
inattentive to the needs of others may desire more supportive and dependent
relationships than persisters.

The persisters were seen as more obliging, tactful, diligent, practi-
cal, and compliant than the drop-out. They were more interested in stabil-
ity and reduced risk taking. In relationships they were more concerned
about the needs of others, more supportive, more persevering, more able to

yield to the reasonable requests of others.

Wilson concluded that if the nonpersisters are to be retained, they
will need more understanding and support. The drop-outs' past failures and
anxieties would require greater efforts and consideration from the teacher.
Also learning periods might need to be shortened and the number of success
experiences increased in order to retain these persons. Peer relationships
might also need to be encouraged and fostered to increase their bonds to
the program. And, most important of all, they would need instructors who
would be mature and willing to absorb some of the jolts and jars encoun-
tered when working with persons who may tend to be self-centered and insen-
sitive. Their psychological needs are great, and they are able to give
little.

Teichert (1969) also found that persisters tended to possess certain
personality traits that were not as pronounced in nonpersisters. Persis-
ters were able to control both their domestic circumstances and academic
programming, showed greater geographic and socio-economic mobility, and
were less satisfied with their present jobs than nonpersisters. Also,
LeClair (1969) found that persisters perceived university evening classes

as a need fulfillment and as a means of advancement. Sainty (1971), in a
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comprehensive research study, concluded that drop-outs were not as success—
ful as their counterparts in either their previous schooling and in their
work experience, thus confirming the findings of Teichert (1969) and
LeClair (1969) in identifying certain individuals as tending to be nonper-
sisters. Sainty (1971) generalized from high school level research that
factors which might have prediction value for adults would be intelligence,
reading ability, personality factors, and certain biographical data. Upon
identifying a group of 104 male adult students in Canada enrolled in a pro-
gram with a 55 percent drop-out rate, he administered the Terman-McNemar
Test of Mental Ability, the Gates Reading Survey, the Q-Tags Test of Per-
sonality, and a personal data questionnaire. He found 17 significant pre-
dictor variables, of which four were measured on the tests, the remainder
were biographical differences. The majority of the 13 biographical differ-
ences was categorized by the researcher into a ''monsuccess syndrome."

Vaughan (1968) found that drop-outs tend to be more impulsive than per-
sisters. Jones (1955) and Lavin (1965) found drop-outs lack flexibility in
dealing with changing circumstances, and Grace (1957), Grande and Simmons
(1967), and Vaughan (1968) found them more anxious and restless relative to
their successful college counterparts.

Sanford (1970) and Knoell (1966) both stressed a need for additional
nonintellectual research, and Knoell added that in addition to personality
factors, a student's environmental pressures should be studied.

Demographic and other characteristics In addition to such factors

as life stage, life change, and personality, other variables have been
found to influence persistence in adult students. Brown, Knox, and

CGrotelueschen (1966) studied several university adult education programs
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for ;tudent characteristics, community size, institutional size, etc., to
determine any differences that might exist between those who continue tak-
ing courses and those who drop out. They found that the persisters tend to
be older and have higher verbal ability. However, Ulmer (1960) found no
differences in age between those who persist and those who drop out, but as
described earlier in this review, his data were contaminated by the fact
that a large proportion of those taking courses received suﬁsistence allow—-
ance and of those receiving subsistence the drop-out was comparatively low.
Zahn (1964) and Zahn and Phillips (1961) found that students with low
academic ability tended to drop out of credit classes more often than stu-
dents with high academic ability. Zahn (1964) suggested that feedback from

examinations and grades determines which of the low achieving students will

persist.

Bhatnagar (1975) found successful completion of high school and not
having repeated any high school grades were positively related to persis-
tence while high school grades and the type of high school attended did not
bear any relationship with drop-out behavior. Thus performance at the high
school level is predictive of persistence with part-time university student
only at the lower end of the scale (based on this study). Stﬁdents who do
relatively poorly at the high school level in the sense of having to repeat
a grade or those who fail to graduate are more likely to drop out. It is
interesting that these findings are dissonant with studies based on full-
time college students in which high school performance was related to per-
sistence in college (Chase, 1970; Lawhorn, 1971; Astin, 1971). This study
is in agreement with Eagle (1972) who failed to establish any relationship

between entry variables and dropping out. No significant differences
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between persisters and drop-outs were found in high school average, high

school curriculum, reading score, and type of high school attended.

Summary

The phenomena of "drop-out" in education, and particularly adult con-
tinuing education through the open university concept, is exceedingly com-
plex. It cannot be assumed that it ié undesirable. However, if circum-
stances occur, relating to the method in which the course was presented or
within the course itself, which precipitates the drop-out, it should then
be remedied if possible because the effect on the individual student and
consequently the overall program might be adverse.

The main objectives for most continuing education programs from the
standpoint of the student would probably include the gaining of knowledge,
skills, attitudes, improvement of self-concept, continuing motivation to
learn, and hopefully some sense of satisfaction with the course or courses
and the program. These objectives may be realized without course comple-
tion. It may also be possible for a student to have failed in reaching any
of these objectives and to have completed the course and to even enroll in
a subsequent course or courses, depending on his goal or motivation. It is
for these reasons and possibly others that drop-out statistics are often
contradictory énd difficult to interpret. For example, in the Stine (1976)
study, about 97 percent of the withdrawees felt that they were adequately

or better served by the college with more than half of these rating the

service excellent. About half of the withdrawees indicated that they

expected to return to the college.
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METHOD OF PROCEDURE

The purpose of this study was to gain comprehensive information from
and about the students who enrolled in the first and second offerings of
the Universify of Mid-America that could be used as one basis for decisions
relating to improvement and expansion and that might serve as guidelines to
others engaged in similar pioneering efforts.

This chapter includes a statement of the 1) objectives of the study,
2) description of the population, 3) rationale for the selection or devel-
opment of instruments used in the study, and 4) delineation of procedures

employed for the collection and analyses of the data.

Objectives of the Study

The objectives of the study were to:

1. Obtain information about attitudes and reactions of the learners
toward the experience of participating in a UMA course at Iowa
State University, including:

a. The learner's evaluation of the course including role of the
mentor, video component, textbooks, learning aids and expe-
riences, evaluation devices, role of the center personnel.

b. The learner's views of the value of the experience to himself/
herself.

c. The learner's views of the impact of the experience on his
life style, family, self-identity.

2. 1Identify learner characteristics which tend to correlate with:

a. A successful experience as viewed by the learner.
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b. A successful learning experience as measured by the satisfac-

tory completion of the course.

Population of the Study
The subjects for this study included all of the students who enrolled
and actually began working in the courses offered through the University of
Mid-America at Iowa State University iﬁ.the spring and fall of 1976.
The courses offered and students enrolled included:

Spring term~-February 9 to June 30, 1976

Quarter hour Students Non-
Course credits enrolled students
4 98 5

Accounting I
(Industrial Administration 282X)

Consumer Experience 3
(Family Environment 215X)

Psychology Today 4 58 11
(Psychology 100X)

32 1

Fall term--late September or early October (depending on the course)

Quarter hour Students Non-
Course credits enrolled students
Accounting I 4 92 2
Psychology Today 4 48 8
Adams Chronicles 3 29 4
Writing for a Reason non~credit 26 0

The total number of students enrolled in the spring term was 188 and
for the fall term 95. The number of students originally enrolled does not
reflect the number of students who actually participated in the program and
either completed it or dropped out after attempting study in the course(s).
A total of 17 students enrolled in the spring group of 188 elected not to
begin studying the courses, and 14 of the 195 enrolled for the fall term

made the decision not to proceed with their original decision to take the
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course. Through telephone contact with each of these students, it was
learned that their decisions for not beginning study in the course(s) at
that particular time were based on such reasons as a change in work sched-
ule, change in family plans, unforeseen emergencies, and health, or a
review of the course materials revealed content that they had not antici-
pated and which did not suit their current interests or needs. The infor-
mation gained relating to their reaction to the course content was valuable
in that it revealed some need for increasing descriptions of the courses in
promotional materials. The promotion time was very limited for the first
(spring, 1976) term offerings.

Since the students who enrolled but did not begin their studies could
not react in any way to the various components of the program, they were

considered nonstudents and dropped from the study.

Registered for two or more courses

Spring, 1976 In the first enrollment, 17 students registered for

two or more courses—--one student registered for all three courses that
were offered. Of this group, the one who registered for the three courses
and seven of the 16 students who registered for two courses completed the
courses for a total of 50 percent; three or 18.75 percent of the students
who registered for two courses changed from "credit" to "audit" for both
courses; four or 25 percent dropped one course (one student dropped
Accounting I and three students dropped Psychology Today); one student or
6 percent dropped both courses.

Fall, 1976 In the second enrollment, 19 students registered for

two or more courses; seven students, 37 percent, completed both courses;
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six students, 32 percent, completed one course and changed the second
course to audit or dropped the course; four students, 21 percent, did not
remain in either course for credit--two of these students changed both

courses to audit and two dropped both courses.

Selection and Development of Instruments

It has been theorized that in an eaucational setting a population can
be well-served only if those responsible for the planning have a comprehen-
sive picture, including the interests and needs, of the individuals to be
served (Tyler, 1950). In the last few years, the fastest growing popula-
tion in education has been the adult group, and there has been extensive
discussion of the "life-long learning' concept. In operationalizing this
concept, gaining a better understanding of the characteristics and atti-
tudes of adult learners has important implications for program development
in adult education. Morstain and Smart (1974) add that "This is especially
true if one accepts the premise that an institution's programs and policies
are best considered with reference to the characteristics of its students"
(p. 97). Since UMA/ISU is endeavoring to serve its adult students in the
best way possible, it was the objective of this study to gain the informa-
tion necessary to serve as a basis for making policy decisions. To accom-
plish this goal, it was decided that essential data would need to include
selected demographic and personality characteristics of the enrolled stu-
dents and the reactions of the students to the overall program. In addi-
tion to the information obtained through the student registration form (see
Appendix E), four instruments were used as follows: Student Information

Questionnaire, Strong Campbell Interest Inventory, Nelson Denny Reading
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Test (Vocabulary Section), and a student reaction questionnaire sent at the
end of the course called the UMA/ISU Student Questionnaire. A description

of the instruments and the rationale for the selection, revision, and/or

development of the instruments follows.

Student Information Questionnaire

In October, 1974, the first students enrolled in the open learning
program at the State University of Nebraska (SUN). This provided the
opportunity to study actual learners rather than prospective learners as

had been done rather extensively.

In an effort to implement this, the Office of Research and Evaluation
prepared an extensive Student Information Questionnaire. The questionnaire
included questions about many aspects of the background, hopes, and ideas
of SUN learners, and the questions were grouped into sections titled:
General Information, Education, Work, Leisure Time, Resources, Goals,
Enrollment, and a space for any additional general comments the student
wished to make.

When the decision was made to study the initial learners in the Uni-
versity of Mid-America program at Iowa State University, the Director of
Research and Evaluation of the University of Mid-America Consortium,

Dr. Dennis D. Gooler, requested (on behalf of the research staff) that the
questions included in the questionnaire used in the SUN experiment in open
learning be incorporated in the Iowa study. Since the topics covered would
not supply all of the data needed for the present study, revisions were
necessary. Under the direction of Dr, Leroy Wolins, a specialist in the

area of research and statistics at Iowa State University, changes were made
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through the addition of relevant questions, retaining the format and all of

the original questions in the SUN questionnaire. A copy of the question-

naire is included in Appendix B.

Strong Vocational Interest Blank Merged Form T325 known as the Strong-
Campbell Interest Inventory

Adult education stresses the importance of developing programs

compatible with the needs and motives of participants. An asso-

ciated aim is the desire to create learning environments congru-

ent (Boshier, 1973) with the needs, expectations and learning

styles of adults (Boshier, 1976, p. 24).
He adds that motives for participation and the learning environment are
also linked to drop~out. Thus it might be possible that a student's reac-
tion to an adult education program and his inclination to persist or drop
out would be related to his basic vocational interests and certain person-
ality traits among other factors.

The decision to use the Strong—-Campbell Interest Inventory in this
study was inflﬁenced by the examination of research which indicated
1) relationships between adults' vocational interests and personality
traits and their satisfaction, persistence, and performance in areas of
study and work and 2) relationships between satisfaction and success in an
educational endeavor and the learning environment. A brief overview of the
studies which relates to these factors and which influenced the selection
of this instrument follows.

Adults' orientation towards learning Houle (1961) described three

groups of adult students, each with a uniquely different orientation
towards learning. Flinck (1977) concluded that the findings in many
studies could be classified to advantage according to Houle's typology.

Flinck included the studies of Hoy (1933), Sheffield (1964), Tough (1969),
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Boshier (1971), and Burgess (1971), however, adults' reasons for engaging

in continued learning that have been identified in additional studies also

can be classified according to Houle's typology and a composite follows:

1.

Goal oriented persons--those who utilize education to reach fairly
clear-cut objectives. These have been described as primarily job-
oriented or credential or degree-oriented for the purpose of
vocational advancement. Studies have found vocational reasons
paramount for participation in various forms of adult education
(Hoy, 1933; Sheffield, 1964; Tough, 1969; Boshier, 1971; Farnum,
1960; Carter, Kerr, and York, 1962; Johnstone and Rivera, 1965;
Wedell and Perraton, 1968; Glatter and Wedell, 1971; Morstain and
Smart, 1974; Sovie, 1972; Grabowski, 1972; Burgess, 1971).
Activity oriented persons--who want activity for the sake of
activity. These adults take part because they find in the circum-
stances of the learning a meaning which has no necessary connec-
tion, and often no connection at all, with the content or the
announced purposes of the activity. Reasons include: social,
leisure time activity, hobby, puzzlement or curiosity, pleasure
and/or satisfaction, noneducational television abhorrence, and
desire to escape (Hoy, 1933; Sheffield, 1964; Tough, 1969;
Boshier, 1971; Burgess, 1971; Houle, 1971; Morstain and Smart,
1974; Sovie, 1972; Grabowski, 1972).

Learning orientation--who seek knowledge for its own sake. The
reasons these adults enroll in adult learning activities include:
the desire to know, a thirst for knowledge in general, wanting to

improve themselves, an interest in a specific area of study--or
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curiosity about it and satisfaction from possessing knowledge

apart from using it (Hoy, 1933; Sheffield, 1964; Tough, 1969;

Boshier, 1971; Burgess, 1971; Morstain and Smart, 1974; Sovie,
1972; Grabowski, 1972).

While Houle's three-factor typology serves to classify many of the
reasons for adult participation, it does not include all of the reasons
adults give for continuing to learn. Many additional reasons have been
expressed by adults included in studies (Dickinson and Clark, 1975;
Sheffield, 1964; Sovie, 1972; Boshier, 1977a; Zack, 1976; Haag, 1976;
Morstain and Smart, 1974; Grabowski, 1972).

Adults' motivational factors for learning Certain factors have

been identified which tend to motivate adults to continue their learning
endeavors. These factors include, among others, the following:

1. Life-chance motivation (Boshier, 1977a), which is an attempt to
satisfy the lower-order needs on Maslow's hierarchy--that is to
cope with some aspect of life through acquisition of utilitarian
knowledge, attitudes, or skills.

2. Life-space motivation (Boshier, 1977a), which is an attempt at
self-expression. This leads to gratification which in turn
increases motivation and heightens excitement.

3. A stage in the life cycle (Neugarten, 1975; Kuhlen, 1963;
Friedmann, 1964; Havighurst, 1964; Havighurst, Neugarten, and
Tobin, 1975).

4, The self-concept (Dildine, 1969; Boshier, 1973).

5. A personality trait (Flinck, 1977).
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6. Particular educational needs (Atwood and Ellis, 1971; Knowles,
1973).

A review of these studies indicates that the "self" is organized in a
number of interdependent sub-categories which are situationally oriented.
When facing a '"problem" or "making up one's mind" about something, one
refers to a complex of situations known from previous experience. The
"problem" will give rise to a behavior cycle and to a great extent the way
through this cycle is directed by emotions and feelings which implies that
a person's action will be unique to him. Consequently, the way in which he
interprets and experiences the world around him (him phenomenal field) will
be unique, too. This in turn is dependent on his personality and interests
(Flinck, 1977). Since the manner in which an adult reacts to each new
experience he encounters is dependent on the interaction of his personality
and interests, based on past experiences, it is necessary to gain some
insight in reference to these for a meaningful interpretation of his eval-

uations.

Implications of UMA students' orientation to adult education

Recent studies of UMA/SUN indicated that the majority of students enrolled
wished to update their employment skills, change employment, seek advance-
ment on the job, or were interested in seeking training of some kind in the
future and were anxious to know if they were capable of "studying again."
The relationship of the content of the course to their vocational interest
might have had an affect on their reaction to the course and overall pro-
gram since it has been found students are more successful in college if

their choice of major is similar to their occupational interests (Nafziger,

Holland, and Gottfredson, 1975).
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In support of Nafziger's et al. (1975) conclusion, Nunnally (1970)

states:

Interests are very important to consider in choosing occupations.
If an individual really likes a particular type of work, often

he can succeed in spite of only a moderate amount of aptitude.

No matter how much initial aptitude a person has, he can fail in

a line of work through inattention and lack of effort (p. 418).
There is also supporting evidence that interest inventories can predict
future satisfaction on the job (Nunnally, 1970) and predict tenure (Porter
and Steers, 1973; Ferguson, 1958; Boyd, 1961; Mayeske, 1964; Aiken, 1976),
thus "interests" tend to be predictive, at least to some extent, of job
performance and satisfaction. It would also tend to follow that an indi-
vidual's interests might correlate quite strongly with performance in an

educational endeavor and with attitudes toward the overall experience.

Vocational choice based on personality theory One of the major

theories of career choice and development is the personality theory, and
the major assumption from the personality frame of reference is that an
individual's personality structure reflects different need dispositions and
the satisfaction of these needs is sought in occupational choices (Holland,
1966, 1973; Roe, 1956). Accordingly, Roe states that various career areas
attract persons of need dispositions and personalities unique to those
career choices and states that:

1. Early child rearing practices are related to the kinds of interac-
tions.that persons establish with other persons-—-toward or away
from--and with things.

2. Securing opportunities to express individual styles of behavior is
inherent in choices made and vocational behavior. Thus, occupa-

tional choices are processes of self-categorization.
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3. Occupations can be described in terms of fields which describe an

individual's orientation to or away from people or things.

Roe particularly emphasizes the part personality plays in career
choice and points out the importance of a person's orientation toward or
away from people or things as an attribute of career choice.

Holland concurs with Roe and emphasizes hierarchies within occupa-
tional clusters requiring various kinds and amounts of education as well as
the importance of self-knowledge in relation to choosing a career. His

theoretical tenets include:

1. Self-knowledge is important to the individual's movement through
educational decisions to occupational environments.

2., People seek those settings and occupations, including curricula,
which permit expression of their personality styles.

3. Personality types and career environments can be classified on a
similar basis.

On the basis of his proposition that people's vocational choices are

expressions of their personalities, he has categorized occupations into six

groups with each group representing a different personality type (Hearn and

Moos, 1978, p. 113):

Characteristic
Relevant Personality and
Holland Classroom Environmental Type
Orientation Subjects _ (from Holland, 1973)
Realistic Auto repair, carpen- Asocial, conforming, frank,
try, electronics genuine, materialistic, per-
general shop, sistent, practical, stable,
machine shop, power thrifty, uninsightful

mechanics
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Investigative Algebra, biology, Analytical, curious,
chemistry, geometry, independent, intellec-
mathematics, physics, tual, introspective,
physical science, introverted, passive,
science unassuming, unpopular

Artistic Art, band, composi- Complicated, disorderly,
tion, drama, English, emotional, imaginative,
French, German, impractical, impulsive,
Italian, literature, independent, intuitive,
music, Spanish, - nonconforming, original
theatre

Social Civics, economics, Friendly, helpful,
government, history, idealistic, insightful,
political systems, persuasive, responsible,
social studies, sociable, tactful, under-
sociology standing

Enterprising None Acquisitive, ambitious,

dependent, domineering,
energetic, impulsive,
optimistic, self-confi-
dent, sociable

Conventional Bookkeeping, cleri- Conforming, defensive,
cal, office prac- efficient, inflexible,
tice, retailing, inhibited, obedient,
shorthand, steno- orderly, persistent,
graphic, typing practical, prudish

This occupational classification was also used as a basis for the
reorganization of the scores on the profile of the new edition of the
Strong-Campbell Interest Blank known as The Strong-Campbell Interest Inven-
tory. This adds considerable conceptual richness to the profile and pro-
vides a more powerful interpretation of any one individual's results
(Campbell, Crichton, Hansen, and Webber, 1974).

Perceptual style as a personality characteristic The personality

characteristic of perceptual or cognitive style is probably one of the most
researched and most important in relation to an individual's choice of voca-

tion and on a less global perspective, his reasons for day-to-day
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involvements. It is also an important aspect of cognitive orientation.

The concept refers to the manner in which the individual perceives himself
in relation to his environment and is generally described as the extremes
of a continuum. Essential characteristics of cognitive style are that they
are concerned with the form rather than the content of cognitive activity--
that is, they refer to individual differences in "how" individuals per-
ceive, think, solve problems, learn, and relate to others. They are

also pervasive dimensions that help to restore the psyche to its proper
status as a holistic entity, and thus tests of cognitive style have poten-~
tial value in also assessing what have come to be called 'noncognitive
attributes." Cognitive styles tend to be stable over time and are value
free——that meaning, it is not better to be at one or the other end of the
continuum or toward the middle--all "styles" have merit.

Perceptual style of field dependence/independence The terms "glo-

bal" and "articulated" or "field dependent" and '"field independent" are
used in reference to one of the most researched cognitive styles, and there
has been a preponderance of studies that has examined the relationship of
educational-vocational "interests" and "attitudes" to field-dependence-
independence (Arbuthnot and Gruenfeld, 1969; Chung, 1966; Crutchfield,
Woodworth, and Albrecht, 1958; Keen, 1974; Pemberton, 1952; Scheibner,
1970; Zytowski, Mills, and Paepe, 1969; Cross, 1976). The majority of
these studies used the Strong Vocational Interest Blank or similar instru-
ments and have explored the relationship between cognitive style and inter-
ests defined in vocational terms. It was generally found that field-
independent persons were interested in the analytical impersonal domains,

and the field-dependent persons were interested in the interpersonal
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domains that require social skills. Studies show that vocational interest
measures are more likely to show a relation to measures of field-dependence-
independence when these measures call for both the cognitive and social

characteristics found together toward each pole of that dimension (Clar,

1971).

Vocational '"choices" based on vocational interest, are also related to
the cognitive styles of individuals and strongly reinforce the finding from
the studies of interests that relatively field-independent persons favor
impersonal domains which require competence in cognitive articulation, and
field-dependent persons favor interpersonal domains which do not call for
that kind of cognitive competence (Baker, 1971; DeRussy and Futch, 1971;
Holtzman, Swartz, and Thorpe, 1971; Kangas, 1971; Mayo and Bell, 1972;

Paeth, 1973; Peterson and Sweitzer, 1973).

Introversion-extroversion as a personality characteristic In addi-

tion to the identification of an individual's vocational interests, the
Strong-Campbell Interest Inventory has two scales that have relevance for
the present study, the Introversion-Extroversion Scale and the Academic
Orientation Scale.

The Introversion-Extroversion Scale was formerly titled the Occupa-
tional Introversion-Extroversion Scale and has proved useful in undexrstand-
ing a person's pattern of interests. Scores on the.IE Scale reflect the
person's interest in being alone as opposed to working closely with other
people; high scores are earned by introverts, people who would rather work
with things or ideas; low scores are earned by extroverts, people who enjoy
working with others, especially in social-service settings. Based on the

validity statistics, the IE Scale successfully discriminates between
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people-oriented occupations and nonpeople—ofiented occupations (Campbell,
1971).

The IE Scale for the SCiI booklet was constructed by using the items
from the two earlier scales that survived the screening for the merged
booklet. Only those items common to both the male (Form T399) and female
(Form TWe98) booklets were used so that the occupational-criterion groups
could be scored on the new 1E Scale for the SCII booklet. The original
IE Scale was constructed by using the Social Extroversion-Introversion
scale from the Minnesota Multiphasic Personality Inventory. College stu-
dents with high scores (plus one standard deviation, i.e., 60 or above) and
low scores (minus one standard deviation, i.e., 40 or below) were separated
out, and their SVIB response percentages were compared.

Test-retest statistics over l4-day and 30-day intervals for the IE
Scale show the scale to be stable over short time periods with test~retest
correlations of around .90 and test-retest means within one point of each
other.

Interpretive statements for the Introversion-Extroversion Scale
include:

Score

57+ Your high score on the Introversion-Extroversion (IE) Scale indi-
cates you prefer working with things rather than people. Skilled
trades people, scientists, and artists score high on this scale
while sales and social-service occupations have low scores on this
scale.

44-56 Your score on the Introversion-Extroversion (IE) Scale is an aver-

age score. Scores greater than 50 indicate a mild preference for
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working alone, while scores less than 50 show more of a liking for
working with people.

43 Your low score on the Introversion-FExtroversion (IE) Scale indi-
cates you prefer working with people rather than things. Sales and
social-service occupations score about the same as you, while peo-
ple who like to work alone have high scores.

The use of the Introversion/Extroversion Scale to help gain insight
relative to the levels of satisfaction and performance of UMA students is
based on studies which find introversion/extroversion to be a basic person-
ality characteristic. Eysenck and Eysenck (1963) and Peterson (1965) state
that at the present time two factors explain much of the common variance
among personality self-inventories, "adjustment'" and "introversion-
extroversion.'" Studies concerning the relation between achievement and
Eysenck's (1963) factors of introversion-extroversion and neuroticism pre-
sent a complex picture. Anthony (1973) states that, based on ability
scores, introverts score higher at any age and are the early developers.
However, Entwistle (1972) and Eysenck (1971) theorize that there are appar-
ent age trends which suggest that the better performers are the "stable
extroverts" in primary school and are the "neurotic introverts" in the uni-
versity. In fact, Eysenck describes introverts as retiring, bookish, well-
organized, and controlled; he pictures extroverts as sociable, impulsive,
aggressive, and lacking in reliability. This suggests that in an educa-
tional context introverts should be better learners than extroverts.
Eysenck's theory implied that in laboratory studies of conditionability,
introverts should be more quickly conditioned than extroverts and that the

introvert's conditioned responses should decay more slowly. Franks (1957)
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found that the predicted relation between conditionability and I-E as meas-
ured by the Maudsley Personality Inventory (MPI) was significant, which was
in accordance with Eysenck's theory (Eysenck, 1959). Furneaux (1956) and
Broadbent (1958) also concur by showing that high attainers among univer-
sity students were significantly more neurotic and introverted than low
attainers, and Lynn (1971) found a positive correlation between neuroticism-
introversion and attendance at a university.

Of particular added interest for this study are findings that have
noted a significant relationship between the SVIB Occupational Scales and
various measures of introversion-extroversion (Bendig, 1963; Johansson,
1970; Lanna, 1962), and Johnson, Flammer, and Nelson (1975) found a resem-
blance between the extroversion factor of personality and the social (S)
dimension on Holland's scales (as opposed to the investigative-realistic

(IR) dimension).

Academic Orientation, a relationship to persistence in academic situa-

tion The Academic Orientation Scale in the SCII was constructed by
using items from the SVIB that were common to both the men's and women's
Academic Achievement Scales and that had survived the item screening for
the SCII. All of the items in the new scale are included in all three
booklets, therefore, all samples in the Strong archives responding to any
of these booklets can be scored with this new scale.

The items in this scale weighted positively cover a wide range of aca-
demic topics with emphasis on the arts and sciences. The items weighted

negatively are fewer in number, with no particular theme, and include minor

clusters of sales and blue-collar items.
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The mean AOR (academic orientation) scores for 100 occupational sam-
ples constitute the validity foundation for the scale. Occupations requir-
ing a high level of academic training--psychologists, chemists, physicists,
mathematicians, physicians--scored the highest (high 50s or low 60s) and
with means more than three standard deviations lower were occupational sam—
ples with much lower requisite educational levels—-farmers, beauticians,
sewing machine operators, and realtors.

The scale reliability is .90 based on test-retest correlations. The
test-retest means were within one point of each other, and the tests were
spaced from l4- to 30-day intervals.

The scores for this scale should be interpreted as an indication of
the degree of academic orientation of the respondent. High scores are usu-
ally found among people who are well-educated or intend to become so, and
low scores are found among those who are uncomfortable in academic settings
and/or find intellectual exercises a bit of a bore. Most individuals with
advanced degrees score high, and high school drop-outs score low. It is
interesting that many college drop-outs also score quite low but not as low
as high school drop-outs.

Of particular significance for the present study is the correlation of
AOR scores with length of college attendance; also this scale tends to
increase with age, at least during college attendance. In a Minnesota
study, mean scores increased from 41 to 51, however, this type of increase
did not occur among Harvard students where the initial scores of freshmen
were already high (Campbell, 1974; Strong, 1959).

A caveat is in order in interpretation of this scale; high does not

mean ''good" and low "bad." For example, in an extensive study, scores were
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collected on outstandingly successful men, and many generals and admirals,

football coaches, corporation presidents, state governers, etc., had com-

paratively low scores. The score shows only interest in an academic set-

ting, and if a student is to persist in this type of endeavor, he will

probably succeed better if he also has a basic interest in the academic

area (Campbell, 1971).

The interpretive statements for academic orientation (AOR) further

clarify the significance of the scores and these follow:

Score

-30

31-39

40-52

53+

Statements
Your score on the academic interest scale (AOR) indicates a simi-
larity of your interests with people who usually do not go to col-
lege for training after high school. You probably would find col-
lege courses very uninteresting and not very satisfying.
Your score on the academic interest scale (AOR) indicates a simi-
larity of your interests with people who go to college for a year
or two; generally they do not find college very rewarding.
Your score on the academic interest scale (AOR) indicates a simi-
larity of your interests with people who go to college and receive
their baccalaureate degree such as teachers, nurses, and archi-
tects. They generally do not have interest in or wish to continue
their education for a more advanced degree.
Your score on the academic interest scale (AOR) indicates a simi-
larity of your interests with people who go to college and obtain
an advanced degree beyond their baccalaureate degree, such as doc-

tors, scientists, and professors.
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Choice of an interest inventory for the study The decision to use
an interest inventory was based on several factors and the first and most
important was the type of information that could be gained from each adult
student through its use. In addition, other factors include the ease of
administering the instrument, of scoring the instrument, and of interpret-
ing the results. The Strong-Campbell Interest Inventory was chosen because
it is one of the two inventories that have become the most prominent in the
use of measuring vocational interests (Aiken, 1976). There was a particu-
lar bonus in selecting it for this study as a "profile" is sent to each
individual taking the inventory, and the students could interpret this as a
service to them by the university since many had indicated on their first
questionnaire that they were searching for knowledge about themselves and
their future directions.

Since the gaining of information about the personalities of the stu-
dents was one of the objectives of the study, the choice of an interest
inventory rather than a personality inventory might be questioned. While
an interest inventory is the best instrument to use to measure vocational
interests, it might be argued that a personality inventory might be a bet-
ter choice for the measurement of the personality traits. This possibility
was explored, but the difficulties encountered in the use‘of personality
measures were numerous. The type of items inéluded in most personality
inventories could be interpreted by the students as an invasion of privacy
and/or the questions might be threatening to them and lead to the inclina-
tion of the average individual to describe himself in a socially desirable
manner (Yonge and Heist, 1965; Edwards, 1953, 1957). The variability in

interpretation of items and the ability of the respondent to accurately
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describe himself and his actions also tend to result in fake or distorted
scores (Vernon, 1964). It is also a possibility that a student may fake
his replies to an interest inventory, however, Ruch and Ruch (1967) suggest
that "real life" incentives to fake may actually improve the predictive
validities of vocational interest inventories. Hathaway (1960) adds that
if a student knows for what purposes the tests will be used, he will be
better able to indicate the specific role which he is willing to play in
that particular situation. It has also been found that when an inventory
is built according to the pattern of the Strong-Campbell Interest Inventory,
a lack of self-insight resulting in unintentional faking is not of cynical
importance since the keying of an item is based not on its obvious content
but on the empirical fact that it did distinguish between criterion groups,
whereas the opposite is true where items and scores are interpreted on the
basis of their manifest content and taken at face value, as is the case

with the Guilford~Zimmerman Temperament Survey or the Kuder Preference

Record (Thorndike and Hagen, 1969).

Nelson-Denny Reading Test, Part I, Vocabulary Test

The Vocabulary Test, which is Part I of the Nelson-Denny Reading Test,
was selected for this study to ascertain the verbal proficiency of the
enrolled students. Correlations have been found between scores on the
vocabulary test of the Nelson-Denny Reading Test and continuation or drop-
out in a postsecondary program (Hawaii University, 1976) and final achieve-
ment test scores in a UMA course (Forman, 1975). Studies using similar
tests have found correlations between vocabulary scores and vocational

interests (Welsh, 1967) and between vocabulary and drop-out (Sainty, 1971).
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In the Hawaii study, analysis of student scores on the Nelson-Denny
Reading Test Vocabulary section revealed that highest mean scores were
found among older students, married students, graduates of mainland high
schools, liberal arts majors, students with grade point averages of at
least 3.5 (A = 4), and continuing students (as opposed to those who dropped
out). Of further interest to this study is the correlation coefficient of
.664 between '"Vocabulary" scores and "Comprehension" scores. Also students
differed significantly in performance on the total Nelson-Denny Reading
Test by the following characteristics: sex, age, high school background,
educational objective, curriculum program, grade point average, and contin-
uing/noncontinuing status.

In the Forman study, correlation of the Nelson-Denny Reading Test with
the Final Achievement Test Score (significant at .05 level) for the Cul-
tural History UMA/SUN course is as follows: Total Nelson-Denny Score, r =
.53, Vocabulary Score, r = .52, and Reading Comprehension, r = .49. In
‘.this same study, fhe correlation of "Education Level" of the students with
the Final Achievement Test Score was just r = .24,

Using the Terman Concept Mastery Test (Terman, 1956), a nonverbal
intelligence test, the D-48 (Black, 1963), and the Strong Vocational Inter-
est Blank (Strong, 1959), Welsh found a consistent relationship between
verbal intelligence in gifted adolescents.

Students scoring relatively higher on a verbal as compared with a

nonverbal test of intelligence show higher interest scores on

verbal-linquistic scales, and conversely, students with higher

verbal interests score relatively higher on a verbal intelligence

test (Welsh, 1967, p. 352).

In the Sainty study, drop-outs were less intelligent and had lower

reading ability than those who persisted in an adult retraining program.

4
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The Terman-McNemar Test of Mental Ability and the Gates Reading Survey were
used. The correlation coefficients between the continuous predictor vari-
ables (the Bcores on the reading test) and the criterion variable-—drop-out
or completion, were as follows: Gates Reading "Speed and Accuracy," r =
.333, Gates "Vocabulary,'" r = .349, and Gates "Comprehension," r = .315.

It is interesting to note the close correlations between the "Vocabulary"
and "Comprehensioﬁ" parts of the Gates test.

The Vocabulary Test of the Nelson-Denny Reading Test could easily be
administered at a learning center by a learning center person since no spe-
cial training was required. It could also be administered at the time set
for administering a test in a course since it required only ten minutes and
the time periods suggested for the tests were quite flexible; thus a stu-
dent could probably take the extra ten minutes without disrupting a per-

sonal time schedule too seriously.

UMA/ISU Student Questionnaire

There is a fundamental need to understand educational change and inno-
vation better, but the caveats are multiple. Some have argued that the
very way many innovations are planned and conducted precludes a capacity to
address the really important questions about those innovations (Rivlin,
1971). While evaluation is generally advocated as a vehicle for under-
standing innovation and improving public policy, some have urged caution in
the use of evaluation (Mushkin, 1973) largely because the process of evalu-
ation is not well-understood, and interpretations made from findings are
often confused and confusing. A major issue is the success criteria

employed, and this depends on the perspective adopted (Gooler, 1975).
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Rationale for basis of reaction and evaluation instrument Forest

(1976) urges that adult education program evaluation be thought of "liter-

ally." He adds:

It is simply the determination of the goodness, worth, or value
of programs (defined as systems of social interaction with both
experiences and outcomes) . . . that the real value of an expe-
rience varies, depending on its consequences and outcomes. The
more useful the outcomes, the more valuable the experience

(p. 167).

If this view is accepted, the value of program outcomes must also vary
according to a person's experiences related to the program, and the rela-
tionship goes both ways. The value of program outcomes and the value of
program experiences are interdependent.

This reasoning leads to the conclusion that people involved in adult
education programs will place varying values on that program's outcomes,
depending on their experiences with it, and whether the program met their
own concerns and expectations (Forest, 1976; Gooler, 1975; Eggert, 1976).
A person's judgments of a program are not necessarily '"the way it is,"
however, to each individual making the judgment "it seems so." 1In fact,
based on the humanistic-perceptual theory of psychology, an individual's
own perception of events seems so '"right'" and so certain that one is likely
to jump to the conclusion that the way one sees things is the way things
are. It is not the external facts that are important in understanding
behavior but the meaning of the facts to the behavior (Goble, 1971; Combs,
Blume, Newman, and Wass, 1974). |

The way iﬁ which an individual reacts to any experience is dependent
on 1) how he sees himself, 2) how he sees the situations in which he is

involved, and 3) the interrelations of these two. In addition, in a
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situation in which interaction occurs between individuals as in a teacher-
student relationship, "symbolic interaction'" is also taking place. '"'Sym-
bolic interaction" is the peculiar and distinctive character of interaction

as it takes place between human beings. Blumer says:
The peculiarity consists in the fact that human beings interpret
or "define" each others' interactions instead of merely reacting
to each others' action. Thus, human interaction is mediated by

the use of symbols, by interpretation, or by ascertaining the
meaning of one another's actions (Blumer, 1973, p. 145).

Again, this is based on an individual's concept of self and his need to
preserve this concept.

This '"self" enables people to be the "object'" of their own actions.
Thus, people set goals for themselves, argue with themselves, and engage in
countless other interactions with themselves and other "objects" in the
course of their lives. This power of "indication" and reflection upon
themselves and other things as "objects" enables people to treat them as
problems to be defined, interpreted, and consciously solved.

By virtue of indicating such things to himself, a man places him-

self against them and is able to act back against them, accepting

them, rejecting them, or transforming them in accordance with how

he defines and interprets them (Blumer, 1973, p. 148).

Human action, then, flows from these definitions and decisional solutions

with regard to objects as they arise in experience; in this way, people

exercise some control over these objects. Thus :
Instead of the individual being surrounded by an environment of
pre-existing objects which play upon him and call forth his
behavior, the proper picture is that he constructs his objects on
the basis of his ongoing activity (Blumer, 1973, p. 147).
In relation to this study, the "objects" an individual comstructed,

based on his view of his needs, was an "educational experience," and his

reaction to this total experience was on the basis of his necessity to
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preserve his concept of "self." In turn, his self-concept is the product
of the interaction of his personmality with the totality of his experiences.

Construction of UMA/ISU Student Questionnaire To gain information

about the all encompassing effect of the experience on the learners, an
ethnographic paradigm was employed. To implement this, the "setting" in
which the educational experiment occurred was viewed as a '"culture" and
served to illuminate the meaning of the innovative educational experience
to the students. While, according to the humanistic-perceptual theory each
individual's experience would be unique to him as viewed from his frame of
reference, it was assumed that there would be threads of commonality based
on similarities in their background (Iowa, predominantly middle class).
Since the philosophical orientation toward research of the enthno-
grapher is humanist, ethnography explicity makes use of "intelligent,
informed intuition in the search for truth" (Broudy, Ennis, and Krimerman,
1973, p. 158). Based on this approach, an attempt was made to anticipate
the scope and variety of experiences a UMA/ISU student might encounter. To
gain a more accurate perspective, these steps were followed: 1) reviewed
all of the returned Student Information Questionnaires, 2) reviewed com-
ments which had been made by students when telephone contact was made to
remind them to return the first questionnaire, 3) interviewed by telephone
two students in each of the three courses offered in the spring who had
returned their questionnaires promptly, 4) requested each of the instruc-
tors (two for each of the three courses) to respond to a questionnaire
which had been used in the UMA/SUN program, 5) requested personal inter-
views with each instructor and prepared an interview schedule which was

attached to the questionnaires for their review prior to the personal
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interview, 6) interviewed personnel at the University of Mid-America at
Lincoln, Nebraska, 7) consulted recognized specialists in questionnaire
construction (Bruce Hamilton and Ronald Flaugher of the Educational Testing
Service, Princeton, New Jersey; Mr. Bodwell of the National Association of
Public Broadcasting; National Institute of Education; Audrey Forrest of the
American College Testing, Iowa City, Iowa), 8) consulted specialists in
statistics, evaluation, and research methods (Iowa State University),

9) reviewed samples of various types of questionnaires and consulted rele-
vant literature.

The purpose of the questionnaire was to gain information about the
reactions of the students toward all facets of the course, its effect on
them personally, and its effect on their families. Likert-type attitude
items were used, and an effort was made to have a thorough mix of items
dealing with the various topics throughout the questionnaire.

The certainty method of scoring using the 99-point scale was used to
record the responses of the students (Warren, Klonglan, and Sabri, 1969).
Directions for.use of the scale were printed on the back side of the intro-
ductory page which included the letter signed by the Dean of University
Extension at Iowa State University and general information relating to the
course, faculty, and learning center (Appendix A). To facilitate ease in
scoring, the scale was printed at the top of each page in the questionnaire.

The questionnaire was submitted for critical review to: 1) all of the
course instructors (one of whom had assisted in designing one of the
courses), 2) UMA/ISU coordinator, 3) research personnel at the University
of Mid-America in Lincoln, Nebraska, 4) recognized specialists in adult

education, statistics, research methods, and evaluation at Iowa State
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University, and 5) several adult students beginning study at Iowa State
University as freshmen but not a part of the UMA/ISU program. Revisions
were made on the basis of the suggestions given, and the revised guestion—
naire was reviewed by recognized specialists in adult education, evalua-
tion, research methods, and statistics.

For ease in grouping the returned questionnaires and as a precaution
for accurate course identification, the questions pertaining to the spe-
cific courses were printed on colored paper that was coded for each of the
courses (yellow for Accounting I, green for Psychology Today, peach for
Consumer Experience) all for spring, 1976, offerings. For the fall, 1976,
offerings (Accounting I, Psychology Today, Adams Chronicles, and Writing
for a Reason), just the yellow color was used. To avoid unnecessary dupli-

cation, just one of the colors was selected for the questionnaire, and this

happened to be green (Appendix B).

Collection of Data

Spring UMA/ISU program

The first four courses offered by UMA/ISU began in February, 1976, and
the first questionnaire (Appendix B) was included in the course materials.
An introductory letter which prefaced the questionnaire explained the pur-
pose of the questionnaire, and the respondents were assured that the con-~
tents of the questionnaire would be held in the strictest confidence. The
letter also communicated the need for additional information from each stu-
dent at a future date.

The second instrument sent to the students was the Strong-Campbell

Interest Inventory (Appendix B). A letter explaining the value of the
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inventory to the student was enclosed (Appendix A), and a brief explanation
of the procedure a student would follow in interpreting the profile sheet
that would be sent to each student was included as part of the contents of
the letter. It was assumed that the assurance of a forthcoming interpreta-
tion of the results of the inventory might serve as an incentive for
responding to and returning the inventory promptly.

When the profile sheets interpreting the Strong-Campbell Interest
Inventory were returned to the students, a letter was included giving
directions that would increase the ease of using the profile sheet (Appen-
dix A). It was also suggested that they visit the learning center and view
a video tape made by Dr. Domald Zytowski, who is a counseling psychologist
and a specialist in the interpretation of the Strong~Campbell Interest
Inventory.

The use of the Strong-Campbell Interest Inventory with part-time
enrolled students at Iowa State University could have resulted in an over
load for the Student Counseling Service since these students were eligible
for services from the center. Before a final decision was made to use the
inventory and after extensive consultation with the administration and
Dr. Zytowski, the decision was made to use the inventory and to supplement
the interpretation given through the profile sheets (which were sent
directly to the students) with a taped explanation of the profile and sug-
gestions for sources of additional information that were easily available
to the student. Dr. Zytowski is a recognized research specialist in the
area of vocational counseling and particularly in the use of the various

vocational interest inventories by E. K. Strong, Jr. and David P. Campbell.
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Dr. Zytowski offered his services without charge, and the media spe-
cialist, Douglas Brown, at the Scheman Continuing Education Center also
offered his services without cost. The cost of the tapes and use of the
equipment was covered by a grant from the University of Mid-America at
Lincoln, Nebraska. A dubbed tape of Dr. Zytowski's interpretation was sent
to all learning centers prior to the return of the interpretation profiles
to the students.

In April, 1976, the Nelson-Denny Reading Tests, Part I, Vocabulary
Test, and UMA/ISU Student Questionnaires (Appendix B) were distributed to
the various learning centers. Instructioné for administering the question-
naires were sent to the learning center personnel. Since the time required
to take the Nelson-Denny Reading Test was only ten minutes, students were
asked to take this test at the time they visited a learning center to take
a course test. There was an occasional student who did not go to a learn-—
ing center to take tests but had some other type of substitute arrangement.
These students were asked to go to a learning center to take the Nelson-
Denny test, but since it was on a voluntary basis and since this might have
been difficult for the student, it did not always work out. Another prob-
lem with an instrument administered by learning center personnel was their
inability always to be present for a student's visit to the center. Many
worked on a part—~time basis, and their schedules did not coincide with a
student's schedule. Substitute personnel served during the absence of the
assigned learning center personnel, but it was not always possible for them
to carry out all of the responsibilities of the regularly assigned person-~

nel. For this reason, some students did not take the Nelson-Denny Reading

Test, Part I, Vocabulary Test.
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The UMA/ISU Student Questionnaires were distributed by the learning
center personnel to students when they visited the center for tests or any
other reason. The student was asked to take the questionnaire home,
respond to it, and mail in the addressed, stamped envelope that was sup-
plied. If they preferred, they could respond to the questionnaire at the
center, place it in the envelope supplied, seal it, and give to the learn-
ing center person or mail it themselves. When a student did not visit a
learning center and, therefore, did not receive a questionnaire, one was
mailed to him. A stamped, self-addressed envelope was enclosed for the
student's convenience in returning the questionnaire.

Following the final tests at the end of June or the first part of
July (for most of the studehts), a reminder in the form of a letter includ-
ing a checklist was sent to all students who had not returned all of the
instruments and/or had not taken the Nelson-Denny Reading Test (Appendix
A). A copy of this questionnaire was included for all students who had
failed to return the questionnaire. The students were also instructed to
contact their learning center to take the Nelson-Denny Reading Test, Vocab-
ulary Part I, if they had not had an opportunity to take the test at their
learning center (Appendix A).

At the end of July, 1976, a letter and copies of the instrument that

had not been returned were sent to all who had dropped out of the courses

regardless of date of dropping. It was also an effort to assure that drop-

ping a course did not reflect adversely on them and that the University of
Mid-America/ISU would welcome their participation in the fall of 1976 when

additional courses would be offered (Appendix A).
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The brochures with a listing of the new courses were sent to all who
had enrolled in the spring courses by the middle of August, 1976 (Appen-
dix E). On August 20, 1976, a letter was sent to the students who had not
yet returned the end-of-course questionnaire (UMA/ISU Student Question-
naire). In this letter, an invitation was again extended to enroll in the

fall course offerings of UMA/ISU (Appendix A).

Fall UMA/ISU program

Toward the end of September or the beginning of October, four courées
were offered through UMA/ISU. Accounting I and Psychology Today were
repeated, and Adams Chronicles and Writing for a Reason were added. Adams
Chronicles was the first sophomore level course offered and was on a satis-
factory/fail basis only, and Writing for a Reason was offered on an audit
(no credit) basis only.

As in the spring course offerings, the Student Information Question-
naire (Appendix B) was included in the course materials. However, in thel
fall a change was made in reference to the Strong-Campbell Interest Inven-
tory, and it, too, was included in the original materials. In just a few
instances this was not done, and in these cases the Strong-Campbell Inter-
est Inventory with a letter of explanation was sent October 19, 1976, just
two weeks after the beginning of the course (Appendix A).

The UMA/ISU Student Questionnaire (Abpendix B) was sent to all who
initially enrolled in the course, and it was emphasized that whether they
finished the course or dropped, their reactions were valuable to UMA/ISU
(Appendix A). A follow-up letter was sent'Ma:ch 14, 1976, reminding them

to return the questionnaire (Appendix A).
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In both the spring énd fall programs, telephone calls were made to
randomly selected individuals who had failed to return questionnaires.
This was effective in most cases, and additional valuable information was
gained.

When a student dropped a course in the first few weeks of the trial
period, a questionnaire was sent asking.the student to state his reasons
Ebr dropping. This effort was not a part of this study, but information
gained from the few questionnaires returned revealed that reasons given for
dropping included such unforeseen events as illness or a change in work
status, location, and/or family responsibilities. In a few cases, the
course content was quite different than their expectations, and they real-
ized they were not interested in remaining in the course.

In spring, 1976, there was a total of 188 original enrollments in the
three courses offered: Accounting I, 98 enrollments; Psychology Today,

58 enrollments; and Consumer Experiences, 32 enrollments. Of this number,
16 individuals enrolled in two courses and 1 individual enrolled in three
courses; thus total enrolled individuals was 171. The first questionnaire
(Student Information Questionnaire) was returned by 150 individuals. The
21 failing to return the first questionnaire included i7 nbnstudents (those
dropping immediately) and 5 students enrolled for credit or audit (1
student was involved in two courses). Excluding the nonstudents, the
return rate was 150 questionnaires which was a return rate of 98 percent
based on an average of the three classes.

In fall, 1976, there was a total of 195 enrollments: Accounting I,
92; Psychology Today, 48; Adams Chronicles, 29; and Writing for a Reason,

26. Of this number, 19 individuals were enrolled in two courses and
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8 individuals did not return the questionnaire (4 enrolled students and
4 nonstudents) which left 168 individuals who responded to and returned the
Student Information Questionnaire, a response rate of 99 percent (excluding

the 4 nonstudents), based on average of the four classes.

Return rate for data

Spring, 1976, enrolled students, average for all courses Percent
Student Information Questionnaire (beginning-of-course

questionnaire) 98. 00
Strong~Campbell Interest Inventory 89.00
Nelson-Denny Reading Test, Part I, Vocabulary Test 61.00
UMA/ISU Student Questionnaire (end-of-course question-

naire) 84.00
Fall, 1976, enrolled students, average for all courses Percent
Student Information Questionnaire (beginning~of-course

questionnaire) 98.50
Strong~Campbell Interest Inventory 95.00
Nelson-Denny Reading Test, Part I, Vocabulary Test 74.00
UMA/ISU Student Questionnaire (end-of-course question-

naire) 83.00
Returns from students who completed the course satis-
factorily or received an incomplete, average for all Percent
courses Spring Fall
Student Information Questionnaire (beginning-of-course

questionnaire) 99.0 99.6
Strong~Campbell Interest Inventory 93.6 97.3
Nelson-Denny Reading Test, Part I, Vocabulary Test 82.0 92.3
UMA/ISU Student Questionnaire (end-of-course question-

naire) 91.3 87.0

For additional information on rate of return for data collection, see

Tables 1 through 6.

Discussion of return rate

In the spring, 1976, the Student Information Questionnaire was

included with the original course materials, and the Strong-Campbell
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Table 1. Total students enrolled excluding nonstudents who completed

instruments, spring, 1976

Nelson—Denny
Student Strong-Campbell Reading Test, UMA/1SU
Information Interest Part I, Student
Questionnaire Inventory Vocabulary Test Questionnaire
Accounting 1
Total enrolled 98 minus 5 nonstudents = 93
967 a 887 487% 84%
(2 credit) (4 credit) (21 credit) (6 credit)
(1 audit) (2 audit) (14 audit) (4 audit)
(1 dropped) (5 dropped) (13 dropped) (5 dropped)
Psychology Today
Total enrolled 58 minus 11 nonstudents = 47
98% 877 55% 81%
(1 audit) (1 credit) (3 credit) (3 credit)
(1 audit) (11 audit) (3 audit)
(4 dropped) (7 dropped) (3 dropped)
Consumer Experience
Total enrolled 32 minus 1 nonstudent = 31
100% 91% 817 88%
(3 credit) (3 credit) (2 credit)
(2 audit) (2 audit)

(1 dropped)

Average for return of questionnaires for all courses, enrolled students

98% 89% 617%

847%

%n parentheses are the students who did not complete the instruments.



Table 2. Total students enrolled for credit and received it, spring, 1976

Nelson-Denny

Student Strong-Campbell Reading Test, UMA/ISU
Information Interest Part I, Student
Questionnaire Inventory Vocabulary Test Questionnaire
Accounting I
62 students
97% 947 667 91%

(1 incomplete)a
(1 grade of B)

Psychology Today

30 students

100%

Consumer Experience

30 students

1007

(2 incompletes)

(1 grade of C)

(1 grade of B-
blind)

977
(1 grade of C)

907%
(2 incompletes)
(1 grade of B)

(4 grade of A)
(4 grade of B)
(7 grade of C)
(1 grade of D)
(5 incompletes)

907
(1 incomplete)
(2 late enroll-
ments-incom-
plete)

907%
(1 grade of B)
(2 incompletes)

Average for return of questionnaires for all courses,
for credit students only

997%

947

82%

(3 incompletes)
(2 grade of C)
(1 grade of B)

907%
(2 incompletes)
(1 grade of C)

93%
(1 grade of B)
(1 incomplete)

91%

%In parentheses are the students who did not complete the instruments.
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Table 3. Total students enrolled who changed to audit or dropped, spring,
1976
Nelson-Denny
Student Strong~Campbell Reading Test, UMA/1SU
Information Interest Part I, Student
Questionnaire Inventory Vocabulary Test Questionnaire
Accounting I
31 students
947% a 77% 13% 717%
(1 audit) (2 audit) (14 audit) (4 audit)
(1 dropped) (5 dropped) (13 dropped) (5 dropped)
Psychology Today
19 students
947% 79% 5% 687%
(1 audit) (1 audit) (11 audit) (3 audit)
(4 dropped) (7 dropped) (3 dropped)
Consumer Experience
4 students
100% 100% 25% 50%
(2 audit) (2 audit)

Average for all courses

967%

85%

(1 dropped)

117

637

%In parentheses are the students who did not complete the instruments.
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Table 4. Total students enrolled (excluding nonstudents) who completed

instruments, fall, 1976

Nelson-Denny

Student Strong—Campbell Reading Test, UMA/1ISU
Information Interest Part I, Student
Questionnaire Inventory Vocabulary Test Questionnaire
Accounting I
Total enrolled 92 minus 2 nonstudents = 90
97% a 947 747 847
(1 credit) (1 credit) (9 credit) (3 credit)
(1 audit) (2 audit) (7 audit) (6 audit)
(1 dropped late) (2 dropped) (7 dropped) (5 dropped)
Psychology Today
Total enrolled 48
100% 947 81% 71%
(1 audit) (6 credit) (5 credit)
(1 dropped) (2 audit) (4 audit)
(1 credit) (1 dropped) (5 dropped)
Adams Chronicles
Total enrolled 29 minus 4 nonstudents = 23
100% 92% 80% 92%
(1 credit) (3 credit) (2 credit)
(1 dropped) (2 audit)
Writing for a Reason
26 students
97% 1007 627% 857
(1 audit) (9 audit) (3 audit)
(1 dropped) (1 dropped)

Average for return of questionnaires for all courses, enrolled students

99% 95%

747%

837

%In parentheses are the students who did not complete the instruments.
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Table 5. Total students enrolled for credit and received it, fall, 1976

Nelson-Denny

UMA/ISU

Student Strong-Campbell Reading Test,

Information Interest Part I, Student
Questionnaire Inventory Vocabulary Test Questionnaire .
Accounting I
65 students

99% a 997% 867 95%
(1 grade of C) (1 grade of C) (3 grade of A) (1 grade of B)
(2 grade of B) (2 grade of C)
(1 grade of C)
(3 incompletes)
Psychology Today
26 students
100% 100% 857 85%
(1 grade of A) (2 grade of B)
(2 grade of C) (1 grade of C)
(1 incomplete) (1 grade of F)
Adams Chronicles
25 students
100% 967 927 92%
(1 grade of B) (1 grade of A) (2 grade of B)
(1 grade of B)

Writing for a Reason

All audit only

Average for return of questionnaires for all courses,

for credit students only

99% 987

88%

917

a
In parentheses are the students who did not complete the instruments.
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Table 6. Total students enrolled who changed to audit or dropped, fall,

1976
Nelson-Denny
Student Strong-Campbell Reading Test, UMA/ISU
Information Interest Part I, Student
Questionnaire Inventory Vocabulary Test Questionnaire

Accounting 1

24 students

92% a 837 427 547
(1 audit) (2 audit) - (7 audit) (6 audit)
(1 dropped) (2 dropped) (7 dropped) (5 dropped)

Psychology Today

15 students

100% 87% 80% 33%
(1 audit) (2 audit) (4 audit)
(1 dropped) (1 dropped) (6 dropped)

Adams Chronicles

4 students
100% 757% 50% 100%
(1 dropped) (2 audit)
Writing for a Reason
2 students
100% 100% 50% 50%
(1 dropped) (1 dropped)

Average for all courses

98% 87% 59% 647

a
In parentheses are the students who did not complete the instruments.
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Interest Inventory was sent later with a cover letter explaining its pur-
pose (Appendix A). In the fall, 1976, the Student Information Question-
naire and the Strong-Campbell Interest Inventory were both included with
the original course materials. The immediate return rate was better for
fall. The students seemed to be very interested in the Strong-Campbell
Interest Inventory, and since they wanted the results of the inventory,
they returned it immediately and also included the Student Information
Questionnaire. Much greater effort had to be expended to gain a comparable
return of the Student Information Questionnaire for the spring group of
students. In both the spring and the fall, 1976, groups, return of the
Strong-Campbell Interest Inventory was excellent with very few reminders
needed, which is possibly an indication of the average UMA/ISU student's
interest in the SCII.

In just one instance a student seemed a bit irritated at being
reminded to return an instrument, and one student stated he was not going
to return the questionnaires because he did not have the time. In all
other inétances involving "reminders," the students were very cooperative,
even apologetic for not having returned them at an earlier date. The
excuse was generally lack of time or good intentions and the problem of
"not having gotten to it." These were very interested, cooperative stu-
dents and communicating with them was a pleasure.

- Since the Nelson-Denny Reading Test, Part I, Vocabulary Test was
administered at the learning centers and a student rarely visited a learn-
ing center except to take a test, many students who did not take the tests
at a specifié learning center (that is, used either designated facilities

as was occasionally the case) did not have an opportunity to take the
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Nelson-Denny Test without making a special visit to a learning center--just
to take the Nelson-Denny Test. Students who changed to audit before taking
a test in a course also did not generally take the Nelson-Denny Test as
this situation also would have required an extra effort on the part of the
student. Another reason for the lower rate of participation in the Nelson-
Denny was due to the failure of some learning center personnel to adminis-
ter the test. This generally was not due to any omission on the part of
the learning center personnel as was stated earlier but rather a situation
caused by personnel who were hired on a part-time basis and who needed to
delegate their responsibilities to substitute individuals when they would
not be present. Since taking the test was strictly wvoluntary, one or two
students chose not to take the test. Most students were quite interested
in receiving the results of the test, and one student enrolled in a vocabu-
lary building program after taking the test and then asked to repeat the
test--her score was higher on the second test.

Initial return on the UMA/ISU Student Questionnaire administered
toward the end of the course might have been higher if the cover letter had
not stated, "You are one of the first group of students to complete a Uni-
versity of Mid-America (UMA) course offered through Iowa State University
(ISU)." Some of the students who elected to take an incomplete or who
dropped the course believed they should not respond. A letter was sent to
these nonrespondents explaining that their answers would be especially
valuable to the program and requested they respond to and return the ques-
tionnaire. Many complied, but several felt they had completed so little of
the course that their responses would contribute very little of value--or

at least this was the reason they gave for returning blank questionnaires.
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Some of the nonrespondents were contacted by telephéne, and in every
case they expressed appreciation for the opportunity provided them to take
a course "at home." Many were not able to commute to an institution of
higher learning or elected not to do so and preferred this method of study.
When the student had failed to complete the course and had changed to audit
or dropped, often he/she explained that they liked the idea of this type of
offering and planned to take courses in the future either when time and
circumstances permitted or when a course that met their interests or needs
was offered.

In the £all, 1976, 17 individuals who had been students in the spring,
1976, group reenrolled, however, 1 dropped immediately. Of these remaining
16 students? 10 responded again to the Student Information Questionnaire,
and 6 returned the questionnaire without responding a second time explain-
ing they had responded in the spring, 1976. Most added that if it was

necessary to respond a second time, they would do so.

Analysis of Data
Data for the study were collected from the Iowa State University regis-
tration forms, the Student Information Questionnaire (basically background
information), the UMA-ISU Student Questionnaire (a reaction questionnaire
administered at the end of the course), the Strong-Campbell Interest Inven-
tory (a standardized interest iﬁventory), and the vocabulary section of the
Nelson-Denny Reading Test (a sténdardized test). The methods used in the

initial analysis of each instrument and the final analysis of the resulting

data are included in this section.
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Student Information Questionnaire

The raw data from each respondent for the Student Information Ques-
tionnaire were coded and re~coded on IBM coding forms in preparation for
keypunching. Questionnaire items with open ended options were coded on the
basis of coding schemes that were developed as a result of reviewing these
open ended items in a majority of the returned questionnaires. The initial
analysis of the Student Information Questionnaire resulted in a score anal-
ysis for the 1976 spring and fall enrollees which included: frequency dis-
tributions, cumulative frequency, percent, and cumulative percent. This
compilation of descriptive statistics provided a comprehensive view of the
respondents including demographic variables and information relating to
their background and preferences in areas of education, work, leisure time,
resources, goals, and, in addition, their source or sources or information
about UMA and reasons for enrolling. The resulting percentages for all
questions for both the spring and fall enrollees are given in Appendix D .

The Student Information Questionnaire was then factor analyzed. The
decision to include items for the factor analysis was based on the frequen-
cies. For example, if 85 percent of all the individuals responding to an
item chose one response, the item was not used because there was very 1lit-
tle variability in relation to the item. 1If variability existed in a two-
choice item, that is if approximately 30 percent chose one of the two
possible choices and 70 percent chose the other, the item was coded 1 and
0. If in a six-choice item the large majority ofbrespondents chose one of
the responses, the remaining five were grouped together, and the responses
were coded 1 for the choice with the large majority and O for the others

grouped together. This resulted in 122 questions that had enough variance
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in the answer to be meaningfully analyzed. These items were coded for the
factor analysis (AppendixD ). All enrollees in the combined classes who

had responded to the three instruments were included.

Correlations were computed around the 122 variables, and the highest
correlation in each row was placed in the corresponding diagonal of this
correlation matrix. Hotelling Principal Components were used to extract
the factors (Z0), and then 14 factors were rotated by varimax. The most

meaningful solution appeared to be a nine-factor solution and that is

reported.

UMA/ISU Student Questionnaire

The open ended questions were coded and recorded on IBM Coding Forms.
Coding schemes for these questions were based on examination of a majority
of returned questionnaires. The responses to the open ended questions for
the spring enrollees were also grouped for each question (Appendix D).
These responses were immediately shared with all interested personnel and
specifically instructors for the fall, 1976, course offerings.

The responses for the questions scored on the 1-99 scale were coded
and keypunched directly from the questionnaire. Due to the type of analy-
sis used for the study, it was theoretically necessary to discard any
questionnaires from individuals who had not also responded to the first
questionnaire, the Student Information Questionnaire. However, every indi-
vidual who responded to the UMA/ISU Student Questionnaire had also

responded to the Student Information Questionnaire eliminating the neces-

sity of discarding any questionnaire for that reason.
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The questionnaires were divided on the basis of courses. The ques~-
tionnaires.returned from the students enrolled in Accounting I, spring and
fall, 1976, were sufficient for a separate factor analysis. The remaining
questionnaires from the students enrolled in the spring, 1976, offerings
(Psychology Today and Consumer Experience) and the fall, 1976, offerings
(Psychology Today, Adams Chronicles, and Writing for a Reason) were grouped
together since there were insufficient numbers for a separate factor analy-
sis for each course.

Correlations between questions were found for each group. In group
one the responses for the two accounting courses (identified as courses 1
and 4) were grouped together to find the correlation matrix. In group two
(Psychology Today, spring and fall, each separate; Consumer Experience,
spring; Adams Chronicles, fall; and Writing for a Reason, fall), an indi-
vidual covariance matrix was found for each of the five courses, and then
these covariance matrices were pooled to obtain the correlation matrix upon
which the factor analysis was based. Group one and group two were analyzed
separately, and for each group the highest correlation in each row Qas
placed in the corresponding diagonal and used as the commonalty estimate
and Hotelling Principal Components was used to extract the factors, (z0).
Then 16 factors were rotated by varimax. The most meaningful solution
appeared to be the ten-factor solution;‘and this is the solution that is
reported (Appendix D).

For the second group, 15 factors were rotated and 15 factors were
retained. This is the solution that is reported (Appendix D).

The factors for the two groups were compared to identify factors which

were common to both groups. When factors were found that were identical in
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both groups, the identical items with high loadings in each group were com-
pared and the loadings averaged. The resulting items with averaged high
loadings were selected for scoring. Where factors were independent, that
is not common to both groups, the items with high loadings on the particu~
lar factor were selected for scoring.

The means and standard deviations for each item for each course
(Accounting, spring and fall, are combined), and the factor and factor
loadings are given in Appendix D. 1In the UMA/ISU Student Questionnaire,
the 1 to 99 continuum response framework was used with the certainty method
which employs the normal deviate (Z) for the transformation. The scores
for the 99 categories can be obtained directly from a table of normal devi-
ates (Z), and when using this table, a response of 99 would be coded
+2.326, 75 as +0.674, 50 as 0.000, 25 as -0.674, and 01 as -2.326, etc.
This has the effect of spreading out the tails of the scale and pushing
together the scores occurring near the middle (Wolins and Dickinson,

1973). The means were determined for the responses on each item from the

coded scores.

Strong-Campbell Interest Inventory and Nelson-Denny Reading Test, Part I,
Vocabulary Test

The Strong-Campbell Interest Inventory is a standardized inventory for
which factors have already been identified. For this study, Holland's
classifications have been used (Hearn and Moos, 1978; Campbell, Crichton,
Hansen, and Weber, 1974). The six identified factors include categories
named Realistic, Investigative, Artistic, Social, Enterprising, and Conven-
tional (which have been described in this chapter, pages 171and 172). 1In

addition to the six factors, the Academic Orientation Scale and the
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Introvert Extrovert scales were selected for analysis. The scores from the
Nelson-Denny Reading Test, Part I, Vocabulary Test were added to this group
of data. (Nelson-Denny Reading Test has been described in this chapter,
beginning on page 181),

For each class (Accounting I, spring and fall combined; Psychology
Today, spring and fall, each separate; and Consumer Experience, Adams
Chronicles, and Writing for a Reason), the means of each of the nine scales
were computed. For each scale the means for each of the different classes

were examined by a one-way analysis of variance to detect significant dif-

ferences.

Final analysis of combined data

For the scales identified in the three instruments, a one-way uni-
variate analysis of variance was performed by course, and an F test was
used to detect course differences. For each course (Accounting, spring and
fall together, all others separate), a correlation matrix was run on the
identified scales in the three instruments, the information from the
Nelson-Denny Test, and other demographic variables. The resulting correla-
tion matrices were examined for high. correlations. Finally a correlation

matrix was formed by pooling within courses. This matrix was examined for

high correlations.
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FINDINGS AND DISCUSSION

The first two sections of this chapter contain the descriptions and
the composition of the factors derived from the factor analysis of the two
questionnaires: the Student Information Questionnaire contained items
relating to the students' general background, interests, and goals, and the
UMA/ISU Student Questionnaire containéd 170 statements describing facets of
the overall experience to which the students were asked to respond using a
1-99 certainty scale. The third section is a description of selected back-
ground information from the Student Information Questiomnaire, and the
fourth section includes the correlations among the Strong-Campbell Interest
Inventory Scales, the scales resulting from the Student Information Ques-
tionnaire, and the UMA/ISU Student Questionnaire. Also, the Nelson-Denny
Reading Test, Part I, Vocabulary Section scores were correlated with the
previously mentioned variables for those subjects where this test score was
available. In this fourth section, the means for the courses on all of
these variables were compared using analysis of variance.

Factor Analysis of the Student
Information Questionnaire

The first step in the analysis of the Student Information Question-
naire was to obtain a frequency count on the responses to all items in the
questionnaire. The items were then reviewed, and the decision to include
items for the factor analysis was based on the frequenciles, that is, items
were retained when the responses resulted in enough variance to be meaning;
fully analyzed. The number of items retained was 122, and these were coded

(Appendix D) and factor analyzed. The Student Information Questionnaires
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from all students who had also responded to the UMA/ISU Student Question-
naire and the Strong-Campbell Interest Inventory were included in the
analysis.

Correlations were computed among the 122 variables, and the highest
correlation in each row was placed in the corresponding diagonal of this
correlation matrix. Hotelling Principal Components was used to extract the
factors, (Z0), and then 14 factors were rotated by varimax. The most
meaningful solution seemed to be a nine-factor solution, and this is
reported.

Items were selected for each factor on the basis of the size of the
factor loadings and rationality of fit. A factor loading of .40 or greater
served as a guideline, however, factors were included with lower loadings
when there seemed to be a meaningful relationship to other items in the
factor and to the underlying construct. Items selected for scoring
included only the items that loaded highly on the factor and were good
examples of the basic concept of the factor. The names given to the nine
factors identified as a result of the factor analysis of the Student Infor-
mation Questionnaire are as follows:

Factor I (Scale 1) Person Centered Vocational/Practical Goals

Factor II (Scale 2) Evaluation of High School Attended

Factor III (Scale 3) Personal Goal of Increasing Scope of Interests

and Awareness

Factor IV (Scale 4) Interest in Humanities

Factor V (Scale 5) Interest in Home Economics, Art and Church Related

Activities
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Factor VI (Scale 6) Stress Engendered by Involvement in the Course
Relating to the Individual

Factor VII (Scale 7) Education

Factor VIII (Scale 8) Interest in Physically Oriented Activities

Factor IX (Scale 9) Degree of Involvement, Work/Social

Each of the nine factors is briefly described, and a list of items
included in each factor follows. The coded (AppendixD ) number of each
item, the item as it appears in the questionnaire, the factor loading,

mean, and standard deviation are also listed for each item in each factor.

Factor E_(Scale l) Person Centered Vocational/Practical Goals

Items loading highly on this factor describe goals that are very per-
sonally oriented. The items that load most highly all contain specific
reference to goals that will improve or help the individual as, for exam-
ple: to become a better person or citizen, to become a better friend,
spouse, or parent, and to attain specific skills or a degree required for a
present or future job. The item which refers to leisure time--to use
leisure time creatively--even implies a specific goal, that is, to use
leisure time in a way that will help to improve the individual to be a bet-
ter person, spouse, citizen, etc., depending on the individual's personal
goals. The items point to the gaining of knowledge and skills but for
vocational or practical reasons. The factor loadings were relatively high,
and there were many items in this factor indicating high variability, that

is quite a high degree of disagreement among those who responded to the

items.
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Nno.

117.

118.

106.

119.

109.

115.

101.

114.

111.
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Item

How important is it that you achieve the follow-~
ing goals by studying with UMA? To become a bet~
ter person or citizen. (Three responses, Not
important to Very important)

How important is it that you achieve the follow-
ing goals by studying with UMA? To become a bet-
ter friend, spouse or parent. (Three responses,
Not important to Very important)

How important is it that you achieve the follow-
ing goals by studying with UMA? To attain spe-
cific skills that will be useful on a job.
(Three responses, Not important to Very impor-
tant)

How important is it that you achieve the follow-
ing goals by studying with UMA? To get to know
other adults with interests similar to mine.
(Three responses, Not important to Very impor-
tant)

How important is it that you achieve the follow-
ing goals by studying with UMA? To obtain a
degree which is required for my present or future
job. (Three responses, Not important to Very
important)

How important is it that you achieve the follow-
ing goals by studying with UMA? To use leisure
time creatively. (Three responses, Not important
to Very important)

How does your employer feel about your enrollment
in UMA? (Six responses from Strongly encouraging
to Don't know)

How important is it that you achieve the follow-
ing goals by studying with UMA? To increase my
confidence to undertake learning projects.
(Three responses, Not important to Very impor-
tant)

How important is it that you achieve the follow-
ing goals by studying with UMA? To develop an
understanding and an appreciation of science and
technology. (Three responses, Not important to
Very important)

Fac. Std.
load. Mean dev.
73 2.25 .75
68 2.15 .81
67 1.92 .72
67 1.70 .71
64 1.86 .70
62 2.05 .76
61 1.79 .74
60 2.36 .70
57 2.31 .71
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104.

87.

88.

112,
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How important is it that you achieve the follow-
ing goals by studying with UMA? To learn how to
participate effectively as a citizen in my commu-
nity. (Three responses, Not important to Very
important)

How important is it that you achieve the follow-
ing goals by studying with UMA? To develop a new
career. (Three responses, Not important to Very
important)

How important is it that you achieve the follow-
ing goals by studying with UMA? To satisfy my
curiosity about a particular topic. (Three
responses, Not important to Very important)

In addition to the UMA course in which you have
enrolled, which of the following are available to
you? A private two- or four-year college within

40 miles. (1 = yes, 0 = no)

In addition to the UMA course in which you have
enrolled, which of the following are available to
you? A university within 40 miles. (1 = yes,

0 = no)

How important is it that you achieve the follow-
ing goals by studying with UMA? To improve my
self-image, simply, to learn. (Three responses,
Not important to Very important)

Factor II (Scale 2) Evaluation of High School Attended

serve to evaluate various components of a high school experience.

56

55

40

=27

26

scope of the items is quite broad and includes statements as:

tended to be fair, teachers were interested and concerned, examinations

1.74

1.70

2.30

.53

2.70

teachers

The

.73

.69

.74

.50

.50

.53

Items which loaded most highly on this factor include statements which °

were fair, my high school experience was enjoyable, teachers graded fairly,

size of classes was about right, etc.

Three of the five items with the

highest loadings on this factor relate to teachers, and the fourth is about
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examinations which tend to tie very closely to a student's feelings about a

teacher.

range of disagreement among respondees.

Item
no.

41.

39.

45.

51.

50.

42,

46.

43.

48.

Item

Describe the high school you attended for the
longest period of time. Teachers tended to be
fair. (Five responses, Never to Always)

Describe the high school you attended for the
longest period of time. Teachers were interested
and concerned (Five responses, - to +)

Describe the high school you attended for the
longest period of time. Examinations were fair
(Five responses, Never to Always)

Describe the high school you attended for the
longest period of time. My high school experi~
ence was enjoyable. (Five responses, Never to
Always) '

Describe the high school you attended for the
longest period of time. The teachers graded
fairly. (Five respomnses, Never to Always)

Describe the high school you attended for the
longest period of time. Size of classes was
about right for the classes taught. (Five
responses, Never to Always)

Describe the high school you attended for the
longest period of time. The administration
placed the welfare of students first when estab-
lishing school policy. (Five responses, Never to
Always)

Describe the high school you attended for the
longest period of time. The students made
friends. (Five responses, Never to Always)

Describe the high school you attended for the
longest period of time. The teachers did a good
job of teaching the subject matter content of
courses in which I was enrolled. (Five responses,
Never to Always)

Since the factor loadings are moderately high, there is quite a

Fac. Std.
load. Mean dev.
71 4.03 .71
69 4.08 .81
67 4.16 .70
67 4.11 .83
66 4.00 .66
63 4.17 .90
62 3.70 .84
60 4.07 .81
56 3.82 .67
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49. Describe the high school you attended for the
longest period of time. Students from poor fami-
lies got along alright. (Five responses, Never
to Always) 55 3.78 .81

47. Describe the high school you attended for the
longest period of time. Teachers showed favorit-
ism. (Five responses, Never to Always) -51 2.62 .87

38. Describe the high school you attended for the
longest period of time. There was an opportunity
for students to become well acquainted. (Five

responses, - to +) 42  4.36 .87
40. Describe the high school you attended for the

longest period of time. The number of extra cur-

ricular activities was adequate. (Five responses,

Never to Always) 36 3.84 1.01

44. Describe the high school you attended for the
longest period of time. Number of elective
courses was adequate. (Five responses, Never to

Always) 31 3.31 1.10

Factor III (Scale 3) Personal Goal of Increasing Scope of Interests and
Awareness

The items that loaded highly on this factor have an orientation toward
the "world beyond" their present immediate environment and scope of inter-
ests. It describes an individual who wants to become more aware of the
knowledge in the world in areas of philosophy, diversity of cultures,
political and social concerns, and about the world of work. The underlying
theme could be described as a personal desire to "grow," to "branch out,"
to "become more informed," and through this process to gain more profes-
sional status as an individual. Therefore, it is not just through the
humanities that the person wishes to pursue this growth but also through
exploring whatever opportunities the world might hold in the world of work
-—-the professional status sought, from his/her viewpoint, could stem from

improvement in the areas of culture, type of employment, and/or involvement
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in political or social concerns. This type of individual is ready and
anxious to break out of the limiting (from the individual's point of view)
environment. There is moderate disagreement on the items which loaded
highest; however, that is, some are very content to remain much as they

are, and this may result from a different self-concept rather than varying

circumstances.
Item Fac. Std.
no. Item load. Mean dev.

107. How important is it that you achieve the follow-
ing goals by studying with UMA? To increase my
awareness of different philosophies, cultures and
ways of life. (Three responses, Not important to
Very important) 68 2,19 .77

105. How important is it that you achieve the follow-
ing goals by studying with UMA? To become
involved in political and social concerns.

(Three responses, Not important to Very impor-
tant) 59 2.57 .65

113, How important is it that you achieve the follow-
ing goals by studying with UMA? To improve my
professional status. (Three responses, Not

important to Very important) 59 2.13 .81

103, How important is it that you achieve the follow-
ing goals by studying with UMA? To discover my
vocational interests. (Three responses, Not
important to Very important) 57 2,10 .79

20. Indicate your interest in these school subjects
even though you may not have studied them.
Mathematics. (Five responses, - to +) -40 3.69 1.16

102. How important is it that you achieve the follow-
ing goals by studying with UMA? To increase my
appreciation of art, music, literature and other
cultural expressions. (Three responses, Not
important to Very important) 36 2.05 .81

36. Indicate your interest in these school subjects
even though you may not have studied them.
Economics. (Five respomses, - to +) -34 3.31 1.10
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108. How important is it that you achieve the follow-
ing goals by studying with UMA? To improve my
chances of making more money. (Three responses,
Not important to Very important) 34 1.90 .86

29. Indicate your interest in these school subjects

even though you may not have studied them. Book-
keeping or accounting. (Five responses, - to +) 33 3.70 1.16

Factor IV (Scale 4) Interest in Humanities

The items which load on this factor relate to the individual's inter-~
est in the area of humanities. The items which loaded on this factor
include "school subjects," English literature, sociology or psychology,
government, speech, biology, history courses, and English composition, and
television programs which include serioﬁs talks, discussions, interviews,
and documentaries. Whereas sociology and particularly psychology are not
generally classified as humanities, many facets of the disciplines do
relate to the humanities. The subject of biology is very closely related
to much of the literature published (including fiction) about the field of
medicine and wide interest in television programs based on various segments
of the medical profession might account for the moderately high loading of
this item on this factor. The generally moderate loadings on this factor

suggest a moderate amount of variability with respect to the factor.

Item Fac. Std.
no. Item load. Mean dev.
18. 1Indicate your interest in these school subjects

even though you may not have studied them.
English literature. (Five responses, - to +) -58 3.64 1.14

33. Indicate your interest in these school subjects
even though you may not have studied them.

Sociology or psychology. (Five responses, - to
+) -57  3.83 1.12



26.

30.

34.

16.

17.

62.

65.

35.

54.

19.

58.

64.
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Indicate your interest in these school subjects
even though you may not have studied them.
Government. (Five responses, - to +)

Indicate your interest in these school subjects
even though you may not have studied them.
Speech. (Five responses, - to +)

Indicate your interest in these school subjects
even though you may not have studied them.
Biology. (Five responses, - to +)

Indicate your interest in these school subjects
even though you may not have studied them.
History courses. (Five responses, Very uninter-
esting to Very interesting)

Indicate your interest in these school subjects
even though you may not have studied them.
English composition courses. (Five responses,
Very uninteresting to Very interesting)

What types of television programs do you prefer?
Serious talks, discussions, interviews, including
domumentaries.

What are your main leisure time activities and
interests? Mark approximately how often you par-~
ticipated in these activities during the last
year. Reading fiction and nonfiction books.
(Four responses, -~ to +)

Indicate your interest in these school subjects
even though you may not have studied them.
Chemistry. (Five responses, - to +)

What type of newspapers and magazines do you read
regularly? News and business magazines.

Indicate your interest in these school subjects
even though you may not have studied them.
Foreign languages. (Five responses, ~ to +)

What types of television programs do you prefer?
Drama/plays.

What types of television programs do you prefer?
Quizzes and games.

50

48

=40

3.39

3.15

3.35

3.62

3.31

.66

3.19

2.85

3.01

.52

1.05

1.22

1.20

1.20

1.14

.47

.85

1.27

.50

1.27

.50
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Factor y_(Scale §) Interest in Home Economics, Art, and Church Related
Activities

This is a factor based on the stereotype of feminine interests and
therefore includes what has been historically the areas of interests typi-
cally expressed by females. Since there is a mix of males and females
responding to the items, this factor may reflect the male vs. female gen-
eral areas of interest. The factor loadings are high on the home economics
related subjecté indicating great disagreement. Again it could reflect the
positive response of females and the negative response of males. In the
areas of "Arts and Handicrafts, Painting, Refinishing Furniture, Woodwork-
ing, etc." and the church related items, the wvariability would be much less

due to the lower factor loadings.

Item Fac. Std.
no. Item load. Mean dev.
24, 1Indicate your interest in these school subjects

even though you may not have studied them. Home

economics (clothing). (Five responses, — to +) -83 3.58 1.38
23. Indicate your interest in these school subjects

even though you may not have studied them. Home

economics (food and nutrition). (Five responses,

- to +) =77 3.57 1.26
25. 1Indicate your interest in these school subjects

even though you may not have studied them. Home

economics (family relations). (Five responses,

Very uninteresting to Very interesting) -75 3.91 1.21

70. What are your main leisure time activities and
interests? Mark approximately how often you par-
ticipated in these activities during the last
year. Arts and handicrafts, painting, refinish-
ing furniture, woodworking, sewing, photography,
etc. (Four responses, — to +) -46 3.24 .88



220

73. What are your main leisure time activities and
interests? Mark approximately how often you par-
ticipated in these activities during the last
year. Participating in church and community

activities (other than sports). (Four responses,
- to +) -42  3.19 .92

32. Indicate your interest in these school subjects
even though you may not have studied them. Art.

(Five responses, - to +) -39 3.11 1.23

75. Please indicate whether you have participated in
volunteer church related activities this year.

(1 = yes, 0 = no) -36 .63 .48

37. Indicate your interest in these school subjects
even though you may not have studied them.

Typing. (Five responses, - to +) -33 3.58 1.13
53. What types of newspapers and magazines do you
read regularly? Local weekly newspapers. -30 .69 .46

4, Which best describes the community in which you

presently live? 24  2.61 1.44

Factor VI (Scale 6) Stress Engendered by Involvement in the Course Relating
to the Individual

The factor loadings for the items in this factor are quite moderate
indicating unanimity of responses rather than high variability. There is
some disagreement, however, about the items which all reflect the difficul-
ties encountered by the students due to demands of the course(s) on their
time. Based on the items which loaded most heavily on the factor, their
lack of time was related to work pressures and responsibilities, lack of
extra energy, and the program pace of the UMA schedule. Self-discipline
and learning how to study again were items which also loaded on this fac-
tor, but the factor loadings were quite low, thus the problem of time and

energy was paramount in their concerns.
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no.

96.

90.

97.

95.

93.

80.

94.

98.

78.

79.
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Fac.
Item load.

Mean

Sstd.
dev.

In your planning for studying with UMA, which of
the following are major concerns for you? Lack
of time. (Three responses, Major to Don't know) ~57

In your planning for studying with UMA, which of

the following are major concerns for you? Work
pressures and responsibilities. (Three responses,
Major to Don't know) -56

In your planning for studying with UMA, which of

the following are major concermns for you? Lack

of necessary extra energy. (Three responses,

Major to Don't know) -54

In your planning for studying with UMA, which of

the following are major concerns for you? Pro-

gram pace, keeping up with the UMA schedule.

(Three responses, Major to Don't know) -51

In your planning for studying with UMA, which of
the following are major concerns for you? Self-
discipline: getting down to regular work. (Three
responses, Major to Don't know) ~37

What are your sources of financing for your UMA
course? Full and/or part-time work. (Three
responses, Major source to Not a source) -35

In your planning for studying with UMA, which of

the following are major concerns for you? Aca-

demic and learning problems: starting to study

again, new methods, concentration, memory, etc.

(Three responses, Major to Don't know) -34

Given your other responsibilities (job, marriage,
family, etc.), how difficult do you think it will

be for you to "keep up" with the UMA course(s)?

(Five responses, Rather easily to Can't do it all) 32

To what extent will your participation in this

UMA course affect the amount of time you will be
spending with family members. (Three responses,
Probably no effect to Probably will reduce it

alot) 28

Finding the money to pay for tuition and mate-
rials for a UMA course is: (Four response, A
severe hardship to No problem) =27

1.81

1.84

1.98

1.93

1.65

2.27

1.55

2.29

1.68

3.20

071

.68

.68

.80

.68

.92

.70

.80

.60

.71
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92. 1In your planning for studying with UMA, which of
the following are major concerns for you? Lack
of personal contact with teachers. (Three
responses, Major to Don't know) -26 2.08 .70

91. 1In your planning for studying with UMA, which of
the following are major concerns for you? Domes-
tic interruptions and demands. (Three responses,
Major to Don't know) -24 1.63 .65

Factor VII (Scale 7) Education

The two items loading most highly on this factof describe the educa-
tion of the mother and the father and in that order. This essentially
measures the socio-economic indexes of the parents rather than the indi-
vidual's own, however, if item 3 is included with the two items loaded most
heavily on the factor, the background and current status of the individual
are also reflected.

There tends to be a closer correlation between a husband and wife's
education than the parents and the children's education which accounts for
the socio-economic index being generally determined by the parent's educa-
tion. It should be noted that the higher loadings on the item relating to
the mother's education in particular and to a lesser extent to the father's
shows quite high variability in these items. That is, there were great
differences in the adult students' mothers' educational levels. The dif-
ferences weren't as great in the students' fathers' educational level nor
in their own.

The remaining items with much lower loadings include additional refer-
ences to the individual's interests in educationally related activities as

religious programs, adult education television programs, and television
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viewing in general, and items refer to the financial feasibility of contin-

uing their education.

Item
no.

6.

10.

61.

82.

63.

56.

Item

What is the highest level of education attained
by your parents or guardians and spouse? Mother.
(Seven responses, 8th grade to Graduate study)

What is the highest level of education attained
by your parents or guardians and spouse? Father.
(Seven responses, 8th grade to Graduate study)

What is the highest level of education you have
completed? (Six responses, llth grade or less to
Graduate study)

How many years has it been since you last partic-
ipated in a formal educational experience? (Four
responses, Within past year to 5 years +)

How many years have you resided at your present
address? (Four responses, 1 year to ll+ years)

What types of television programs do you prefer?
Religious programs.

What is the highest level of education attained
by your parents or guardians and spouse? (Seven
responses, 8th grade to Graduate study)

What are your sources of financing for your UMA
course? Parental aid. (Three responses, Major
source to Not a source)

What types of television programs do you prefer?
Adult education programs.

What was your total income last year? Consider
annual income from all sources before taxes.
(Nine responses, Less than $1,000 to $40,000+)

Estimate the number of hours you watched tele-
vision in the past week? (Seven responses, None
to 20-23 hours)

Fac. Std.
load. Mean dev.
-63 2.94 1.58
-55 2.80 1.77
=45 3.37 1.34
41 3.17 1.16
38 2.95 .99
34 .22 42
-32 4,25 1.62
30 2.90 .43
25 .60 .49
24 4.96 2.20
=24 3.91 1.54
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Factor VIII (Scale 8) Interest in Physically Oriented Activities

The items that loaded most heavily on this factor include such areas
as industrial arts (particularly woodworking and auto mechanics), agricul-
ture, plays, sports events, physical education, outdoor activities includ-
ing hiking, hunting, swimming, golf, and camping. Practically every item
contained some type of physical involvement and many, especially those
which loaded most heavily on the factor, tend to be male oriented. Since
many women are also interested in some phase of most of the items, there is

not the definite male-female dichotomy.

Since all of the items have moderate factor loadings, the variability

4

is also moderate.

Item Fac. Std.
Item load. Mean dev.

Nno.

21. Indicate your interest in these school subjects
even though you may not have studied them.

Industrial arts (woodworking). (Five responses,
- to +) 51 2.73 1.31

27. Indicate your interest in these school subjects
even though you may not have studied them.
Agriculture. (Five responses, — to +) 48 2.81 1.35

22. Indicate your interest in these school subjects
even though you may not have studied them.
Industrial arts (auto mechanics). (Five

responses, -~ to +) 45 2,16 1.27

69. What are your main leisure time activities and
interests? Mark approximately how often you par-
ticipated in these activities during the last
year. Participating in plays, concerts, sports
events. (Four responses, — to +) 40 1.57 .89

31. 1Indicate your interest in these school subjects
even though you may not have studied them.
Physical education. (Five responses, - to +) 39 3.33 1.20
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67. What are your main leisure time activities and
interests? Mark approximately how often you par-
ticipated in these activities during the last
year. Outdoor activities: hiking, hunting, swim-
ming, golf, camping. (Four responses, - to +) 36 2.95 .82

68. What are your main leisure time activities and
interests? Mark approximately how often you par-
ticipated in these activities during the last
year. Attending movies, concerts, plays, sports
events, etc. (Four responses, - to +) 28 2.93 .70

66. What are your main leisure time activities and
interests? Mark approximately how often you par-
ticipated in these activities during the last
year. Indoor activities: chess, poker, ping-
pong. (Four responses, - to +) 27 2,22 .92

57. What types of television programs do you prefer?

Sports programs. 27 .30 .46

74. What are your main leisure time activities and
interests? Mark approximately how often you par-
ticipated in these activities during the last
year. Taking special interest classes (i.e.,
cooking, woodworking, tennis, etc.). (Four

responses, - to +) 24 2.26 .97

71. What are your main leisure time activities and
interests? Mark approximately how often you par-
ticipated in these activities during the last
year. Traveling. (Four responses, - to +) 24 2,98 .74

Factor IX (Scale 9) Degree of Involvement, Work/Social

The items that loaded most heavily on this factor asked the respondent
the number of jobs or number of hours the individual worked in addition to
high school attendance. This may indicate socio-economic status, but it
may relate more directly to the type of personality of the person--does
this student seek out extra-curricular activities and/or involvement beyond
the regularly scheduled itinerary associated with his regular work day as
employee, wife and/or mother, or student. Since items loaded on this fac-

tor that referred to the independence allowed by UMA, social-community
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activities, office held in these activities, television programs viewed
that included detective, mystery, western, situation comedy, and comedy
series, the basic construct of the factor seems to point to the degree to
which individuals tend to want to become involved beyond their basic com-~
mitments.

The moderately high loadings on the items referring to high school
jobs indicate substantial disagreement about whether they worked and number
of hours.

The items relating to the number of hours an individual worked were
scored positively, and the items asking whether they engaged in social and
community activities and if they held an office were scored negatively
which indicates that people who work do not also tend to engage in social-
community activities and hold an office in these organizations. Also, the
individuals who worked in high school also tended to be the persons who
worked later in life.

The type of entertainment for these working people includes television
programs that just attempt to entertain, a lighter variety of shows as
detective, mystery, and western series, and situation comedy and comedy
series. Possibly for relaxation and recreation they need to choose pro-

grams and activities that serve to balance the concentration or dedication

required by their jobs.

Item Fac. Std.
no. Item load. Mean dev.

14. During the last year I was in high school, the
average number of hours a week I spent on part-
time paid jobs outside my home was: (Five

responses, None to More than 20) 62 2,05 1.36



13.

122,

59.

52.

77.

76.

12.

100.

60.

86.

any of the selected factors.
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The largest number of part-time jobs that I held
at any one time during my last year in high
school was: (Four responses, None to 3 or more)

Please indicate the importance of the following
influences on your enrolling with UMA. The inde-
pendence allowed by UMA. (Three responses, Not
important to Very important)

What types of television programs do you prefer?
Detective, mystery and western series?

How many hours per week do you work? (Include a
second job or regular overtime). (Seven
responses, Does not apply to Over 50)

If you held an office, please indicate by check-
ing. (1 = yes, 0 = no)

Please indicate whether you have participated in
social~community activities in the past few
years. (1 = yes, 0 = no)

My scholastic standing when I graduated from (or
quit) high school was: (Five responses, Lower
half of my class to Upper 5% of my class)

How do your friends feel about your enrollment in
UMA? Friends. (Six responses, Strongly encour-
aging to Don't know)

What types of television programs do you prefer?
Situation comedy, comedy series.

In addition to the UMA course in which you have
enrolled, which of the following are available to
you? College level courses offered at a learning
center like a library, extension office or public
school within 40 miles of my home. (1 = yes,

0 = no)

61

39

36

34

=29

-29

26

24

1.51

1.92

3.61

.58

3.70

2.82

.45

.60

1.16

.50

2.32

.49

.48

1.19

1.72

47

.50

Several of the items selected for the factor analysis did not load on

However, item 1 and items 120 and 121 were

included as separate scores for the final analysis of the compiled data.

The items not identified with a factor are as follows:



Item
no.

11.

15.

28.

55.

72.

81.

83.

84.

85.

89.

99.
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Item

Marital and family status. (Not married, O,
Married, 1)

At the time I graduated (or quit) high school, my
age was: (Five responses, 15 or younger to 19 or

older)

During the last year I was in high school, the
average number of hours a week I spent working
for my family at home was: (Five responses, None
to More than 20)

Indicate your interest in these school subjects
even though you may not have studied them. Work
related as DECA or T&I. (Five responses, — to +)

What type of newspapers and magazines do you read
regularly? Career or professionally-oriented
magazines and journals.

What are your main leisure time activities and
interests? Mark approximately how often you par-
ticipated in these activities during the last
year. Visiting with friends, relatives. (Four
responses, -~ to +)

What are your sources of financing for your UMA
course? Savings. (Three responses, Major source
to Not a source)

What are your sources of financing for your UMA
course? Grants/scholarships. (Three responses,
Major source to Not a source)

Which of these do you own or have easy access to?
Slide projector/viewer. (1 = yes, O = no)

Do you plan to make any special arrangements to
enable you to take a UMA course? Rearrange work-
ing hours/duties. (1 = yes, 0 = no)

In addition to the UMA course in which you have
enrolled, which of the following are available to
you? Correspondence courses.

How do your family feel about your enrollment in
UMA? Family. (Six responses, Strongly encourag~
ing to Don't know)

Fac. Std.
load. Mean dev.
0 1.09 42
0 3.49 77
0 3.12  1.17
0 2,71 1.03
0 .30 .46
0 3.43 .58
0 2.61 .75
0 2.96 .25
0 .39 .49
0 .36 .49
0 .60 .49
0 1.08 1.04



229

3. How many states have you resided in (include

Towa)? 0 1.94 1.57

120. How did you find out about UMA? From a newspaper
advertisement. (1 = yes, 0 = no) 0 .22 41

121. How did you find out about UMA? From a news
article in a newspaper. (1l = yes, 0 = no)
Factor Analysis of the UMA/ISU Student Questionnaire

The UMA/ISU Student Questionnaires were divided on the basis of
courses. The questionnaires for the spring and fall, 1976, offerings for
Accounting I were combined, and the questionnaires for the remaining
courses were combined. These courses included Psychology Today and Con-~
sumer Experience for spring, 1976, and Psychology Today, Adams Chronicles,
and Writing for a Reason for the fall, 1976, offerings. These remaining
courses were combined since there were insufficient numbers for a separate
factor analysis for each course.

In Group I (the two accounting courses), the responses were grouped
together to find the correlation matrix. In Group II (the remaining
courses), an individual covariance matrix was found for each course, and
then these covariance matrices were pooled to obtain the correlation matrix
upon which the factor analysis was based. Group I and Group II were
analyzed separately, and for each group the highest correlation in each row
was placed in the corresponding diagonal and used as the commonality esti-
mate. Hotelling Principal Components was used to extract the factors. In
the first group, 5 to 16 factors were rotated by varimax, and the most
meaningful solution appeared to be a ten-factor solution which is reported

(Appendix D). For the second group, 7 to 15 factors were rotated, and the
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most meaningful solution appeared to be the 15-factor solution which is
Teported (Appendix D).

The 170 items in the UMA/ISU Student Questionnaire consisted of state-
ments relating to possible attitudes or reactions a student might have
toward a particular course in which he was enrolled and to the overall
experience of engaging in an open learning college level course. The item
loading on each factor was determined by inspection of the factor loadings.
Items were placed in a factor on the basis of size of factor loading and
rationality of fit. A factor loading of .40 or greater served as a guide-
line, however, the items with factor loadings below .40 were examined sub-
jectively for psychological meaningfulness and similarity to other items
within the factor and to the underlying conceptual unity of the factor
itself. Factors were named on the basis of the underlying concept that
made items within the factor cohesive. The names assigned to the ten fac-
tors identified for group one are as follows:

Factor I Impact of Course on the Students

Factor II Evaluation of the Video Component of the Course

Factor III Evaluation of the Course Structure

Factor IV This Mode of Obtaining an Education vs. Conventional Mode

Factor V Availability of Faculty (Reaction to Faculty or "Assisting"

Personnel)
Factor VI Family Involvement--Benefit to Family
Factor VII Motivation of Tests

Factor VIII Stress Engendered by Involvement in the Course Relating to

Family
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Factor IX Stress Engendered by Involvement in the Course Relating to
the Individual

Factor X Vocational vs. Personal Development Motivation

The names assigned to the 15 factors identified for group two are as

follows:

Factor I Impact of Course on the Students (same as Factor I, Group I)

Factor II Stress Engendered by Involvement in the Course Relating to
the Individual (same as Factor IX, Group I)

Factor III Reaction to Faculty or "Assisting' Personnel (same as Fac-

tor V, Group I)

Factor IV Evaluation of the Course Structure (same as Factor III,
Group I)

Factor V Evaluation of the Video Component of the Course (Same as
Factor II, Group I)

Factor.VI Personal Development Orientation

Factor VII Obtaining an Education through Conventional Mode (similar
to Factor IV, Group I)

Factor VIII Obtaining an Education through Open Learning Mode (similar
to Factor IV, Group I)

Factor IX Family Involvement and/or Support for Student

Factor X Evaluation of Course and Components

Factor XI Vocational Orientation (similar to Factor X, Group I)

Factor XII (Not a Factor--low and illogical loadings) |

Factor XIII Cost of Course

Factor XIV Fairmess of Tests (a sub-part of Factor VII, Group I)

Factor XV (Not a Factor—--low and illogical loadings)
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In comparing items in the two factor analyses, five factors in each of
the two groups had many identical items loading on the respective factors,
that is five of the factors identified in the first group also emerged as
factors in the second group. These included Factor I in both Groups I and
II, Factor II in Group I and Factor V in Group II, Factor III in Group I
and Factor IV in Group II, Factor V in Group I and Factor III in Group II,
and Factor IX in Group I and Factor II in Group II. The remaining factors
in the two groups were either similar or not related. When the factors
were similar, a very limited number of items were shared, and in some
cases these items tended to be either ambiguous in meaning or the factor
loadings were very low and the items loaded quite evenly on several factors.
Factors selected for scoring and the names given these factors vary
from the factor numbers and names for Group I and II and were selected on
the basis of the cohesiveness of items which loaded on the particular fac-
tor and the weight of the factor loadings for the items within the factors.
The factors scored and the scale in which it was scored follows:
Factor I (Scale 1) Impact of the Course on the Students (Factor I,
Groups I and IT)

Factor II (Scale 2) Evaluation of the Video Componment of the Course
(Factor I, Group I and Factor V, Group II)

Factor III (Scale 3) Evaluation of the Course Structure (Factor III in
Group I and Factor IV, Group II)

Factor IV (Scale 4) Obtaining an Education through the Conventional
Mode (Factor VII, Group II)

Factor V (Scale 5) Obtaining an Education through Open Learning Mode

(Factor VIII, Group II)
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Factor VI (Scale 6) Availability of Faculty (Reaction to Faculty or
"Assisting' Personnel) (Factor V, Group I and Factor III, Group
1I)
Factor VII (Scale 7) Fairness of Tests (Factor XIV, Group II)
Factor VIII (Scale 8) Evaluation of Course and Components (Factor X,
Group II)
Factor IX (Scale 9) Stress Engendered by Involvement in the Course
Relating to Family (Factor VIII, Group I)
Factor X (Scale 10) Family Involvement--Benefit to Family (Factor VI,
Group I)
Factor XI (Scale 11) Family Involvement and/or Support for Student
(Factor IX, Group II)
Factor XII (Scale 12) Vocational vs. Personal Development Motivation
(Factor X, Group I and Factor VI, Group II)
Factor XIII (Scale 13) Vocational Orientation (Factor XI, Group II)
Factor XIV (Scale 14) Stress Engendered by Involvement in the Course
Relating to the Individual (Factor IX, Group I and Factor II,
. Group II)

Factor XV (Scale 15) Cost of Course (Factor XIII, Group II)

The item loadings on the factors for Group I (spring and fall, 1976,
Accounting I students) and Group II (the remaining five classes for spring
and fall, 1976) are included in Appendix D. The means and standard devia-
tions for each item in the questionnaire divided according to courses are
also included in Appendix D.

The items in the factors identified for each group were reviewed in an

effort to identify similarities in, and differences between, the two
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solutions. The items with their factor loadings circled were scored by

summing the responses to these items. The algebraic sum of the responses

was obtained where the sign of the factor loading indicated the direction of

scoring.

A discussion of the factors selected for scoring from both solutions

and the items relating to these factors and resulting scales follows.

Factor I (Scale 1) Impact of Course on the Students

Many items in this factor were common to both groups, and this factor
was identified as Factor I in both groups. The items that loaded highly on
this factor indicate the impact of the course on the students varied. The
high end of this factor describes students who felt the course was valu-
able, that is they received satisfaction from it and thought it was good.
They would also recommend it to their friends which indicates a belief on
their part that the course would affect others much as it did them, that it
was generally a good course and not just good for them for some unique per-
sonal reason. The fact that many items loaded highly on this factor indi-
cates a great deal of variability with respect to how much the students

liked the courses.

Items which were common to Factor I in both Groups I and 1II and items

scored:
Factor load.

Item Group Group Items
no. Item I IT scored
140. The UMA courses provided me with a sense of

accomplishment. 88 ~-60 (:)
157. This experience has been a valuable supplement

to my previous education. 86 -64 (3?



59.

163.
139.

106.

116.

55.
42.

60.

112.

46.

170.

100.

66.

72.

90.

158.

156.
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I gained personal satisfaction through taking
this course.

Overall this was a good course.
I would recommend this course to my friends.

I feel the knowledge gained from this course
will be very useful to me.

The overall effect of this course on my life has
been desirable.

Overall this course was very interesting to me.
I learned a great deal in this course.

The course was worth the money I spent to take
it.

I believe that I learned as much or more from
this UMA/ISU course as I would have learned from
a similar college level course offered on a col-
lege campus.

Taking this course has increased my confidence
in my ability.

The way the course was presented fit my particu-
lar needs.

In this course, I felt challenged to do my best
work.

Taking this course has given me valuable insight
relating to this area of study.

As a result of taking this course, I have become
more interested in the subject and would like to
take additional courses in this area.

.My personal goals have been advanced through

taking this course.

Through taking this course I have gained new
knowledge that will help me to enjoy life more.

I was able to develop effective study techniques
as the course progressed.

86
85

83

81

81
80

80

79

73

73

69

69

69

68

67

62

62

55

-65

-71

-45

-51

=50

-41

-60

=51

-62

-40

© QO
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44, The illustrations in the course text were very

useful. 58 -36
164. My family admires me for taking this course. 52 =47
78. I enjoyed reading the text. 52 ~-50
63. The overall experience of taking this course has

had a positive influence on our family life. 51 -58
133. The tests adequately sampled the material covered

in the course. 49 =49
16. I would be interested in having someone explain

how I might be able to obtain special expertise

in an area of study or a degree by taking courses

from UMA and a variety of other sources, as for

example off campus courses from a four-year

institution, a community college, and/or corres-

32 -33

pondence courses.

Factor II (Scale 2) Evaluation of the Video Component of the Course

Most of the items in this factor were common to both groups, however,
in Group II it emerged as Factor V. The number of items loading on this
factor in both groups were very similar, 11 items for the first group and
13 for the second group. The items that loaded highly on this factor indi-
cate that the reaction of the students to the video component of the course
varied. The high end of this factor describes the students who felt the
video was a valuable part of the course, interesting to watch, helped clar-
ify the material in the text, and was helpful in preparing for tests, in
general a positive reaction to the video programs. However, the fact that
the loadings on this factor are high indicates great variability about how

the students reacted to and/or evaluated the video component of the

courses.

Items which were common to both Factor II, Group I and Factor V,

Group II:
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Factor load.

Item Group Group Items
no. Item I II scored

82. The video programs were a valuable part of the

course. 89 -67
@

132. The video programs were interesting to watch. 89 -65
41. The quality of the TV programs (or video compo-

nent) was excellent. . 85 -67
89. Watching the video programs was a waste of time. -84 60

54. The video programs helped to clarify the mate-
rial covered in the text(s). 82 -71

Q @O

108. The video programs were helpful in preparing for

tests. 78 -46
159. I disliked some of the actors in the video pro-
grams. -68 31
52. I disliked the humorous segments in the video
programs. ~-66 37
56. There was a close relationship between the text
and the television component. 64 -69
154. The video programs were easy to understand. 33 -50

Factor ITI (Scale 3) Evaluation of the Course Structure

Items in this factor were common to both Factor III in Group I and
Factor IV in Group II. The large majority of items was common to both
groups. The fairly high factor loadings and large number of items in this
factor indicate fairly high variability. That is many of the students
enrolled in the various courses indicated a change in existing course
structure would be desirable. The high end of this factor describes stu-
dents who would like to add various types of structure as, for example, a
letter and/or introductory audio tape explaining the purpose of each compo-

nent of the course, audio cassette tapes explaining study methods to use in
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the course, a meeting of all students and instructor at the beginning of
the course, and periodic phone calls from faculty. Due to the high vari-
ability in this factor, not all students would agree with the necessity or
advisability of increasing the structure of the course in these ways or the
need for more contact between faculty or students.

Items which were common to both Factor III, Group I and Factor IV,

Group II and items scored:

Factor load.

Item Group Group Items
no. Item I II scored
118. A letter explaining the purpose of each compo-

nent of the course would be helpful. 64 75 QE)
151. An audio cassette tape explaining study methods

to use in the course would have been helpful. 61 65
74. An introductory audio tape explaining each compo-

nent of the course would have been helpful. - 58 57 Ci?

128. It would have been helpful to have a meeting of
all students enrolled in the area and the
instructor at the beginning of the course to
discuss expectations and an overview of the

course. 54 56 (33
86. Periodic calls from faculty would have served to

motivate my studying. 53 55 C{)
109. There should be at least one phone conference

between the student and the faculty during the

course, 53 53 @
77. A review of basic study skills at the beginning

of the course would have been helpful. 49 55 (:D
131. I would like to be given the opportunity of tak-

ing comparable forms of an examination until I

reached the grade level I wanted to attain in

the course. 48 34

119. I would have used supplementary ''readings"
(articles and/or other texts) if they had been
available at the learning center. 46 67 @
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61l. I would have preferred having more contact with
other students, 46 61

© @

117. I would have enjoyed more contact with faculty. 44 78

162. A mixture of projects and tests is better than
just tests on which to base a student's grade. 40 35

94. 1In this course I became so actively involved in
learning on my own that I did not need faculty
help. -41 49

49. T would have liked more information about where
I stood in comparison to other students. 36 43

36. I did not need more faculty contact for satis-
factory progress in the course. (Factor IV, 40) -32 65

Factor IV (Scale 4) Obtaining an Education through the Conventional Mode

"This Mode of Obtaining an Education vs. Conventional Mode" was the
name given to Factor IV in Group I. In Group I, this factor included both
modes of obtaining an education, however, in Group II this factor split
into two factors, one which related to obtaining an education through just
the conventional mode (Factor VII) and a second factor which related to
obtaining an education through only an Open Learning Mode. The items which
were common to each are as follows: Factor IV, Group I, This Mode of
Obtaining an Education vs. Conventional Mode. Items which were common to
both Factor IV, Group I and Factor VII, Group II, which is similar but

relates only to obtaining an education through a conventional mode.

Factor load.
Group Group

Item

no. Item I II
15. I plan to enroll in a community college or four-year
institution to begin work toward a degree. =49 81
12. I plan to enroll in a community college or four-year
=42 77

institution for additional courses.
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20. I would like to work toward a degree. | =35 67
Items which were common to both Factor IV, Group I and Factor VIII,
Group II, which is similar but relates only to obtaining an education

through an Open Learning Mode.

Factor load.

Ttem Group Group
no. ITtem . I IT
9. I plan to take more courses from UMA/ISU. 69 =48

7. I would like to take courses which would help me
become more aware of problems in the world today. 39 =40

The decision was made to score Factor VII, Group II and Factor III,
Group II rather than the combined factors of IV from Group I and VII and
VIII from Group II. For this reason, Factor IV will be named "Obtaining an
Education through the Conventional Mode, and Factor V will be named
"Obtaining an Education through the Open Learning Mode."

Factor IV (Score 4) Obtaining an Education Through the Conventional
Mode consists of just six items, three of which loaded heavily which indi-
cates a lot of variability. The items are quite specific about plans to
enroll in a community college or four-year institution to begin work toward
a degree or just for additional courses. Due to the degree of variability,
some of the students plan to continue their education in this way while
other students definitely do not plan to follow this course of actionm.

Items included in this factor:

Item Fac. Items
no. Item load, scored

15. I plan to enroll in a community college or four-year
institution to begin work toward a degree. 80

12. I plan to enroll in a community college or a four-year
institution for additional courses. 77 (:)
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20. I would like to work toward a degree. 67 (:D

25. I want to take additional courses which would help to
upgrade my qualifications for a job and/or promotion. 44

50. It is extremely inconvenient for me to take a course

at a junior or community college or a four-year insti-

tution (on campus). 33

38. I am currently enrolled at an area community college. 31

Factor V (Scale 5) Obtaining an Education through Open Learning Mode

Since the factor loadings are more moderate for this factor, there is
less extreme variability between students in the way they responded to this
factor. The high end of this factor describes students who elected to
enroll in the UMA course because he/she wanted to learn while at home
instead of attending a college where attendance at classes would be
required, and they wish to continue with this type of learning. There is
some variability among students in relation to this attitude or desire.

Items included in this factor:

Item Fac. Items
no. Item load. scored

62. I took the UMA course because I wanted to learn while
at home instead of the required attendance at a col-

lege. -62 (:?
144, 1I prefer continuing with UMA/ISU courses rather than
taking a course on a campus. ~144 (::)
9. I plan to take more courses from UMA/ISU. -48
7. I would like to take courses which would help me
become more aware of problems in the world today. =40
27. I wish UMA/ISU would offer more courses for personal
=35

enrichment.
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Factor VI (Scale 6) Availability of Faculty (Reaction to Faculty or
"Assisting" Personnel)

Items in this factor were common to Factor V, Group I and Factor III,
Group II and related to the student's evaluation of their contact with the
faculty. The high end of this factor describes the student's attitudes
toward the way in which the faculty reacted to the student's telephone
calls and questions and the way the stﬁdént felt about contacting faculty.
The high factor loadings indicate great variability in the student's reac-
tions to these items, that is some students felt the faculty welcomed their
calls and questions and were at ease in contacting faculty while other stu-
dents either did not attempt to contact faculty or believed faculty were
not too receptive toward calls and/or questions. They also may not have
felt as at ease about attempting to contact faculty.

This factor could not occur because of differences among instructors
because both sections of the Accounting I course were taught by the same
instructors and instructor differences were adjusted out for the second
group. As a result, this factor results from differences in the students'’
perceptions of faculty rather than actual faculty differences.

Items which were common to both Factor V, Group I and Factor III,

Group II:

Factor load.

Item Group Group Items
no. Item I II scored
67. The faculty seemed to welcome my telephone calls. 81 66 (:)
146. The faculty was helpful in answering the ques-

tions I asked. 78 74 @
104. I felt free to ask the faculty questions about
the course. 74 74 (:)
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150. 1 enjoyed talking with faculty over the tele-

phone. 73 63

® @

97. I felt at ease talking with faculty by telephone. 69 66

113. I felt free to relate any complaints I had to
faculty. 68 72

)

155. The faculty seemed genuinely concerned with my
progress in the course. 65 64

@

80. I felt the faculty was very combetent. 55 28
145, 1 received adequate feedback from the tests

about the content of the questions I got wrong,

that is, "why my answer was wrong." 39 43
95. I felt free to complain to the learning center

personnel about the things I did not like. 35 55

Factor VII (Scale 7) Fairness of Tests

This factor is from only Group II and was identified as Factor XIV
with this same name. The loadings on this factor are moderate and the
items are few which indicates a moderate amount of variability and just a
fair measure of the factor. The items in the factor relate to the quality
of the tests, and since this group consists of three separate types of
courses in which tests were given (Adams Chronicles, Psychology, spring and
fall, and Consumer Education), the disagreement about tests could be
attributed to the differences in courses. The high end of this factor
describes students' reactions to the tests as believing the tests were
fair, that if they knew the material included in the text they would do
well on the tests, and that after taking the first test they were more
relaxed about the other tests. This might indicate that they learned they
could cope with the tests if they knew the material, that is, they gained a

certain degree of trust relating to the tests. Course differences have
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been adjusted out so this is not due to the actual quality of the tests but

refers to the students' perceptions of the tests.

Items common to this factor which was Factor XIV, Group II, same name:

Item Fac. Items
no. Ttem load. scored
103. After taking the first test, I felt more relaxed about

the next test. -63
69. The tests were fair. -52 @

79. If a student knows the material included in the text,
she/he would do well on the tests. ~46 -46

45. 1 felt that the amount of memorization required for
the tests was about right.

Factor VIII (Scale 8) Evaluation of Course and Components

This factor was identified in Group II only (Factor X) and relates to
the way in which the students viewed the difficulty level and comparison of
the tests and text to what they believed an on-campus collége level course
would be like. In this context, it is also a measure of the quality of the
tests and text. The moderate factor loadings indicate more unanimity than
variability in their reactions, however, there is some variability and this
could be attributed to the differences in the four types of courses
included in the second group.

Items included in this factor:

Item Fac. Items
no. Item load. scored

32. The tests in this course are similar to those given in
other courses offered for college credit on a college
campus. -59

29. The text used was similar to a text that might be used
in a course offered on a college campus. ~56 é:a
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57. The majority of '"directions" given in the text and
study guides was clear and helpful. -50

19. I appreciate having an opportunity to express how I
feel about this overall experience. =37

126. 1I believe that the difficulty level of this course was
equal to or greater than a course comparable to it on
a college campus. -35

Factor IX (Scale 9) Stress Engendered by Involvement in the Course Relating
to Family
This factor was identified in Group I (Factor VIII) but was not one of

the factors in Group II. It deals with the stress caused by taking the
course which in turn had some relationship to the family members. As a
result of taking the course, the course taker believed she/he had less time
to spend with the family, spent time worrying about tests, felt she/he
might be neglecting the children and even detected this reaction in the
spouse. The comparatively low factor loadings indicate unanimity rather
than high variability. Since this factor was from only the group of stu-
dents enrolled in Accounting I, spring and fall combined, and since many of
those students (but not all) enrolled for job related reasons rather than
personal enrichment or a leisure time activity, the stress caused by the
course is more understandable. They tended to need the information for
vocational purposes, and taking the course was in itself a "job" and,
therefore, interpreted as "work."

Items included in this factor:

Item Fac. Items
no. Item load. scored
141. As a result of taking this course, I had much less

time to spend with my family. 49

148. I worried about taking the tests. 48
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13. My children felt a bit neglected at times due to the
amount of time I had to spend studying. 47

17. I believe I will remember longer what I have learned
in this course than in courses I have taken in a regu-

®@ ©

lar class situation. 46
87. My spouse felt the amount of time I needed to spend on

the course interfered with our family life. 45 (:)
50. It is extremely inconvenient for me to take a course

at a junior or community college or a four-year insti-~

tution (on-campus). 42 (:)
125, The pace of the course was too fast for the time I had

to spend on it. 40
110. Being able to budget sufficient study time for satis-—

factory progress in the course was no problem. -39
58. Domestic interruptions and demands have interfered

with the amount of time I felt I needed to spend on

the course. 38
129. The need for quiet study time for this course inter-

fered with the family's activities. 37
70. I enjoyed the course except for the tests. 36
166. Taking the UMA/ISU course required a substantial

30

effort on my part.

Factor X (Scale 10) Family Involvement--Benefit to Family

This factor was identified in Group I as Factor VI and givem this
name. This factor was not identified in Group II. The items that loaded
on this factor indicate that the course taker believed that his/her
involvement in the course in some way affected her ability to contribute to
the family's welfare. The high end of this factor describes students who
say the knowledge gained in the course has helped them to be a better fam-
ily member, thaﬁ they can be a better "'spouse,'" better parent, and can com-

municate with their children more easily. Since the factor loadings are
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not very high, there is not a great deal of variability, however, there is
some. That is, some believed the course helped them make a positive con-
tribution toward their family members and the family structure, and others
definitely did not believe that taking the course helped them to make this

kind of contribution.

Items included in this factor:

Item Fac. Items

no. Item load. scored

84. Knowledge I have gained will help me be a better fam-

ily member. 62

73. As a result of taking this course, I believe I can be
a better "spouse." 60
96. My spouse enjoyed studying and learning with me. 59

142. I found it helpful to discuss the course material with
a member (or members) of my household. 55

115. As a result of taking this course, I believe I can be
a better parent. 54

76. I find it easier to communicate with my children as a
result of taking this course. 50

65. As a result of taking this course, I feel I can be a
more interesting companion and friend. 48

®@ ©@ ®

8l. I feel the knowledge I acquired will help me to be a
better citizen. 46

®

130. As a result of taking this course, I have made some
new friends. 35

71. I have discussed this course with my spouse at least
once a week. 35

33. My spouse enjoyed watching the video programs with me. 33
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Factor XI (Scale 11) Family Involvement and/or Support for Student

This factor was not identified in Group I and was identified in Group
II as Factor IX. The items that 1oaded more highly on this factor describe
various types of family support for the individual taking the course. For
example, the items include such avenues of support as taking the time and
showing enough interest to discuss the course material with the course
taker, expressing admiration to the course taker for taking the course,
spouse feeling the course was worth the money invested, and taking time to
view the television programs with the course taker. The factor loadings
were moderate indicating more unanimity than wvariability in student reac-
tion to the iﬁems in this factor.

Items included in this factor:

Item Fac. Items
Nno. Item load. scored
142. I found it helpful to discuss the course material with

a member (or members) of my household. -39
164. My family admires me for taking this course. 47
138. My spouse feels the course was worth the money I spent

to take it. -56
153. The subject matter content of the course was about

what I had expected it to be. -55 é:}
33. My spouse enjoyed watching the video programs with me. =51 é:)

102. The material covered in the course was quite different
than I had expected it to be. 46

114, The main benefits I have received from taking this
course were not my original purpose for enrolling. 46

71. I have discussed this course with my spouse at least

once a week. =45

10. My family is favorable toward my enrolling in future
courses.
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96. My spouse enjoyed studying and learning with me. ~42

39. My original purpose for taking this course changed as
I progressed in the course. 38

121. Members of my household (other than spouse) watched

the video programs. -26
160. My original purpose for taking this course has been
fulfilled. -38

Factor XII (Scale 12) Vocational vs. Personal Development Motivation

This factor was identified as Factor X, Group I and Factor VI, Group
ITI. All of the items in this factor had moderate loadings indicating lit-
tle variability. There is some variability but not as much as in factors
with items having higher loadings. The items in this factor include per-
sonal reasons for taking the course as "simply to learn," to "gain knowl-

edge," and university credit.

Items which were common to both Factor X, Group I and Factor VI,

Group II:

Factor load.

Item Group Group Items
no. Item I II scored
83. I took this course simply to learn. ~57 ~40
85. The knowledge I gained in this course is much

more important to me than the grade I received. ~47 ~47 <:>
165. My primary interest in taking this course was to

gain Iowa State University academic credit. 43 36
30. The grade I will receive in this course is not

very important to me. -32 ~52 e:?

Factor XIII (Scale 13) Vocational Orientation

This factor is Factor XI from Group II. Factor X, Group I was similar

to this factor but just one item, No. 40, loaded on both factors, and the
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factor loadings were comparatively low indicating weak association with
this factor. The majority of items in this factor has moderate factor
loadings which indicate more unanimity than variability. All of the items
at the high end of this factor describe reasons for enrolling as job
related. These reasons include "to make more money," "to gain job skills,"
"to begin developing a new career,” and '"'to be a better employee." Since
the factor loadings were not high, the students tended to agree in their
reasons for enrollment.

Items included in this factor:

Item Fac. Items
no. Item load. scored

53. Taking this course has improved my chances of making

money. -65

149. My primary purpose for taking this course was to gain
job skills. ~53

51. This experience has helped me to begin developing a
new career.

136. I feel confident to try to seek employment relating to
the skills I acquired in this course. ~48

@® ® ® &

127. This course has helped me to be a better employee. -48

40. This experience has helped me become more aware of my

vocational interests. -45
99, I feel better prepared for a job as a result of taking

this course (even though the job might not relate

directly to this course). =45 <:>
130. As a result of taking this course, I have made some

new friends. -35
34. As a result of taking this course, I have become

acquainted with other adults with interests similar to

-32

mine.
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Factor XIV (Scale 14) Stress Engendered by Involvement in the Course Relat-
ing to the Individual

This factor was identified as Factor IX, Group I and Factor II, Group
II. Since Factor IX, Group I had just five items and all of these items
were also common to Factor II, Group II and Factor II, Group II had a large
number of items, the decision was made to score items from Factor II, Group
II. The factor loadings for many of the factors tended to be high indicat-
ing a great deal of variability. Students were not in agreement with the
jtems which included statements such as: domestic interruptions and
demands interfered with the time needed for the course, work pressures and
responsibilities interfered, and not enough energy or stamina to keep up
with course and everything else. That is, some students found this to be
applicable to their situation, and others definitely were not pressured by
these conditions. The variability in the demands for the various courses
in Group II may have accounted for the high variability in the students'
reactions to the items in this factor. Since the factor loadings were much
lower for identical items in Group I and the items in the factor were very
few, the students' reactions to the Accounting I course showed much less
variability. Also, it is possible that the students enrolling for Account-
ing T had definite reasons for enrolling, were more familiar with the type
of course content, and had a much better idea about the possible demands
the course would make on their time and energy.

Items included in this factor:

Item Fac. Items
no. Item load. scored

58. Domestic interruptions and demands have interfered
with the amount of time I felt I needed to spend on the
course. -81
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Work pressures and responsibilities have interfered
with the time I felt I needed to spend on the course.

I did not have enough energy or stamina to keep up
with this course the way I would have liked, due to
all of the other demands on my time and energy.

I felt free to relate any complaints I had to faculty.
I find it difficult to study for tests.

Being able to budget sufficient study time for satis-
factory progress in the course was no problem.

The pace of the course was too fast for the time I had
to spend on it.

Finding time to study was difficult.

As a result of taking this course, I had much less
time to spend with my family.

Disciplining myself to study for a test was difficult.

The most I could do was try to pass the tests; learn-
ing all of the material seemed too much.

I didn't mind studying for the tests.
Too much reading was required for the course.

I worried about taking the tests.

There should be increased individual flexibility for
course completion.

My spouse felt the amount of time I needed to spend on
the course interfered with our family life.

I don't learn as easily as I did back in high school.

As a result of taking this course, I believe I can be
a better parent.

I enjoyed the course except for the tests.

Taking the UMA/ISU course required a substantial
effort on my part.

The overall work load for this course was too heavy
for the amount of credit given.

-68

67

-42

=42

-42

-41

®

@@ 0 ® ®
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88. The time I had to spend on the course was too great

for the benefits gained. -41

98. The vocabulary used in the text was too difficult for
a freshman or sophomore college level course. -40
124, 1 feel I now know the material covered in the text. 39

92. 1In this course, I liked feeling responsible for my own

learning. 35

13. My children felt a bit neglected at times due to the
amount of time I had to spend studying. -31

152, Involvement with this course has made me feel that I
can do college level work. 30

Factor XV (Scale 15) Cost of Course

This factor was identified in Group II as Factor XIII. It is a very
weak factor with low factor loadings and only two items, yet it is clearly
a factor. There is very little variability associated with responses to
the items in this factor, that is the students agreed in their attitudes
toward the cost of the course. 1In Group I both of these items loaded on
Factor I, Impact of Course on Students. In Group I the loadings on Factor

I were also low indicating agreement in the students' reaction to the cost

factor of the course.

Fac. Items

Item
no. Item load. scored
68. The cost of books and materials is too high. =32 é:?

120. The cost for tuition is too high. 45 é:)
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Background Variables and Characteristics
of 1976 UMA/ISU Students

The selected information inclhded in this section was taken from the
Iowa State University registration forms devised for this particular group
of students and from the Student Information Questionnaire. The registra-
tion forms were filled out for each student who enrolled in the program,
and the Student Information Questionnaire was responded to and returned by
98 percent of the spring, 1976, students who did not drop immediately and
by 99 percent of the fall, 1976, students who did not drop out of the pro-

gram immediately, that is before beginning to participate in any of the

course activities.

Year of first enrollment at Iowa State University

In the spring, just 20 percent of the students had been enrolled pre-
viously and in the fall, 19 percent. Thus about 80 percent of the UMA/ISU
students enrolled as Iowa State University students for the first time.
Approximately one-half of the 20 percent previously enrolled were spread
quite evenly through the 1940s, 50s, and 60s with approximately 11 percent

spring and 8 percent fall in the early 70s.

Sex and age of enrollees

In the spring, 17 percent were male and 83 percent female, and in the
fall, 15 percent were male and 85 percent female. The ages of these stu-
dents ranged from 18 to 78 (see Table 7).

The model age range for the two groups is around 40 with the number of
students.in thg age groups decreasing in both directions from 40 up and

40 down. The differences between the spring and fall groups seem small.
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Table 7. Ages of UMA/ISU students, 1976

Spring Fall
Ages of students % Z
Less than 20 10 8
From 20 to 30 13 18
From 30 to 40 .. 28 33
From 40 to 50 29 26
From 50 to 60 15 12
From 60 to 70 4 2
From 70 to 80 1 .5

However, in the fall group there was a larger percent of the students in the
20 to 40 age range and a smaller percent of the students in the "less than
20 age group'" and "over 40 age group.'" As a whole, the fall group was a
slightly younger group due to a decrease in older students. This is con-
sistent with the change in age groups enrolling in initial offerings of

open learning courses in some other areas (Brown, 1975b; MacKenzie et al.,

1975).

Counties of residence

The counties in which the enrollees lived at the time of registration
totaled 44 in the spring and 59 in the fall (Figures 1 and 2). The
increase in the geographical area of residences of students might be
accounted for by the increase in promotion and the fact that in the spring
the courses were available to only those students who could receive the
broadcast signal of WOI-TV (Channel 5 in central Iowa) or through cable
television systems, and in the fall the four courses offered were available

to all who could receive Iowa Educational Broadcasting Network (IEBN)
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channels or WOI-TV. There were additional learning centers in the fall to
assist students in some areas. In the spring, certain western Iowa learn~
ing centers had video cassette tapes of the television programs to accommo-
date students who could not view the tapes through WOI-TV. This might have
been too inconvenient for some individuals and may have had the effect of
decreasing enrollments in the area. When asked in the Student Information
Questionnaire if they received WOI programs clearly, 88 percent of the
spring group answered yes, and 79 percent of the fall group said yes, a
decrease of 9 percent. It is assumed these students had access to an IEBN
channel which broadcasted the course lessons.

The following is additional selected information from the Student
Information Questionnaire (due to rounding and/or omissions on question-~

naires, totals do not add to 100 percent).

Marital and family status

The majority of students both spring and fall was married with either
young or grown children. The next largest group was married but without
children, followed by single persons, and the smallest group was the
widowed or divorced with or without young or older children (Table 8).

The spring and fall groups were very similar in marital and family
status, however, the fall group with 7 percent less students in the married
with grown children category tends to follow the very slight trend toward
younger students in the fall group.

The total students single, married, and widowed or divorced are shown

in Table 9.



Marital and family status of UMA/ISU students, 1976

Table 8.
Single Married Widowed or divorced
0 Young Young Grown 0 Young Grown
children children children children children children children children
% % % % % A %
Spring 9 .7 37 37 7 .7 2
Fall 11 1 37 30 2 1 1

65¢C
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Table 9. Marital status of UMA/ISU students, 1976

Single Married Widowed or divorced
% A 7%
Spring 9.7 86 3.4
Fall 12 81 4.0

Number of years students have lived in Iowa

This is a very stable group of Iowans. 1In the spring group, 95 per-
cent stated that they had lived in Iowa 11 years or more. In the fall
group, 86 percent had lived in Iowa over 11 years with 7 percent stating
they had lived in Iowa 6 to 10 years and an additional 6 percent having
iived in the state 1 to 5 years. They have tended to move within the

state, however, with the spring group again being the most stable (Table

10).

Table 10. Number of years at present address

Less than 1 1-5 6-10 11 or more
% % % %
Spring 5 30 19 45

Fall 10 33 23 35
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As further demonstration of their tendency toward stability in respect
to residence, a total of 51 percent in the spring and 58 percent in the
fall group stated that they had lived in only one state during their life-
time. In the spring, 25 percent had lived in two states and 11 percent in
three states. The fall group was similar with 18 percent in the two-state
category and 8 percent having lived in three states.

Neither have most of these individuals experienced living in a country
other than the United States; 93 percent of the spring group and 88 percent
of the fall group have not lived in any other country. In the spring,

4 percent had lived in one other country and 10 percent in the fall group.
This may be accounted for by overseas military service since 8 percent in
both groups stated they had served on active duty in the United States
Armed Forces. This would explain living in a foreign country--they tend to

be Iowans unless forced to leave.

The community in which they live

The majority of the students live on a farm with the next largest
group living in a town over 2,000 but under 10,000. A general description
of the majority of the students would be rural which probably accounts in

part for the attraction of the possibility of taking a college level course
without commuting. (Table 11). 1In the spring, 70 percent of the students

lived on a farm or in a town under 10,000, and in the fall, the total was

72 percent.

The majority lead stable lives in a rural community and have quite

adequate incomes. In the spring group, 50 percent stated their incomes

were from $10,000 to $30,000 a year, and in the fall 43 percent were in
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Table 11. Type of residence of UMA/ISU students

Town Town
Farm or Town (2,000~ (10,000- City
ranch (under 2,000) 10,000) 50,000) (over 50,000)
% % % % %
Spring 33 11 : 26 19 11
Fall 31 15 26 13 14

this category. However, in the spring 37 percent had incomes of $10,000 or
less, and in the fall group, 47 percent were in this income range. Since
the majority of students was married and many with children, some of them
may fall in this group. Many of these with lesser incomes, however, were
probably single students, most of whom were quite young. Since the data do
not provide this information, it is impossible to do more than draw very
tentative conclusions on the basis of information given. It is also of
interést that 12 percent of the spring group and 10 percent of the fall
group had incomes over $30,000 a year. It is also impossible to draw any
conclusions about their net worth. The older students, particularly those

retired, may have a high net worth but limited income.

Education

The educational level of the parents of the students is interesting
and especially compared to the students' level of education. This informa-

tion is presented for both the spring and fall groups. (Table 12).
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Table 12. Highest level of education completed of UMA/ISU 1976 students

Father Mother Spouse Student
Spring Fall Spring Fall Spring Fall Spring Fall
% A % 7% yA yA % %
8th grade or less 35 29 29 21 2 2 question
- not asked
Some high school 11 16 13 11 7 5 2 1
High school graduate 31 27 33 40 32 23 39 33
Trade, business, etc. 4 4 5 6 5 8 13 11
1-3 years college 7 8 11 12 13 17 27 30
College graduate 5 7 6 5 15 15 12 19
Graduate study or
professional degree 5 7 1 3 9 11 5 5

The parents and spouse of the UMA/ISU student and the UMA/ISU students

terminating their education at or before high school graduation are shown

in Table 13.

Table 13. Educational level of student, parents, and spouse

Student
(Prior to this
Father Mother Spouse experience)
Spring Fall Spring Fall Spring Fall Spring Fall
yA A yA yA /A yA % %
79 75 76 75 57 49 43 36

The fall group of students had a larger percentage with some education
beyond high school, and this was also true of their spouse, mother, and
father. The difference between the spring and fall groups in relation to

the parents' education was negligible, but the differences between the
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student and his or her spouse are approximately 7 percent between the
spring and fall groups. The student also tends to have more formal educa-
tion than the spouse in both groups.

When asked how long it had been since they last participated in a
formal educational experience, 56 percent in the spring group and 56 per-
cent in the fall group indicated that it had been five years or more. For
some it may have been many more than five years, and with this span of time
between their last exposure to studying in a formal educational setting,
that is, follow a schedule, submit assignments, and take tests, etc.,
"adjusting' may have presented quite a hurdle.

The span of time between their last formal educational experience and
enrolling in a UMA/ISU course also reveals that this is not the typical
college student who has been continuing his education on a fairly regular
basis at some other type of higher education institution whether it be
trade, business, technical school, or a college.

The reasons these individuals gave for previously terminating their
education are shown in Table 14. The largest categories for not continuing
their education were graduation, marriage, and beginning to work. The
"other" category included a wide range of specific reasons that were
grouped together.

The scholastic standing of these individuals when they graduated from
high school (or quit), as reported by them on the Student Information Ques-
tionnaire, is indicated in Table 15.

In the spring group, 8 percent did not answer this question, and in
the fall group, 5 percent did not answer. Since they answered other ques-—

tions, it might be assumed that they did not wish to have this known or



Table 14. Reasons for terminating education

Marriage Began work Illness Had children No time Graduated Other
Spring Fall Spring TFall Spring Fall Spring Fall Spring Fall Spring Fall Spring Fall
A A % yA % % % % % % % % 7% %
16 18 16 12 2 1 8 5 3 2 20 18 23 30

Table 15. High school scholastic standing of UMA/ISU 1976 students

Lower half Upper half Upper 30% Upper 15%
of class (not upper 30%) (not upper 15%) (not upper 5%) Upper 5%
Spring Fall Spring Fall Spring Fall Spring Fall Spring Fall
7% % % % % % % % : % %

5 5 18 14 17 24 22 23 30 31

c9c
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they did not have this information. Based on these figures, the majority
of UMA/ISU students in these first two groups were average or above stu-
dents at the time of their high school graduation.

While attending high school, 56 percent of the spring group and
49 percent of the fall group did not hold paying jobs. However, just
10 percent of the spring group and 4 percent of the fall group stated that
they did not work in some way "at home," and 37 percent in each group
stated that they worked from 10 to more than 20 hours in their homes.

When asked which activities they participated in while attending high
school, the two groups were very similar. The activities and the percent
checking the category of "frequently" are shown in Table 16.

As a group, their main interests while in high school appear to be
music followed by working on the school newspaper and/or yearbook and
sports. Plays and debates were also an area of special interest for about

one~fourth of the students. Since these students checked "frequently" from

among four responses which included 'never," '"rarely," "occasionally," and

"frequently," this category would tend to show a very definite interest and
participation in these activities.

The school subjects checked "very interesting'" by 30 percent or more
of the spring group of students were: history, home economics (food and
nutrition), home economics (clothing), home economics (family relations),
bookkeeping and accounting, and sociology. The fall group included just
home economics (clothing), home economics (family relations), bookkeeping
and accounting, and sociology. History and home economics (food and nutri-
tion) were not checked very interesting by 30 percent or more of the stu-

dents but were close--history, 29 percent, and home economics (food and



Table 16. Participation in high school activities

Plays, Newspaper Science Arts, Wood- Mechan. Student

Cheer-  Depart.
debate Sports

yearbook projects crafts working projects council leading clubs Music
S F S F S F S F S ¥ S F S F S F S F S F S F
yA % Z % yA % © % 2 %t % % r % % 7% % % % 7% % %

21 25 30 28 33 3 6 7 7 8 5 5 5 2 13 17 11 10 29 34 49 52

L9T
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nutrition), 26 percent. The school subjects checked "very interesting" by
10 percent or more of the participants include (spring group): foreign
languages, industrial arts (woodworking), industrial arts (auto mechanics),
home economics (clothing), agriculture, DECA or T&I, speech, art, and chem-
istry. The only differences for the fall group are the omission of speech
and the addition of biology. Again there were few differences between the
spring and fall groups. In speech, the difference was 4 percent (spring,
12 percent and fall, 8 percent), and in biology it was 5 percent (spring,

5 percent and fall, 10 percent) for the "least interesting" category.

The extreme reactions to the subjects that have been historically
biased toward males or females show this bias may still exist since the
question asks for their present interest in the subjects even though they
might not have had an opportunity to study them. The purpose was to gain
some insight about their preferences which might be used as a guide in
choosing future ISU/UMA offerings. Since in the spring group 83 percent
were women and in the fall group 85 percent were women, the strong interest
in home economics related areas probably reflects the interests of the
women as do the percent of individuals "very uninterested" in industrial
arts (woodworking), industrial arts (auto mechanics), and agriculture. The
only subject selected as "'very interesting'" by 40 percent or more of the
participants in both the spring and fall groups was home economics (family
relations).

Their overall attitude toward their high school experience was favor-
able, however, to statements relating to opportunities for students to
become well-acquainted, ease in making friends, and size of classes, the

UMA/ISU students in both groups checked the word "always" on a scale of
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1 to 5 that included l-never, 2-almost never, 3-about half the time,
4-almost always, and 5-always. To statements relating to comments about
teachers, as ''were interested and concerned," "tended to be fair," "did a
good job of teaching content," and 'graded fairly," the rating of "almost
always" was higher than the rating of "always." The spring group in gen-
eral rated most statements higher than did the fall group and particularly
in statements relating to: number of extra-curricular activities, ease of
making friends, administration placing the welfare of the student first,
children from poor families getting along alright, and teachers doing a
good job of teaching, including teachers not showing favoritism. There was
only one statement which was rated lower in the spring group and that was
"teachers were interested and concerned." In general, ratings were more
positive than negative, that is, their high school experience was enjoy-
able.

Of the spring group, 83 percent rated it enjoyable "almost always' or
"always' and 81 percent of the fall group. Since the majority enjoyed
their high school education and in retrospect evaluated it "above average"
in the areas included in the questionnaire, they might also have adjusted
quite readily to another type of formal educational institution--that is,
their choice in electing to take a course "at home" was not because they
might have had an unpleasant high school experience and, therefore, avoided
taking an "on-campus'" class. Also, since around 80 percent indicated they
enjoyed their high school education, they probably looked forward to ''tak-

ing a class again'' or at least did not dread it. However, "about half the

time" was chosen as the answer in from about 10 percent to approximately
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30 percent of the statements evaluating aspects of their high school educa-

tion, and for these students high school may not have been that pleasant.

Work

To the question "How many hours per week do you work? (include a
second job or regular overtime)," 35 percent of the spring group either did
not reply or marked "Does not apply." In this questionnaire, the student
was told to simply move on to the next question if a question or whole sec-
tion did not apply, and for this reason it is assumed that those 'not
replying" to this particular question could be grouped with the 'Does not
apply" group for a total of 35 percent for spring and 34 percent for the
fall group. It is also assumed that these are the individuals who were
full-time students either in a high school or another institution or were
full-time homemakers or retired. For those who did reply to this questionm,
the percentages for indicating the number of hours they worked are shown in
Table 17. The largest groups were those working from 31-40, 41-50, and the

35 percent (spring) and 34 percent (fall) whom it is assumed did not work

at a regularly scheduled job outside the home.

Table 17. Number of hours employed

10 hours
or less 11-20 hrs. 21-30 hrs. 31-40 hrs. 41-50 hrs. Over 50 hrs.

Spring Fall Spring Fall Spring Fall Spring Fall Spring Fall Spring Fall
% % % % % % % % % % % %

6 4 6 8 8 8 15 14 17 20 12 11
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When asked how many years they had worked at their present jobs,
23 percent in both groups indicated categories from 5 to over 20 years. In
the 1~ to 5~year category was 36 percent for spring and 39 percent for
fall. A total of 36 percent spring and 39 percent fall either omitted the
question or explained they were homemakers either not working outside the
home or with just occasional part-time jobs or retired.

Their satisfaction with their job was indicated in Table 18.

Table 18. Rate of job satisfaction for UMA/ISU 1976 students

Very satisfied Satisfied Neutral Dissatisfied Did not apply
Spring Fall Spring Fall Spring Fall Spring Fall Spring Fall
% % % Z % % % % % Z
22 20 28 23 9 8 6 8 34 31

Approximately 50 percént were either satisfied or very satisfied with
their jobs, and just 15 percent in the spring and 15 percent in the fall
were either neutral or actually dissatisfied, therefore, the major reason
for enrolling in a course probably was not to seek other employment. From
comments of the students on the UMA/ISU Questionnaire (Appendix C) and in
telephone conversations with some, a reason for enrolling in the Accounting
course and to some extent in the Psychology course was to improve their
skills for their present job. For some in Accounting, this was keeping
books for their husband's business, and as one student stated, 'During the
time she was enrolled in the course her 'work' suffered." One Psychology

student was working with disturbed children and believed the course might

be helpful.
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Leisure time

In this section of the questionnaire, practically all varieties of
leisure time activities were included, and a comprehensive picture. is
created of the recreational activities in which these individuals engage.
Again the comparisons are given for the spring and fall groups.

The types of newspapers and magazines they indicated that they read
"regularly' are included in Table 19. The category of other was listed by
14 percent of the spring group and 15 percent of the fall group. The daily
and weekly newspapers rate highly, with the daily being read the most.
Since some communities do not have a weekly newspaper, this might account

for the lower percentages in this category.

Table 19. Publications read regularly

Daily Local weekly News/business Professional Special int.
newspapers newspapers magazines journals magazines
Spring Fall Spring Fall Spring Fall Spring Fall Spring Fall
% % % % % % yA A % 7%
91 88 66 72 47 50 32 32 82 80

In the choice of magazines, the special interest types are the most
widely read, and as the question in the questionnaire indicated, this would
include such publications as sports, fashion, and gardening magazines. The
news and business magazines ranked next, and the career or professionally-
oriented magazines or journals received just a third of the choices. Since
all of the categories could have been checked by all participants (that is,

they were not asked to check the ones they most preferred but just to check
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all they read regularly), it is evident that their choices are the daily
newspaper and the special interest magazines.

The number of hours they spend watching television per week according
to their estimates is shown in Table 20.

Practically none of this group are "nonwatchers," and the majority
watch from 4 to 11 hours a week. From this response, it could be concluded
that television is a popular form of recreation. The types of programs
preferred are listed in Table 21.

The students were encouraged to check all of the types of programs
they preferred, and in some cases just one category was checked, in others
several. News broadcasts are the most popular with situation comedy, music
and variety shows, and the serious talk shows next in popularity. These
choices indicate that these individuals want to be informed about events in
the world around them (choice of news report and serious talk shows and
adult education programs) and also want to relax through viewing the
lighter type of show for just entertainment. The choices may also have
been greatly influenced by the percent of females responding (approximately
85 percent). Whether females in general would choose television shows sim-
ilar to these two groups of students would be interesting to compare, also
the spouses' choices might be an interesting comparison.

Of particular interest is the high rating given adult education pro-
grams, and it would be interesting to pursue this further by asking what
type of adult education programs they prefer and which they watch on a reg-
ular basis. Their preference and/or interest in adult education might have

been an influencing factor in their participation in the UMA/ISU program.



Table 20. Time spent viewing television

None 3 hrs. or less 4-7 hours 8-11 hours 12-15 hours 16-19 hours 20-23 hours
Spring Fall Spring Fall Spring Fall Spring Fall Spring Fall Spring Fall Spring Fall
% % % % % % % % % % % % y 4 %
.7 1.6 21 20 24 24 25 25 13 15 8 7 9 8

%LT
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Table 21, Television programs preferred

Spring Fall
% yA
Sports programs 33 28
News reports 78 86
Drama/plays 4 47 57
Detective, mystery and western series 42 44
Situation comedy, comedy series 70 60
Religious programs 22 24
Music and variety shows 62 59
Serious talks, discussions, interviews,
including documentaries 60 64
Adult education programs 57 60
Quizzes and games 29 17

The leisure time activities participated in "frequently" by these stu-
dents, listed from most frequent participation to least frequent, are
included in Table 22,

It is evident that reading is the most popular leisure time activity,
however, viewing television was not included in the above activities, and
this omission may have affected the order of the above, that is, viewing
television might have been listed ahead of some of the other activities.
Since television viewing was definitely a popular pastime with many of the
students as indicated by them, this must be considered when reviewing the
order of participation in this above list.

In comparing the spring and fall groups, the slight decrease in the
older students in the fall group might account for the larger percent of
participation by the spring group in the arts and handicrafts type of
activity and conversely the lower rate of participation by the spring group

in church and community activities. It is often the older individuals with
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Table 22. Leisure time activities

Frequent participation

Spring Fall
Activity % yA
Reading newspapers, magazines, and journals 78 82
Arts and handicrafts, painting, refinishing fur-
niture, woodworking, sewing, photography, etc. 48 41
Visiting with friends, relatives 45 51
Participating in church and community activities
39 47

(other than sports)

Reading fiction and nonfiction books 36 45
Outdoor activities: hiking, hunting, swimming,
golf, camping 24 33
Attending movies, concerts, plays, sports events,
etc. 22 22
Taking special interest classes (i.e., cooking,
woodworking, tennis, etc.) 11 13
Indoor activities: chess, poker, ping-pong 9 8
7 4

Participating in plays, concerts, sports events

grown children who have time for arts and crafts, and it is the younger
individuals with young and teenage children who are involved in church and
community activities due to the children's involvement. The spring group
also participated less in outdoor activities: hiking, hunting, swimming,
etc.

When asked if participation in the UMA course would affect the amount
of time they would be able to spend with family members, they replied as
indicated in Table 23.

This again reflects the slight difference in the age groups between
the spring and fall groups. The fall group is composed of more individuals

with young children at home, and it seems generally busier people.
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Table 23. Effect of UMA course on ''time" for family

Might reduce it Probably will

Probably no effect a little bit reduce