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ABSTRACT ~ ‘ oo
.t X ' .

. An’ Investigation of Institutionai-Support
a - S for Peer Contact in Distance Education’ '

t‘ . . b :‘_. \ ' N A,- . . ) . ;‘: 4 ) \:”
~ . N . Iy .
- Cheryl Lynn Amundsen, Ph.D. o .p
-Concordia University, 1988 . :
@ . ' ‘ f
Two hypotheses derived from Keegan's' theoretical B SN

framework,of reiotegration‘in'distagge edication formed the
‘focus for.the’primary analysis of this study. The oy
opportunity‘for peer contact aod sopport was-reintegrated for

':the ﬁurpose‘of affecting achievement, self- perception of

o . learning achievemént, ‘final academic standing (including
noncompletion); and attitudes. The primary analysis was
conducted in two parts; one based on an experiméntal sample,
and the other basedlon a larger general sample. No "
significant differences were found between levels of the-
experimental variable, but peer contact was- found to o ,}
siggificaotly discriminate between le;els ot'coth course
completion'and final-academic standing in one of the targeted
courses based on the general sample (i. e., Communication

: course) . ' o

, : A follow-up analysis indicated that students in the

LY

Communication course, as compared to students in the other

-

‘ two courses, had completed significantly fewer program
courses and significantly fewer courses concerning banking- at

traditional universities Based on these findings and in

+

; ' : (i) - 2



. ' ] - ) ‘ - | .
consideration of the subject matter of the Commdnicationv ‘\uj§>
P

: ; y - N : .
course, an argument is proposed concerning the relationshi
. . |

of peer contabt and both egperiehtisi factors aﬁd course

—

’

‘: subject matter. : SRR |
A ,secondary analYSis was done to investigaée the
relative importance of peer contact in relatlonghip to other
factors. Explanations” of course completion/non-éompletion and
self—pereeﬁtion of learning achievement were so‘ght. A

theoretical'model of persistence and withdrawal}in higher

A

. . , . |
education (Tinto, 1975) guided the investigatioq.
- Results indicated that‘tﬁe mean score on assignments
. i

) & . : ‘ .
was by far the most important, discriminaﬁor. LeJel of peer

»

contact, stated intention to take another program course and

previous eﬁperience'hith correspondence courses'were also

. |
found to significantly discriminate between thoée who

. i . ‘ ' | .
completed their courses and -those who did not. Additionally, .

)

"scores on assfénments, the amount of self-repor ed learning
resultiqg_froﬁ the textbook and assignmeqfs, stated intention
tdirecommend‘courses to another ‘and contact witﬂ,program

staff wefe_fougd to significahtly discfiminate between ] f’

student reeponses to a subjective‘measure of Iea%ning . .
achievement In all cases, the statistical relationship' was

in a .positive direction. ’ .
\ ‘ ) : <
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" CHAPTER 1

INTRODUCTION

Y

-

-

. v ? . 4 '
Schooling by correspondence is not 'a new educational

-

. phenomenoh. Baath\and Willen’ (1984) report the possibility
of education by correspondence in Swedeklio years ago and

/ .Y ‘ similar reports come from other countrles (Peters, -1982) .

2

S - Throughout dits nistory, the structure of correspondence

<
Y]

v . .in"struction »Shas remained basically tl;le same. Students .are
. proyided with printed instructional mat'eriais which they
read and study; th\ey prepare assignments and mail them to a
c‘ourse marker; .marks ahnd.often written comnents are returned
to the' student by mail; finally, a s\tudent may sit for an
o - exam,. commuting to a central -location for this purpose..} In.
. < N ¢ '
é‘eneral, an education -gained through corres&ponderrcenhas not
L been hilgply regarded compgred to one obta{ined‘ at a conven-
' tional uﬁi\}ersity. Students who study by correspondence,
£, _ pave often.b‘een thought of as those who could 'not study at a
- “,édnventional univ'ers:ity £Qr lack of intellectual ability or
adequate finances or because of family or social
L , cohstra‘in{s‘. “Correspondence educatioh is often considered
to provide an opportﬁnity for a “second chance," but only

for a “second rate”, education. .t

— : 'b‘ . ' I ’ v
\I - ” . ._ . D. ' . N
. .
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, : Distance Education

<%}

| - '
The picture‘is beginning to change. ™Learning at the

: bapkdoér" (Wedemeyer, 1981) is increasing&y being welcomed
as a-valuable acquaintance at the frontdoor. In the late
i? sigtiés and early seventies a phenohénal growth was observed

/ in what at that time began to be termed ”“distance educa-

k)

tion™.: Séwart Rl983) writgs:

3

-

The last decade has séen a phenomenal growth in
‘diétance educétion.and the inteération of this
} o method  of ;duéétion into the sé;;dard educational )
provision in a large ﬁumbe£ of countries to such |
' " an éxte%g that it ig now no longer pos§ible to ,
think solely in the't;aditional sense of face-tor
‘face confacg. (p. 5) '
- The changes observed since the early 1970s have' been
qualitative'és well aéjquantitativp. The evidence for this -
. ' can be found in the prollferation of distance edudation
' 4hereafter, DE) programs which have begun to consider varioys
. approaches to course development, producgipn and delivery.
Ty | ' There has ‘also been evidence of a grOWing concegn‘for suﬁport
of the studéht throughout the distance educa%ipq process.
Today, although most DE efforts are still based on sthe
;‘ " correspondence tradition of printed,inétruc£ioﬁ§l materials
(Holmberg, 1985, Keegan, 1980), the entire teaéhing and
‘nlearning system is being viewed from a broader pérspective.
.Progran evaluations and applied research efforts to date have °

clearly indicated that the joint activities of teaching and

N . .
= . 47 t
-
’



Distance Education 3

- learning at a distance raise a new set of problems,

administrativefynand instructionally.
Distance Education as a Distinet Field of Study .

Reasoning.that the emergence'éf a new set of problems

=Y

. is the necessary precursor to the esfqblishment of a sepa-

rate discipline, some (Sparkg, 1983; Gouéh, 1984; Holmberg,

.1986) have proposed that DE should be consideredug disci-

] ’

pline in its own right. Others miéﬁt hesitate to gpeak of a

“discipline,” per se, but rather view DE as a “coheéent and
distinct field of educational endeavor” (Keegan, 1986,p. 6).

Two areas which_must be addressed in any effort to dis-

.-tinguish an.educational field of study are theory develop-

\ (]
ment and applied research.™ Oyer;;he last two decades, sev-

eral have sought to develop theoretical fraﬁeworks which
could encompass the whole of activity in DE. Notable éon;
tributiéns~have‘bee¥ made by Moore (1972, 1975,_1983);'
Holmberg . (1982, 1985, 1986), Peters (1982), Sewart (1978,

1980), and Keegan (1986). These works will be discussed -

later in this chapter.

The-professionahgliterature\in DE overflows with pro-
gram descriptions and “how to” articlésfwhich péy little 'or
no attention to thleoretical bases..'Often( this wérk ié pot,
eveh supported by prograﬁ evaiuation data. A number of com~
meéntators in the fidld (Ljosa, 1978, 1980; Coldeway, 1982;
Calvert, 1986) have' decried the lack of informative, validly
conducted ;esearch while at the saﬁe time suggest{ng'thgﬁ"

L]

~



Pistance Educatioh 4

’thEre is evidence the situation has been greatly improying f;
in the 1980s. . . ‘ :
One problem has been the lack'of a forum for the dis-
semination of res®arch and theory. In the preface to a book
eﬁtitled, The Changing World of Correspondence Study, the

editors MacKenzie and Christian (1971) state:

4

During its first seventy-five years of expansion,
the figld\of correspondence instruction was witﬁout
its own jOUrnal in which scholars and authorities
éf thgpmethod could publish wf;ting; consequently,
thg literature regaréing the purpose, problems and
potential of this method is widely scattered and

. not 'readily accessible to the general reader, re-

searcher, educator and administrator. (p. 1)

2
\

‘ " Since the above statement 'was méde, at least five

(English languaée) journalé haQe bégun publication: Teaching .

at awDistance,erécently'changed to Open Lgarning (Brigain); |
bistance Education (Austfalia); Journal of Distance éducation
(C;pada); The'Americén qurnal of Dis;ance Education

(ﬁ.S.A.); and Epistolodidaktika (Swe&en). A number have v
also appeared in lagguages other than English. In addition

many pefiodicals’dedidatea to areas of study'such‘as

~éducatigrial communication, educational technology, adult

education; higher’education, internaticnal educ@&ion and

.

rural education regulé}ly publ{sﬁ articles specifi¢ to DE.

o



Distance Education 5

Access to unpublished information of an interﬁational nature
has been provided through the development in 1971 of thel‘
United Nations‘International Centre for Distance Learning,
.physically loc;ted at,tﬁe-Open Univefsity in Britain. Issues
which once inhibited efforts toward the deveioément of aﬁ
integratedjliterature base such as a lack of common

h terminology, disagreements gbodt definition and the failure'
to recognize the interdisciplinéry na;uke of DE,: have, for
ﬁpe mést par€, been resolved. Today;’ap iqmature, but .
developing theoretical foundation and a growing body%of valid
research suppofted by an expanding an&“easily accessed
literature basefawait the general reader, practitioner or

o

researcher.

Purpose of the Present Study

- The study described .herein seeks to contribute both to
;heoreﬁical development in DE and the growiné body of applied
re%garch. The primary purpose of .this study ﬁas to test two
hypotHfédes proposed‘b&zKeegan‘(l986) which were defIYed From’
a theoretical framewo%k based on his h;tion of.thé
reintégration of various teaching-.and learning ;cts. This > ~
perspective argues for the “artificial recreation” in DE of
various teaching and learniqg components., Lack of peer
contact gnd suppoft is considered by Keegan to be one pf the
characteristics of DE for which compensation must bé made.

This study attempted to reintegrate peer conbact and support

while -investigating any possible eﬁfects‘on measures of

\



} . gDistapeelEducatibn 6
achievement, final academic standing (including équrSe
coﬁpletion), self-perception of learning.achievement, and
attitudes. .A secondary burpose of this study was to identify
those factors which seem to most effectively discriminate.

between students who complete courses in DE and those who do .

not, and between students who variously. fate how much.they

;.. .
. learned in their DE courses. This investigation was guidéd

by a theoretical model of persistence and yithdrawal i
higher education (Tinto, 1975) .originally ﬁroposed for the
four-year residential.univeréity setting.

-The remainder of this chapter further dévelops the
rationale for the present study. Keegan’sg (1956) \—
theoretical framewoik of.reintegration is based in part on a
synthesis of previous theoretical work addressing DE. To
properly understand Keegan’s theoreticai perspective, it is-
neceesary to describe the most influential (in this

researcher’s opinion) theoretical perspectives of DE

\]

proposed to date. This is accomplished in the first section

which follows, entitled “Theoretical Devélopment in Distéﬁce

Education.” A second'section, entitled “A ﬁrémework of'

. Reintegration," discusses Keegan s perspective in detail A

third and final section, entitled “A Theoretical Model of

Persistence and Withdrawal in Higher Education,” develops the.

rationale for the use of Tinto’s (l§75) model in guiding the

investigation which comprises the second part of this study.

"

-

.



e Distance Education 7

! Theoretical Development in Distance Education

. &

A Comparison of Distdnce Education and the

X
Industriql Procéss

‘ | ' ) i - )
Peters wa;\?irstfinvolved in DE through his position at ///
the German,Institute for DE (D.I.F.F.). He was then at the //
-, Berlin College of-?ducation before becoming, in 1975, the /

Vice-Chancellor éf the Fernuniversitat in Hagen, Germany. /// s
In 1967, Peters (English version rebised by the authorj;
1982) proposed a“éoﬁparisén bétweén di,stance teiching and
'industrial production, based on an internatignal survey’ of
.DE institutioné'and pfograms. He is careful to sta57/{hat
ié is purely a heuristic exercise, intendeq‘for‘ex lanatory
purposes; and that he is not equating learning Sﬁgcesses
with industrial prodﬁctionw He takes the posi¥ion that aca-
demic teachi;g (which he labels “pre-industgiéf; forms of
study) has-chahged little in the face of iﬁdustrializatioh,
with the excepéion‘of distance education! He suggests that
DE is complementary to our industria;/and technological age.
In Péﬂers;‘view, it is not a éoﬁécidence that correspon-
dence education.began it; develépweét only about lSOf?éars
agob;wﬂen{ for the first time,,é relatively fast and reli-
able postal service was ava%lable. He similarly explain§
that the more recent blos;d@ing of DE programs catering to
large and remote studeqﬁ groups 1is possible becéuse of the
availability‘of-more,SOphisticated technical support. .

e finds.traditional educational theories, principles

v ’ B 1 -



Distance Education 8

and terminology. inappropriate for explaining.the phenomenon
‘of DE. He believes that an understanding of the industrial
process provides more insight about the DE process. *

Holmberg (1982) states:

’

From the start, distance study has a special rela-
tionship with the industrial product;on brocess
insofar as the production of study'materials in
itself‘is an industrial process built’into_the
whole teaching process as a constité%nt part, .
. quite unlike the production of text books, for
gxamplé. In the case gf commefcial.distanée
teaching establisﬁmeﬁts,rthe further question of
- CJ:D selling the‘Q;inted or otherwise duplicated study
units adds calculationé of appliéa economics to
the teaching process. ﬁven the disﬁanée teaching
departments of government-financed universities
are not entirely free f;pm these considerations.
It would be interesting to examing how far these

fécts have influenced the structure of distance

teaching already. (p. 97) i
. ‘ . o

. To ﬁhrther explain the reIationship between qQStance
teacﬁing and the industrial production process, Peters com-
i ' pares structural changes in the'production proce§s broughg\
ori by industrialization to structural changes in education

-

as<reflected in DK, e discusses these changes under the

-

! : following topicsg rationalization; the division of labor;
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mechanization, agsembly line; . mass production,~planning and'

preparatory work; standardization; change 1n*§@ﬁction,

objectification; concentration and centralization.

1

Peters identifies the practical implications of his

theory as' the. separation of the teaching and learning pro-

cesses, which he believes places a different value on the
communication process from that&held in conventional

education. This in turn leads to teachlng and learnlng roles

‘that are different from conventional education. He views the

teaching role as oneﬁof development and dissemination, and
regards the learner as adtbnomous. Nothing in Peters'.
discussion ranks as criticism of cggventional“eddcation. He
argues, however,othat there are new educational regpirements
which exceed the limits of conventional educational
structures. L sted‘among these are, access issues of

J

distance and fandicapping conditions, huge student numbers in

some countries, and national economies which cannot afford to

s ’

¢ have students end employment to attend school. Peters is one

of only a few (Rumble, 1983) who have advised careful
-3

consideration of the poss%ﬁﬁe disadvantages of DE systenis.
Tnere may be conflicts, pe sdggests, with some deeply held

educational values. He believes that the industrial nhture of
DE needs to be recognized for both its possible advanltages -

and' disadvantages. In 1982, Peters clarified this view:
v , .

It was not a purpose ‘of this comparative
interpretation to pass judgements on' the 1ndustr1al

structures which have been shown to apply to

!
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distance teaching. Presumably, the striking .

'.advantages‘gf these structures, from a point of

3

view of ecucational policy and organization, are
afso'connecped‘with important_educational
disadvantages. This question has yet to be
discussed. In this context it shall,merely ge:'
hinted €hat it must be disadvantageous to a society y
if the'develcpments outlined here have not been,'ou
have not been fully, recognised, or afe even denled
e . Tney can be detected and remedied more
easily, when the industrial. structures

'characteristic of distance teaching are recognised

and taken account of . . . (p. 111-112)

_ Peter’s industrial description is based on an extensive
survey of DE programs and 1nstitutions existing in the early
to m1d—19§05. Perhaps because of this, his theory seems to

lclosely Feflect only one type of DE structure, that being the. “
large, centralized DE institution cercainlyfmore typical of
the time covered by his survey. ,Howeyer, even this apparenc

. match is now in question witn the importance placed on vari-
“ous gstudent support issues at. some of the larger DE institu—‘
~tions, e.g.; UKOQU (Bfiéain), Athabas:a University (Alberta;“
Canada), Open Learning_;nstitute (B.C.,Canada), University of

the South Pacific (Fiji), DDIAE (Queensland, Australia), and

°

others.
Staff involved in a decentralized structure may be hard

* pressed to find clear matches to industrial principles. 1In

N

L
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' these programs, characterized by the majority of those in K

f

Australia, university faculty teach both on campus and off- /

/

campus students, and are provided with technical help in /

3

course development. Two-way communication with students may
be facilitated through computer conferencing, audioconfer-

encing, teleconferencing, telephone or face-to-face meetings.

3

A Theory of Autonomy and Indebendence

Ovér a period of approximately ten years, Moofé (1972,

1973;°,1983) developed and refined a theory of independent

’ Iz

learning and teaching. He seems to have been greatly influ-
enced in his work by his doctoral supervisor, Charles wéAe— ’
meyer ‘at éhe University of Wisconsin. Wedemeygr was an.ear}y
proponent; in the‘U4S.A., of»what he termed “indépgndgnt
study”. Moore moved on to a staff position at the UKdU, then
to_the'Pennsylvania State Coiiege, U.S.A. and is editor of«

' 'The Aﬁericaq Journal ;f Distance Education.

' Mbo;e;s theory is composed of two dimensions. “Distance
peaching” reférreq té most recently by Mbor% (1983) as
“transactional distance,” comprises the f;rgt\dimension and
“autonomous Méarning" ‘comprises the secohd‘dimension. Dis-
cussion of the first dimension distinguishes “contiéuoﬁs"
peacﬁing and learning and “distant” teéching and l;aEning

’

(Moore, - 1973) . The contiguous éituation is characterized as

’

one in which:
. ' )l
The teacher as’ he teaches is in immediate physical
proximity with the learner as he learns.
\ - T

1253
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Communication in such situations is’ by the human
voice; there is immediate, spontaneous, often

. emotionally ﬁptivated,intefaction between the

t

learner and theyteacher, and, usually, between the

;%5% learner and other learners. (p. 664)
) ‘,&i#} - \ .

In contrast, distant teéching is described as,

I

¥

.

The family of instructional methods in which the
tgaéﬁing behaviorsrare.executeq‘épart from the
learning behaviors, including those thaﬁ in a con-
tiguoué situation would be performed in the
‘:learner's presencé, so that caﬁmunication between
thé teacher and. the leérnér must“ﬁe facilitaﬁed by

print, electronic, mecﬁaﬁical or other devices.-

(p. 664)

Using the concept of distance, Moore hds attempted to
classify distance teaching programs from most distant to
least distant. This is determined as a function of two

variables, “dialogue” and “structure”. Dialogue describes,

. “the extent to which, in any educational program, the
' learner, the program and ‘the educator are able to respond to

"one another” (Moore, 1983, §. 157) . According té6 Moore, the

-

degfee to which this interaction is possible is piiharily
dependent upon the methods of communication established Hy

the program. - In 'turn, the choice of comnmunication methods is

_ influencéd by the philosophy of the prograﬁ toward the *
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function of communication in-distance education., For

*““example, Moore would contend that in an educational brogram.
which offers only instru tional materials to the learner, no
‘dialogue results. A correspondence prdgram which provides
uritten feedback or comhents on assignments orovides Varying:'
amounts of 6written) dialogue. A program that conbines .
correspondence and teleconferencing ig.even,more dialogic.
The second variable, structure, is descriked by Moore (1933[
as “a measure of an educational_programme's resooméiveness to
learners’ individual needs” (p. 157). " In theNBE‘setting,
more structured programs set course starts and ends, have
established due dates for a351gnments, use packaged dourse
‘materials designed for more than one set of students, etc. .
Less structured programs allow course registration th;oughout

o

the year, submiSSion of assignments Wlthln a fairly broad

¥
time period and contract individually. with students as to

course composition. " Of course, manﬁi programs fall between'
" these theoretical extremes of distance and’ structure. .

"The theoretical possibilities of both dialogue and
structure are shown in éigure l, which provides a
classification. of distance teaching orograms. In Figure 1, +D
représentsqdialogue, +é,°structure, -D, no pialogue'and -S,
no structure. The most distant programs are those‘of the
-D-5 type, and the least distant are those of the +D+S type.
Where distance is low, a close relationShip is possible
between learner and “teacher,” where distance is high, it is:
&ess possible. The consideration of the learner s degree of

3 4

’ v

oy
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Figure 1.

-

Types of Distance Teaching Programs.’

©w

v
9

-

AY

' lng and Educataon._.London'

H a . S,
)
i \ . |~ 1,
Type Program Types Examples.. .
Most -D—S< ¢ 'Programs ‘with Indeoéndénthqeadtng
Distance e no dialogue and study programs of.
.no btructure 'self directed' kind.
) -D+S 'Programs.with ' * ‘Programs such -as
‘ no dialogue but in which the o
w1th structure .communication method
- is radio‘or te%ev151on'
. +D+S Programs with Typically programs
-dialogue and using the correspon-
structure dence method
Least +D-S" Programs with E.g., a tutorial
Distance dialogue and no program .
' 'structure ' . : :
: . . J .
, L] - ;
Source. Moore, M:. (1986) . . The individual adult ledrner. 'In
Tight, M. (ed.) Education for Adults — Volume I': Adilt Learn-

Croom Helm.

L3
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need for .this relationship leads to the consideration of

Moore’s second dimension of indEpendent 1earning, learner

autonemy. Moore (1983) states: ‘ . ’ , . .
. N ' . N . . . o . .
. "

Autonomous learners —.and this means most adults,

most ot-the time.— are able‘to identify learning

reeds, when faced with problems to be éoiﬁed, as
wellvaéfgkills they dpn’tfhave'and infegrmation they

are lacking. ~Sometimesfﬁormally, oftén uncon-~-

sciously, they,set objectives and define criteria

for their achievement Autonomous learners know, '$ . .,

7

or find, where and ¥ou and from what' human and "

other reeources they may gather the 1nformation ¢
they require, collect ideas, practice skills and-

~f achieve their goals.' They then judge tHe appropri-

-

»- ateness of their new skills,-information and ideas,

ebentug;ly;deciding whether their‘goals have been
achieved or can be abandoned. (p. 163) "

. * - -

According to Moore, children will, given the oppor-

. . . , ] . .
tunigy, seek to become more and more autonomous until each

' pérson‘at_some‘point becomes completely responsible for his.

~u ' o
°

own learning. In.his view,‘this is a part of the normal -

- process of maturation. From time to time, an autonomous

learner will seek. out a t§acher for help in formulating hlS

problems, gathering information etc., surrendering

-

temporaridy ‘some of . his autonomy, but Moore believes that a

truly autonomous learner Wlll not give up- overall control of ! b
v \ [ . ¢
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the learning processes.’

As Moore created a continuum (classification) of dis-

14

tance, he proposed the same for the'concept'of autonomy. In
examining educational programs, Moore would iﬁquire about

three areas.

2

N ' .
1) Goal, setting — To what extent are the goals de- .
termined by the learner or by the teacher? Are

they the goals of the learner’s program, or of the

tedcher’s?

2) Progrém implementation — To what extent is the
selection of.resourcé persons, and books dnd other.
media, and the sequence and pace of.léarning “ .

experiences, the decisiorn of the teacher or of the

learner?

.

3) Evaluation — To what extent are decisions about
the.method and criteria to be used in evaluation

" made by-the learner or the teacher? (p. 164)

’ 1]

How programs address these three areaé”determines, in’
/

“Mooreré (1983) schema, how much autonomy they offer the

- . .
learner. Figure 2 shows the theoretical typology based on

responses to the three questions aboveé. In this typology

=

programs could range from the thepretical extreme of AAA,

permitting learners mdximum control over their educational

programs, to NNN, those érograms perhitting no control.
In-a final step, Moore éﬁpeflmposes the typology of
distance teaching upon the typology of. autonomous learning

- .

a , . A

-
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Figure 2. U L '

Types of Individual Learnihg Programs by Variable Learner
Autonomy. -

]

Goal .
Setting Implementation ~EvaluaFion

¢

A — Learner determined A A A .
('Autonomous') A A N
' A N A
- A N N
N — Teacher determined N . A A
('Non-autonomous') N N A
N A N
N N N

-~

Source: Moore, M. (1986). Th;'indiﬁidual adult learner. 1In '
Tight M. (ed.) Education .for Adults — Volume I: °Adult Learn-
ing and Education. London: Croom Helm. '

A L
- . .
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resuitiog in the typoiogy depicted in ﬁigure 3.
Referring to Figure'3, one oan.generate a variety o§
theoretical. program types. For ex;mple, a program may be of
th type 4 (ANN) -D-S iodlcating a program in which the
’learner sets his/her own goals with little program input, but
theqprogram then develops the course-and determines
eva;uation criteria without learner inpuﬁ. ‘There exists no

<

\dialogue’betweeh learner ‘and teacher.nor is the overall

¢ '

struoture of the program'a%aptable to the individual -
learner'e needs; An example of'a_program of this type would -
be a«self—instroétional mail order course of the student’s
chloice. The fioal step 15 a qualifping exam which the
studeht;takes when he or she feels that the content has been
mastered. Similarly[ a program 'which prov}des for no learner
.control of course developmeot bot provides mhch opportonity :
for dialogue and provi31on for individual needs withln the
‘establlshed course would be of the type 8(NNN) +D+S,; Much of
the UKOU educatlonal program is of this type, given that
course develoment is a product of a course development team
(NNN), but support of(students.once(enrolled~in a course'
includes‘assignment to one particular tutor-counsellor,

regional tutorial centers, summer residential COUrses, and -

often instructional delivery options of TV and radio .

‘ -

4

brcadcasts, as well as, others (+D+S) . niié/
h offered more

Moore (1972) observed that programs wh

autonomy were also classjfied as more distanth'steting that:
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Figure 3. . L R
Typology of Educational Programs. . .

- A

Low Distance / - +D-§
. el -  4D+S / ol
¢ , _ L / -D+S ?/
High Distance s -D-5 ////
High Autonomy A A A / /
) A A A / /]
- A A A // -
) A N X 1/
N A A /
‘ . . N N A ,
. N A N
Low Autonomy . N N N

Source: Moore, M. (1986).  The ind;vidualﬂadult learner.
In Tight, M. (ed.) .Education for Adults — Volume I: Adult
Learnind and Education. London: :Croom Helm.
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.» 'There are degrees of ‘independent iearning and
teaching’. The more distant, the more independent, )
but‘simultaneausly, the more distant, the greater
the ieaéner autonomy. The concept dof independence

therefore must be two-dimensionals¢ (p. 674)

‘Having established continua for program types along the
tdo dimehsions of distance and autonomy, Moore reasoned that,
since distant teaching programs, by their‘structdre, require
more autonomous behavior from learners, the kinds of people
who participate successfully in sucﬁ programs will be meas- '
ureably more autonomous. Additionally, hé ﬁypothesized that
the more distant the program, the more autonomous will be the
learners who will choose to participate +m it.

In an attempt to test his hypotheses, Moore.(l976)
identified field-dependent and indepéndent learners within
programs ranging'in_degreé of éutonomg and distance acéording
to ;is typology.. He. found some personality by treatment
interactions which tended to at least partially support his
hypothesis. Since Moore’s study, others have sought to test
" various hypotheses that certain,personalities are attracted
to distance-study, .and that personality types are variouély
_sugcessful, and variously satisfied with tkeir experiences
(field dependeﬁce:andependence,,Thompson & Knox, l987a
Thompson; 1984; Nelson,,l985; locus of control, Raynor,

1984). Results are mixed concerning support for Moore’s

notion that learners in DE programs exhibit more autonomous
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characteristics than learners in other more traditional,

educational settings. To date, howevgr, only one identified
study has reported a positive correlation between personality
type and achievement (Nelson, 1985). Keegan (i986) accepts
the concept ofv“distapce” as one tﬁeo;etica} dimension, but
aréues that further work. is required to justify the concept
of “autonomy.”' Wiilen (1981, 1984) criticizes Moore’s work
‘ as being too general. She questions his nétion of DE
programs attracting more au;oﬁémous learners. When viewed
from the perspective’of educational access, fome learners
(rural or remote .areas, the handicapped etc.) have no choice
but to‘choose DE programs. ,Furthé(pb%e, her own research
suggests (Willen, 1983) that there are large variatioqs among
adults enrolled in DE programs jn Sweden in regard to fheir
subjéctive‘concepts of learning and their abi}ity to cope
«with study matérials. -She has found thatf' learner strategy is
, .

generally based on previous personal learning experiencés.

Human contact, she suggests, may facititate and enhance

learning and autonomy is not, as Moore has portrayed it, the

1

;deal for every learner.

. '
|

A Theory of Guided Didactic Conversation

. 5 ‘

-Holmberg.is presenFly Professor of Methodology of DE at

the Fernuniversitat in Hagen, Gérmany. Holmberg (1982, 1985,

1986) considers communication to be the essence of education
in general. In traditional eéuéation, communication is

between the teacher and learner and with members of a peer

- ¢
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'group. Distance Education, which he considers equally
’dependeqt on the process of cémmunication:‘is, in his terms,
based on “nonjcontiguohs”?communication.

0 Equaily important to Holmberg’s cbnception of DE-is‘his

reverence for the individual learner and the freedom which he

feels should be accorded each learner.  To Holmberg, “real”

‘learning is primarily an individual activity and is attéined

only‘through a process of internalization. Like Moore, he
co%sidérs learner autonomy as thé ideal. Unlike Moore, he
does not assume tha£ most adults are autonomous learners. He
believes autonomy is the ul}imate state for any adult and
x‘that'DE institutions should assist le@rnérs to achieve
complete autonomy. Therefore, he concepttalizes DE_ as the
study of how individuai learning can be facilitd&gj and
supporteg. Holmberg (1986) states, “In my view it is.impor-
‘tant on the one hand to serve the jalready autopomous

. .
-leérners, on the other hand-to use:distancb education‘as a
means to developing sﬁudent independence”‘(p. 69). Like
Moore, ﬁe promotes systems'whipﬁ offer déen admission, free
paéing in the start and finish of study units, no figed
assignment due dates, and ﬁo required seminars or activities.
However, because of his feeling that some students need
assistance to acqompiish independence, he supports
encovuraging student motivation through student shpport
structures which provide adequate two-way communication for

tutorial énd feedback purposes.

- k3
Based on his cornerstones of non-contiguous communica-~

?



(““\

Distance Education 23

tion and.self-study, Holmbérg developed a theory of teaching
that Qéuld incorporate both. He began with the assumptiog
that activities like thinking aloud; elaborativé processing
of‘text (1.e., the interaction of the text content with prior
know;edgé‘?f the reader), private reasoning and silent read-
ihé weére communication processes. .After a.re .ew of perti-~
nent literature, Hoimberg cahcluded that these activities
also represeﬁted useful’learnihg strategies. His theory of
gguidéd didactic conversation” applied'these strategies to
printed instructional materials. The result is printed in-~ -
structional materials which are strﬁctured to encourage text
elabération and internalized conversation. Hoimberg con-
hciuded that if'printed materials were developed ;ccording to
the principles of guided didactic conve;sation, é.éihulated
coqversatioﬁ wouid take place between the student and the
author (s) of the materials and between the stuaent and him-
self. Holmberg assumes that if the developers of a DE course
consistently seek to enhancé the communication process, the
components of which resemble a conversation, then étudenﬁs
will be more motivated and more successful than if the course
were develo%gg in the common textbook format comprising‘read-
ings and questions. . )

Holmberg (1985) describes the characteristics of guided

didactic conversation’as:

— Easily .accessible presentations of study
matter; clear, somewhat colloquial language;

~ easily readable if the text is printed; and,

o
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moderate density of”information.

- Explicit'advice and'sugggstions to the student
as to what to'do and what to avoid, what to pay
pafticular attention to and Eonsider, with
reasons provided.

—'Invitétgons to an exchange of views, to
questions, to judgements of'wha; is éo be
accep&ed and what is to be rejected. - ' ,

- Attémpts to iﬁvolve the student emotiénally so

that he or she takes a éérsonal interest in the
subject and its probléms.

— Personal style including the use of ther
personal and possessive proﬁouns.

- ngarqagion of changes of themeg through
explicit statements, typographical means or, in
recorded, sboken communication, througﬁ a
change of speakers.(e.q.{ male followed hy
female, or through pauses). -(This is a |

characteristic¢ of the‘guidance‘rather than of

the conversation). (p. 27)

Holmberg feels that his method will certainly appeal
more t; the learner with little study experience and wﬁp ‘
shows‘little léarﬁer autonomy. He believes éhat leérning at
moré elementary stages is likely to reqdire more structure
and a more personal approach. The completely autonomous.

learner, which he believes DE sﬁoulq seek to create, will

have less need and less appreciation of his method. To date,
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however, Holmberg has not atﬁéhptbd'to.test this belief.
Against these reservations, Holmberg (1985) puts forth three

L4

hypoﬁheses'which he proceeded to test.,

1) The stronger the chéracteristics of guided
'didactic cdnvgrsation} the stronger the :
sﬁuéants’ feelings of personal relationship

: - -+ . between them anq the supporting organisation.

- 2) The stronger the students’ feelings that the
supporﬁing‘organisation is interested in making
the study matter personally relevang to them,
‘the greater their pefsonal involvement.

3) The stronger the sﬁudents' feelings of personal
relations to the'éppporéing organiéation énd of
being personally involved with the study

matter, the stronger the motivation and the

more effective thellearning. (p. 28)

Hyééthesis testing did not:proceed by testing separately
each of the above three hypotheses as the overlap was thought
to be too extensive to allow su?h an approagﬁ. In;téadclg
qomposite'inqugfce was tested through fglsificétion rather
than vérificatibn. The design of thé three studiesﬂincluded
redesigning an existing DB course folléwing the principles of

éuidép didactic conversation. Part of each group was'given

Z .
the revised materials and the other part used the original

materials. Student attitudes and performance were compared

over three separate studies. Results yielded no conclusive.

€
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evidence in favor of materials developed according to the

q

theory of gulded dldactlc conversation.

Holmberg (1982) has since proposed a theory which is

]

more general than his‘original theory of.guided didactic con-

14

‘Qersation, but less developed and to date untested. The pur-

I

pose of this more recent attempt was to broaden the dpplica-
tion from prlnted 1nstructional materials only:to include
written comments or dialogue, media productlons, telephone
tutoring, etc. (Holmberg, l986,.does not consider ﬁace—to-
face interaction because he feels that the inclusion of such

a communicatlon_poséibility indicates “a kind of ‘middle-of-

_the-road’ practice in using concentrated residential courses.

[P

and Qxbridge‘tutox%els as supplements of ‘pure’ distance edu-

cation” [p. 78]). Maintaining an emphasis on personal commu-

[}

nication, Holmberg s (1982) most recent theoretical positlon

distlnguisbes “simulated” conversation from “real” conversa-

tion as follows: . ,
! There is constant interaction (‘conversation’i q
between the supporting organization'(authors, T
tutors, counsellors), 31mulated through the ]

. students’ interaction with the preproduced courses

and real through the written and/or telephone

" interaction with their tutqrs and counsellors.

(p..115)
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. Sewart_ (1978) reasons that in a relatively simple

social structure, it is cqncéivable that.éach pgrson i% able o X
to 'have % personal relationship with‘othé}s in position%"of

. -mofe‘authority. In a society as large and éomplex as\mostDLn
the world'today, personal relationshipsﬂdisappear as a ’ ’i

4

function of increaéing complexity. No longer do individuals \£:7

. Pl

have personal knowledge of those who occupy positions of. -
authority in social and medical services, political

organizations, or educational systems. The patient, client, .

or student ﬁust-gg through an intermediary person such as a .

)

social worker, medical assistant, teacher, or counsellor;
ad

'those persons whose primary concern should not be for -the

system itself, but for the individuals involved in it. It is'”

Sewart’s position that educational systems’ have employed the ,

concept of an intermediary in a variety of roles which match

-

the particular needs of the system. Sewart, who ,came to the
UKOU in 1973 and has had managerial responsibilitfes £or the

proviéicn of student subpprt services there, has been '

K

involved in the devgiopmentvof the inte;mediary'concept at

,UKOU. The intermediary roles at'the:UKOU congern Eutoring

and counselling functioﬁéf roles which Sewart feels ‘

necessarily evolve from a system which teaches at a aistance

/ Bl

to a large number of students through highly strhctured pack-

ages based ﬁrimarily on cbrrespondence materials. ° .

" At the UKOU, as with'many other DE institutions and pro- ol
) . ’
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dgrams, course tutors are hired for their part {cular content
P ekpertise and generally for spegific courses. The result of .

this arrangement is that students will have many different ~
® A
\ course tutors for)the ddration of their studies. -At the

-

UKOU, the course tutor functions as an intermediary in the
' : area of tuition, supporting the academic needs of each stu-
. é .

» dent in relation to'a specific course.

.
B ! »

A second intermediary role at the UKOU, one which serves
a counselling function, resulted from the recognition that an

intermediary role was necessary;for other aspects besides

4 .

° 'j tuition, including advice on general problems of distance

study, financial support, registration,\examinations, T

5

academic planning, career planning, etc. Inclusion of this

‘role completed what Sewarbt(l978) labels “a continuity of

o S ~

- concern” (p. 2) for the PE stugent.

Those "involved in the early development of.the-UKbU did -

k]

' not, however, necessarily perceive‘the functions of tuition

[

and céunselling as discrete. functions ifivolving two separate '
roles. The currengnstﬁdent'support structure at the UKOU is
' \ - consistent with the concept of providing intermediaries and a

) B . L
A ? . -

continuum of concern. When students are abcebted\gy the
. f i UKOU, they are assigned tutor counselloers who will normally
be responsible for. bogh the tuition .and counselling functions
, in the foundation year. ‘Ten weeks prior to the start of =
. courses, tutor- ounsellors are pgbvided with background

information on their students*\\A.computgrized information AN

base has been deyeloped for this purpose (Sewart, 1980).

‘1 . . - ’
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This information, toéether with direct contact with each new
- [\ 4
student, allows tutor-counsellors to make an informal

-~ y e

» pre-assessment -about thosé who may experience problems in the

.progran'they are abput to begin. This can include a glaring

1

i

unpreparedness‘to do academic tasks, but moré normally.

4

surfa;;f ‘as study problems which are due to pressures of

full-time work, family needs, lack of contact with other

students, etc. These are the situations the tytor-counselor

©

' tries to foresee and solve during the 10-week period before

courses ‘begin. The tutor-counsellor at the UKOU is available

on a‘feirly regular basis at the regional study centres.

Whén thdis contact cannot be face-to-face, other means

- -
. r

inciuding'telephone.and correspogdence are used.” The tutor-

£ v"

' ' ' o . , : ,
counsellor is also responsible for marking and commenting on

© &

dssignments. When students advance to post-foundation
courses at the UKOU, the tuigion funEtion is taken over By
couf&é tutors w1th a content spec1alty who may meet -students
for face-to-face seminars or contact students by other means:
fTheforiginal tutor-counsellor, however, continues with the .
same‘students throughout their_UkOU ecademic careers and thus
the ‘continuity of concern’ for the student is actualized at

T
«

the UKOU.

LY

Sewart sees DE-SE a particular‘§§pé;of educationel
. structure requiring teacher s and student's roles that are
'different from traditional education. Theregfdre, he main- .
tains that the intermediary positions must also be conceived
differently'-and that a consrstent; personal relationship is

N, ‘
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~

necessary. to support students in their abillty to. gain an

education. He states: -

<+ ’ Co

It is this relationship which breaks oown the

isolation of the home-based student and begins-to

.encourage and shape the effective dialoéue_which

is' the basis of .education. There has always ‘been.a

perspeotive which regards education as personal

development rather tnan helping people to memorize
‘ information. The continﬁity of contact and concern
. hich is the basis of the relationship between a

tutor-counsellor and a student facilitates this

personal development. (Sewart, 1978, Ry 13)

/ - , '
S . B

»
3

It is interesting to note.here that HoMMberg (1986)
views the UKOU approach to student support as additionally
motivated, “By a soc1al duty to interfere, to prevent failure
and to promote success” (p. 70). The UKOU system is at odds
with Holmberg’'s view of the antononw deserved and desired by
most DE learners. ﬁolnberg‘views interaction as a way to
promote learning, but separates that from what he sees as

' @
increased control over the learner.

A Summary of Perspectives in Distance Education’

In considering the various perspectives proposed to
date, which represent the foundation for theoretical dev lop-

ment in'DE, Willen (1984) made the following observation:
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]

——— - In Distance Education there seems to be a deep.

‘conflict between two divergent conceptions of the
nature'of‘dlstagce learning. One sténdpoint views
the student as an independent or auéonomous

learner, who‘choéses this form of educéfibn
‘becguse of spécific individual charqqteristics and,
because of these characteristics, hasQevery chahée
of succeeding with his/her studies. The other
standpoint represents an .interactionist Aode whefe
the individual is seen in a wider context, and the- -
explanations for study behaviour ‘are sought both in
the individual and in the environment ... The
-resgdrcﬁ in this'fieId is in its early beéinning,
but some'findingskstrongly support the latter
standpoint that human contact is a'positive and
%mporﬁant part of éhe learning process. (pp. 13-14).

. ]
If the previously des¢ribed perspectives were to be

viewed in light of Willen’s observation, the results would '

. | o N
probably be as shown in Figure 4. Lo
S \ ‘ -
. .

Figure 4. '
An Organization of Theoretical Positions:

Autonofious Mode * | Interactionist Mode = .

Moore . . Stewart '

Holmberg .

Peters

(R
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In gigure 4, Moore and Peters are firmly planted under
the headiﬂg “autonomous mode.” Willen’s 11984) belief that

human contact is desirable in the learniné-procesé is not in

\ -

ag;gement wiﬁh’Moore who sees the comp}etely autonomous
. learner as only seeking human interaction Qccasioné;l;;
Moére's view is-.greatly influenced by the positive value he
" places on individual learning. Peters, élthougﬂ’placéd._

similarly to Moore, views the learner in DE as autonomous,
H .

but only because he sees this as a natural outcome of an
@ - 4

industrial educational procéss and not because he attaches

1

any, particular value to this ;tate. ﬁolmbefg, who views
“real” learning as an-individual activity, attained‘pnly..
throﬁgh an internalization process is,placed closer to the
center of Figure 4. Although Holmberé, like Moofe, see's th;
autonomoﬁs learner as an ideal, his more recent wriEing:
(1986), in particular, promotes two-way communication }n many

~forms. Sewart, on the other hand, cleariy advocates what

Willen terms the intéractiénist mode, but would probably view
his position somewﬁat more broadly than Willeplhas’
interpreted it. Sewart values this mode for both its
potential in coptribuping to student learning and to personal

development.

-
4

A Theoretical Framework of Reintegration

Keegan, has been involved in the development and
administration of several DE institutions throughout the

world. His early concern for defining the area of DE
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@

resulted in a definition (Keegan, 1980) which has been more
widél§ accepted and cited than any'other. He is foundef and
cé-editér of‘Distance Education, the fir§t international
juried journal in the field. His continuing concern for
theory development in.DE hasffesultgd in his book, Thé’_
Foundations of Distance Education (1986), in 'which he has !
proposéd a theoretical frémework based on the concept of
reintegratign of the teaching and learning acts. These
thézretical.notions are based on.a synthesis of previously'
proposed theorétical perspectives in DE and from an in~depth
'sqiyey of sixty—twi DE instifutions around the“wogld. The

. ~ )
following discussion describes how Keegan has incorporated

and built upon the various perspectives in Dé already

4 . . -

discussed. . —
It should be noted here that, although not formally
acknowledged by Keegan, his owﬁ as well as othef gheoretical
perspectives of DE have been obviouély influenced by previous
work in the aréa of sociai interaction. The European
tradition of cognitive psychology and the‘North American
view, traditionally more'behaviorally oriented, have both
dén;ributed to.the concept of social. interaction in the
Jlearning process. Of partipular significance to Keegan's
ideas is the work of %rgyie (1967; 1369; 1975) who has
investigat such areas as the culture of greyps, the effects
of social interaction on motivatiogl and verbal/non-verbal

behavior and its possiﬁle meanings. Argyle maintains that

skills of social interaction are practised over and-over



. ' ®
Distance Education<® 34

until oﬁe is no longer aware of the behavior. He applies
these ideas to various professions including the teaching
profession.

Keegan believes that the basis for a theory of DE is. to

-

be found in general education theory, but not within the
theo;etical structures of' oral, groop-based education. He
- defends this bosition by arguing that ﬁé is not based on
ingerpersonal communication, but is characterized by the
separation of the teaching acts in time and place from the
learning acts. In this view, he is consistent with Moore
(1973) who contrasts distance teaching and learning and

contiguous teaching and learning situations. Moore’s basis
|

for the distinotion, like Keegan’s, is the nature of -the

)

resulting communlcatlon.

) t

3

4 ‘ Keegan also proposes that DE is characterized by a more

industrial form of education, an incorporation of Peter’s

-

(1982) perspective. Keegan further suggests, however, that
. )

DE can tonly be classified as an educational activity (versus
" an industrial activity) because educational activities are

dominant. ?eegan (1986) states the following:

4
In all institutions both bublic and %rfvate from .
all sectors of the educational spectrum that fall
’// . within the definition of distance education

adopted,'one can identify organizational task

boundaries that céntre around the development of
. . ‘I‘
. learning materials and another grouping of tasks

me——

b that focuses around the teaching of the students’

3
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e

T

who eventually enrol in the ourses for which the

materials were developed. (p. 120)
“ ! - «

. Keegaﬁ suggests that since DE is characterized by an in-
T Austrial-like process -resulting in the separation of the
teaching and learning acts, a éheoretical justification for
DE is to be found in the reintegration of the teaching and
learning acts. In this step, Keegan diverges from, both Moore
and Hélmberg who seem to view the sepa;ation as both an
advantage and challenge to the autonomous student. Keegan -
’ (1986) states: - o .

i ) ~
!

The intérsubjeétivity/of teacher and learner, in
which learning from feaching occugs, has to be
SR artificially recrea#ed. Over space’and time a
distance' system seeks to reconstruct the moment in
g ) which the teachng—learniné interaction occurs.
The linking of learning materials to learning is‘
central to this process. ‘IR ﬁay be .represented *

schematically thus: (See figure next page)

(p. 120)

o Keegan argues that the learning link shown gréphically

in Figure 5 is a given in traditional education, because the

learner is in an environment created to support learning '
(i.e., the school and/or university). In traditional
university classrooms, the physiqfl setting; the interest of

peers and the presence of the instructor set!a stage for
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Figure 5: ) .

Relationship of Learning
Education System.

’

Materials to Learning in a Distance

-]

/
' '\“ KN
LEARNING MATERTALS 'LEARNING '
a ) ‘ ‘
* developed, = =  {=m———e—a—a * quantity of learning
* purchased by the . LINK | ¢ quality of learning
institution * status of léarning

.
R L '
s
R 3

. .
1
1
(3

Source? Keeéan, D. (1986). Foundations of-Distancej' < ' T
Education. London: Croom Helm. i s
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'learning; for edtablishing the-“linké between teaching
.}ethods and materials and learning. Although’eveqy student
in a traditional setting°may not participate or respond, the
opportunity to do so is intrinsic in the setting. The
studené feels that she/he'“coui?,” and that the decision to
participate is available. "By contrast, in a distance learn-

- ing situation, these learning components must be deliberately

’

planned or, as Keegan states, “artificially recreated” in

order to link teaching and learning. -

~ Keegan believes that for the distance student, the

9

reciprocity of the teaching act (i.e., the link) must be arti-

i

ficially recreated through interpersonal communication; in-
: P

N terpersonal communication which is deliberately plannéd,
- }

given the reality of separation ‘and distance: Thus, héf

places interpersonal communication at‘,he\ center of the

reintegration of the teaching and leafning acts in DE. The

'Qheme of interpersonal communication incorporates the theo- ‘.
L3

reFical positions of both Holmberg and Sewart, but rather
than focus on the student or institutional role, - Keegan'’s

focus is the learning process. Keegan (1986) states:

{
In conventional education teacher and learner are

linked by interpersonal communication which

v

»  consists of language and non-verbal communication
»

or cues. Clearlyf:ggﬁventionél education uses
textbooks and other maﬁerials in addition to

' interpersonal communication and as the student,

4

o , . proteeds from primary schooling to post-graduate
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study the proportion of printed materials used in
the learning process tends to increase.

. \ - '.~
Interpersonalg communication, nevertheless, -remains

»

central to the teachingrlearning‘process and’' its
fungtiqns may be ;nalysed . . . Distance éducatioﬁ
preéents a cluster ofueducational efforfs'to

repléce these functions of interpersonal
gommunication by printed, electronic or'computer—
based‘interaétiénvbecausé the interpersonal
communication of Eonventiope} education is, by
definition, excluded except for occasional éessions‘

or meetings. Thus distance education has to

attempt to compensate for ‘'the following

characterisgics; .

— no heard 1an§uage Y

- absénce of non-language communiéapion o
(environmental factors, proxemics, kinesig;'
touching behaviour, péralqnguage, physical .
characteristics)

- absgnce of feed-back processes studént-tq1 X
teacher  ’ ’ .' , " ‘

— dbsence 6f'feed-back processes teacher7£o-
student

— delayed reinforcement . .

e

— absence of student-to-student communication

— change in role of non-cognitive learning -
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processes - (peer contact, anxiety, peer support =

and critfcism). (p.121-122),

~

Keegan suggests that many DE institutions have attempted
reintegration of the characteristics. above through learning
materials (both print and non-priht) designed to achieve“as
many of the characterietics of interpersonal communication as

- possihle. In addition, manyAprograms utilize various methods s,
of interpersonal communication such:as communication by
.correspondence, telephone tutorrale, electronic mail}
teleconferences, seminars.

Keegan reasons.that if a learner must'participate, must
respond in order to establish the critical link between '
teaching and learninq acts — that if the opportunity to make
the link is not intrinsic in the DE 51tuation — then DE
programs must artificially and intentionally reintegrate the

| teaching and learniné acts and that the‘more successfully a

DE proéram manages feintegraticnh the mqre successful its -
students will be. Keegan (1986) proposes the follo%ing'three_

hypotheses:

A

— That distancea studente have a tendency to drop- .
\ out in those,institutiéns in which structures

for the re-integration of the teaching acts are

not satisfactorily achieved.
=~ That distance students have difficulty in .

achieving quality of learning in those

institutions in which structures for the -

p?
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. re—integration of the teaching acts are not
satisfactorily achieved. ’ ‘
— That the status of learning at a di;tance may be
questioned in those institutions in which the
re-integration of the teaching acts i$ not -

satisfactorily achieved. (p. 126)
14

The primary purpose of this study was to tést the first
hypothesis and to a lesser degree, tﬁé second hypothesis,
éroposed by Keegan. Tﬁis was accomplishéd through the rein-
tegratlon of two of the interpersonal characterlstics Keegan
cites as needing.compensation (i. e the absence of student-
to~-student communication and the change in the role of non-

-

contiguous learning processes [peer contact, anxiety, peer
support apa criticism]).? An attempt was made to artificially
recreate these characteristics through the formation of study
groups and a network of local contact pe;séhs (Tﬁfméfﬁétu—
dents). This was done within the context of an existing DE
program which had already attempted to address, to some
extent, the remaining interpersonai characteristics cited by
Keegan through written comments on assignments mailed b;ck to

Etudéhts and limited student initiated telephone contact with

markers. This structure is typical of the Type I DE institu-

tioné identified by Keegan’s typology (1986) and discussed in
aetail as an issue of external validity in the third chapﬁer, :
Methods.

Some work has already been conducted which could con-~

ceiyably be judged to ‘test the ;gintegration of some of the
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interpersonal characteristics cited by Keegan. Most of these -
studies, however, did not.seekyto present the tested variable

in a theoretical context, but rather as separate variables

’

operating in a DE system so ill-aefined as to make generali-

. zation impossible. No documented work, however,qto this

researcher’s knowledge, has sought to af%ificiéllj1recreate

Y

and reintegrate opportuqi;iés fbi student to student communi-
cation (or peer c%ptact).'Keegan (1986) also supports this

observation: -

—_i

Distance education is dif?erent in that -it does not, - -

-

»

compel the qudent to join the learning group in
,  order t6 study. Most distance systems treat the
Y student basicélly as aﬁ individual; group work may
be compulsory, optional or may never occur, ) L
depending on’the structure of the distance system
«.§n which one énrols. The advantages and
diéadvantages of the abseqce of the learning group ‘

in distance education is a practically untouched

area for future research. (pp. 45-46)

A Model of: Persistence and,

‘ - 3
.

‘ * . Withdrawal in Higher Education
! -t ! ’ » sl
: . , o

A secondary pdrpose of the present study was to identify
{

variables which are positively correlated with two indicators

+

-of student success; namely, course completion .and self-

perception of learning achievement. Both-ﬁhe selection and

»
- .
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oréanization onthe variables and the analysis and
interpretation of the data was guided byca theoretical model
of student persistencé and” withdrawal originallf'progosed for.
four-year, re31dential university settings (Tinto 1975) '
Tinto extended the work of Séady (l970) and Rootmag (h972) to"
formulate a theoretical model of dropout in traditronal four~-
year, residential instltutions of higher edUcation. A

graphic.representation of Tinto’s model ‘appears as %igure 6.

Accordihg to this theory the student brings- to college’

\such characﬂhristics'as family backgroung, and personal

.
- .,

attsibutes and experiences,heach of which is presumed to

influence not only college performance, but also initial

v

. . )
levels of-goal and insgitutional commitment. These ™A

characteristics and commitments, in turn, interact with
various features of theaparticularlcollege or university 4nd
lead to varyino levels of integration Y¥nto the academic a%d
social systens of the university.

" Tinto v1ews per31stence toward completion largely as a

functlon of the students’ academic and social experiences

after enrollment. Accordingzto Tinto, the extent of

academic integration is determined orimarily by.the student’s

academic performance and\his oxr her level of intellectual
developmerit. Social integration is primarily ‘a function of ~
the quallty of peer—group interactions and theé quality of
Student interactions with faculty ' He argues that ' given

indiv1dual characteristics, prior experiences

o g

s
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therefore, accounted for by the model.
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commitments, it is the individual student’s integration into
the academic and social'systems‘pf the institution which rélate

most directly to continuance at that institution. Further, .

‘he argues that given prior goal and institutional commitment,

it s the integration.into the academic and social systems
that promote new levels of commitment. Finally, Tinto ‘
reasons that.other things beiné equal, the higher the degree
of interaction of the individual, the greater will be the
resulting goal of completion and commitment to the"
institution. The model recognizes that external fectors and

varying personal perceptions of reality may affect the

*decision to voluntarily Withdraw, but this is viewed as

having an effect. on goal and institutional commitment and

L3

~ Tinto (1975) supported his model with a synthesis of °

) existing literature which investigated individual variables

o+
thought ‘to be correlated with academic dismissal and volun-

tary withdrawal. Tinto (1975) concluded: + .

S
. . . although academicldismissal 1s most closely

associated with grade performance, dropout in the

form of voluntary withdrawal is.not. Such with-

drawal, instead, appears to relate to the lack of . B

congruency between the individual and both the "in-
tellectual climate‘h%\the institution and the so-

cial system composed of his peers. (pp. 116-117) v

[y
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Validation Studies of Tinto’s Model
W

¢

[N

The institutional context to which Tinto applied his model is
the.traditional four-year, residential university with a stu-
dent population falling in the 18 ~-24 §ear -old range. In this
context, it has gathered substantial empirical support.
TerenZinl and Pascarella (1978) conducted a study of
entering freshman at Syracuse University in New York to test’
Tinto’s theory. They found that prior-enrollment variables

of sex, academic aptitude and personality characteristics

were statistically non51gnificant with respect to decisions
to dropoug’or persist; They also found that their designated

5 . , . . . o
measures of academic and social integration were signifi-

cantly important to persistence. Academic measures'seemed to

be almost twice as impodrtant as the set of measures used to
assess sqcial integration. Of the three separate variaples
which made significant unique contributions to the prediction
of persistence status, the frequency of the student’s inter-
action with faculty outside the classroom was the largest.
The total variance explained by the model was 25.6%. In sum- .
mary coﬁments, Terenzini and Pascarella advised nore-inﬁésti-
gation of student-faculty contact as this can be practically
addressed by universities. They also recommended further in-
vestigation of the influence of students’ peer reward systems
and other interactions amd:g students‘and how these peer sys-

tems may complement or oOppose influence of"faculty contacts.

-
«
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Lack of the investigation of peer issues was .perceived by the

researchers as a weakness in their study.

Again using Syracuse students as respondents, feienzini
*and éascarella (1980) fa:nd general suppoft for Tinto’s model
over three independent data collectlons spannlng a period of
three years. They found no statistically significant differ-
ences between those who persisted and thgse who voluntarily
withgrew with respedt"to any of a wide range of cha;acteris—

tics prior to enrollment, but they did find prior character-
. \ 1

istics interacted with the quality and quantity of academic

~_and sgqiel_;g;eggation_experiencegufollgwinqNenrollment. Af-

ter initial differences were contrelled“for, measures of aca-
demic and social integration contaibuted sign@ficantlyﬁ In
all three data collectiens,‘the frequency of informal stu- '
dent—facult& interaction was either the first or second‘mgst

important single variable., The total variance explained by’

‘the model was 30%.

As a follow-up investigation of facdlty—student
contact, Pascarella and Terenzini (1979a, 1979b) began by °
controlling for pre-enrollment characteristics and found thap
thirteen measures of soc1al and academic integration
contrlbuted 31gn1f1cantly to increases inﬁlhe explanation of
voluntary withdrawal., They then gontrolled for pre-
enrollment characteristics and measures of social a&d
academic jntegration while observing<thg_independent effect '

of student~faculty contact which was found again to make a

significant, unique contribution. However, these results

*

P4

-



Distance Education 47

id

differed somewhat by the type of contact. Interactions

focusing on intellectual and course related matters produced

-,

the largest significant correlation with persistence of both
sexe§. Also students with entering characteristics and

social and academic profiles of dropouts seemed to benefit

.

most from faculty-student contacts. In a review of research

»

on the toplic of faculty-student contact, Pascarella (1980)
stated that this contact seemed to positively affect
satisfaction with college, educational aspirations,

intellectual development, academic achievement and frgshman'

and\?opﬁﬁméfé‘péfsisténce—and“that“the—qualic§ and—type of
contact benefited different students differently.
Measures were constructed spec;fically to assess

a

academic and social integration following Tinto’s 11975) view
of these components (Paséarella & Terenzini, 1980). The to-
tal variance explained using the newly constructeq measures
surpassed considerably the total variance previously ex-
.plained by the model (81.4% for persisters and 75.8% for
dropouts), thus generally supporting the predictiveﬂvaiidity
- o >
of the major dimensions of Tinto’s model. This time, peer
relationships were investigated (as per Tinto’s model) and
were found to contribute less than scales concerned with stu-
dent-faculty contact. . This finding was npt in agreement with
Tinto’s (1975): o
Of the varibus forms of social interaction that

occur within the social system of the college,

peer-group associations appear to be most directly
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related to individual social integration, whereas
extracurricular activities and'chulty interactions -
appear to be of approximately .equal secondary im- .

porgehce in developing commit@ent to the }nstituﬂ

tion. (p. 110) )
However, as discussed earlier, Tinto eoqsider% institutiopal
commitment, in itself, insufficient to. explain varia;{ons in
dropout behaviors. ﬂ

Munro (1981), inya multi—instiﬁgéional, longiEudinal

study, could not confirm Ting#o’s model in general. She found
3 N .

through @ path analysis procedure that a Student’s

educational aspirations and those of their parents had a
greater effect on goai cdmmitmeﬁt leading to persistence fhan )
did academic integratign, and that academic iﬁtegration had a
stronger effect on lnstitutional commitment than did social
integration.’ She‘found no significant effects of'social

integration variables. The.obtained model accounted for only

14% of the variation in withdrawal behavior. ’
Y - S

qus Conventional Institutions. of Higher Education‘ .
The results ?f the validation studies discussed so far
. are generally confirmatory of Tinto’s model, although they
employ qﬁite different operationai definitions of finto's
coﬁétructs. All but oné (Munro, 198l1), are baséd on single
institution samples at large, residential universities,

In a study involving a less traditional setting,

Pascarella, Duby, Miller and Rasher (1981) investigated

3
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.

persistence and‘early withdrawal at Chicago Citcle, a large
urban, nonresident university. Citing literature which

distinguished nonresidential from residential students as

being less involved with non-classroom activities, either
¥ .

academic or social, the authors limited their investigation

to pre—enroilmen; factors and academic performance,

suspecting the latter alone would have a large influence.

. They note, however, that it would be difficult to determine B

o - ‘
if noninvolvement was a result'of lack of opportunity because

v

of nonresidency or a function of the characteristics of

individual nonresident students. Results of the study showed

modest, but significant, differences in tﬂe age and education
of persisters and withdrawers (i.e., persisters were younger
and had higher levels of secondary school achievé%ent). When
academic performance was added to the equation (in the 'form
of first-quarter grades), it added substantially’to the
discrimination. The authors caution against over- )
interpretation, as they contend there are clearly other
variables (nonperformance dimensions) which should be
considered even for students in nontraditional settings..
They list .peer interaction, faculty contact and inst;tut;onai
commitment_ag areas for further research and possible
importance. All of these may minimize the importance of -
academic performanée in the nonresident situation. ‘
Pascarella and Chapman (1983) assessed the geﬁeral; “
izability of the model to several less traditional institu-

tional settings. Both resident and two- and four-year

o
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commuter coileges were sampled in a discriminant analysis and
path analysis study.i The total variance in persistence/
withdrawal decisions explained by the model }énged.from 13%
to 17%; it was sugggséZd by the authors that this may be a
function of inadequate oberatiqhal definitions of the ﬁodel's
yariaﬁle;. Distingt differences were found to distinguish
resident students from both two- and four-year éommuter stu-
dents. In four-year, primarily residential’colleges, insti-

tutional commitment had a stronger influence on persistence

‘than did goal commitment; social integrgtion had stronger

.direct and indirect effects than.academic integration; and
the influence of student backgrodnd.traits were mediated
throughﬁéhe college experience variablgs. In four-year, pri-
.marily commuter colleges, institutivnal commitment had a
‘stronger direct effect t@an did goal commitment. The reverse
. was true at two-year commuter colleges. In both two- and
four-year commuter institutions, academi . Qteg;ation héd
‘strOnger indirect effects on persisten;e than did social in-
tegration. Similarly, in both commuter samples, student
Background traits were not totally mediated by the égllege
experience,sbut had direct effects on persistence.

‘Taylor (1986) ‘employed Tinto’s model to structure a dis-
cussion of results obtained from a cross-cultural, mult;—
institutional.Dﬁ survey. His experience led him to conclude
that while some of the results obtained were consistent with
Tintoﬁg model, there was no consistent evidence that would

suggeét any guidelines for practice in DE.

To date, only one study has attempted to validate

[P

1
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Tinto’s model in the DE ‘context (Sweet, 1986) . Sweet'
suggests a possibie explanatiop for'Pascarella'and Chapman’s
(1983) finding‘that social integration had neither a direct
nor an indirect- effect on persistence in commuter colleges is
the relative lack ef social opéortunities in such settings.
.Even if such social contacts with faculty, for example, were
importént, the commuter situatio offérs little opportunity

He continues by drawing a parallel between the commuter

situation and DE as concerns opportunities for social

integration. He introduces the variable of telephone

tutorin& present in some DE situatfons and ﬁypothesiﬁes that
to the extelt tﬁat telepheee tutoring represents an effective
form. of social integration between students and faculty, it
hay be expected that the patterns of influence among the

variables in Tinto’s model will match that originally
proposed by Tinto. | ’
Sweet structured the data he gat?ered by riference to
Tinte’s model yith adaptations he considered appropriate in
applying the model to a nonconventional system. Sweet
collected initial demographic data from 356 students enrolled

in courses at the OLI (Open Learning Institute, British

Columbia, Canada). Telephone interviews designed te access

s Y

elements of Tinto’s model were conducted after the coné}tgéon
of the course. One hundred and fifty-three students (43%) of
the initial sample were interviewed. Sweet admits tﬁat all

but‘the demographic data was collected after the semester had

ended and final marks were issued, which may well have
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affected students’ peréepti?ns of their experiences with thé
course. |

Discriminant analysis was used to determine how'welrithe
‘variables prediqted persistence in distinguishing completers -
fromnnon—completefs. _Tétal variance explained by<th§ model
was 32%, somewhat higher than thatoobtained in the previous
validation studies described above. Student background
characteristics explained a significant proportion of
variance, 11% , but a greater contribution was méde by

academic and social integration variables which accounted for

i

- 18%. Results suggegted that a generally accurate definition
?f the model was achieved. A path analysis uncovered that
academic performance did strongly affect pérsistence both
directly and indirect??. He also found,. however, that social
integration in the form of telephone tutoring was
significantly reléted to institutional commitment and,
therefore, indireétly to persistence: Sweetlconcluded that
-Tinto’s model only prov1des a partial explanatlon to the
question of persistence in DE, yet the results of his study,
and of others considering commuter students, seems to

indicate it is an appropriaté framework for further research
+

in DE.

. © Symmary
"

Tinto’s model is considered;- by this researcher, to be
.an interesting complement to Keegan’s theoretical framework.

Both theorists focus on the integration of components which
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:
many instiﬁutions (DE institutions aﬁd convéntional institu-
tioné) consider geparately. This aspect seems to indicate
that both theorists view the phenomenon-.under study as
.complex and not eas;ly explained; a phenomenon which can only
be understood by investigating how the'component “pieces”
work together.- The initial ideas for finto's model were .
based on the idea of unsuccessful societal integration”or

“belonging”, as a possible explanation of suicide. Thus, his

ideas of academic and social integration into the “society”

of the universitya,mAlthough_Keegaan_notions_are_nat_sﬂmt;_;f____

larly founded, it is interesting to note that, thréugh the
reihtegratioq of certain teaching and learning components, he
has created opporpunities for academic énd social inteératiqnf
. for the learner in distance education. ’This‘étudy draws on
both theoretical frameworks to 3§sist in arriving at a bettef
undersfahding of the .teaching and learning roles in distance

)

education.

-~ "



CHAPTER II

LITERATURE REVIEW

Selection Process for the Review ’

This Teview includes studies which attempt- to explore

+ any of a nﬁmber,of variables thought to be correlated with
success in the DE stitﬁatibn. Guidelines for se;ection were
broad because of the limited amount of research extant, and
because many of the located references lacked sufficient
detail to allow closer écrutiny. Iﬁ general, every-stu@y
was ihcluded which incorpééated some recogn%zable methodol-_
ogy concerned with .the collection' of data andfpreséntétion
of results. This ‘procedure éxcludéd at least 75% of the
material found which addressed the topic at hand. A perusal
of the DE literature of the past two decades will uﬁcover an)
abugdance of "discussion ana advice about Qhow to” affect |

success in the DE situation, but comparatively little which

can be considered formal evaluation or research.

Defining Success in Distance Education

A

f; ‘ " Success has notigenerally been defined broadly in DE

research. Educational researchers have measured success in

‘ H
¢
<




Distance Education 55
Q A} -
a .variety of ways including student achievgment measures,

~

self-perception of learning, student satisfaction and atti-
tude méaSures, and étudent attrition rates (by course, by '
program, etc.). Of‘these, the one measure used most often\
in DE research is the latter, attrition raEes,(also referred
to as persistence toward coﬁpletion, drop-out, withdrawal).
'The reason for this is due at least in part to the compara-
tively higﬁ attrition rates which héve always been associ-

rated with correspondence/distance ‘education efforts.

Several individuals have discussed pcssihle-prob*léms I —
assocliated with employing attritioﬁ rate as}a measure of t
success. Shale (1982) addressed- the qugstion of attrition
at—Athabaséa University, Alberta, Canada, a university which
does not attempt to pace its studeﬁts’ séudies except within
very broad timelines. Students can begin courses.at any .
time and #gome courses allow up to one year to completion,
making calculation of ceﬂpletion difficult. Athabasca, likes
6ther distance education’jnstitution§, also must‘decide how
to consider nonstarters (i.e., thgse §tudents who never
submit - the fifst assignment). After specifying “cohorts” or
enrollment periods to try to account for the effects of open
pacing, Shale used fwo formulae to calculate attrition. One - .
fofmula subtracted ndﬁétarters and the oﬁher Aid'not.

Results indicated that attrition rates were 50% lowér in
each case calculated when nonstarters were subtracted.

Shale clearly illustrates how measures of attrition can
fluctuate depending on various institutional factors and, of

,
8

course, methods :;/calculations.
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Coldeﬁay-and Spencer (1980) soggested that there are
y subgroupe of learoers which must be considered in furthering
understanding of attrition; one of these subgﬂoups is the
nohstarter. They also ask the question, for whom are attri-
tion rates a problem, the administrators or the student° In

the case of the former, they cite political pressures on
/

. administrators te. lower attriticn rates. In considering

©
students, they suggest that not every student views comple-
- tion as a,goal, a view echoed by Holmberg- (1986, pp: 64-70) .

- AT of the individuals cited above feel that definition of BE
¢ . t ]

success in an§ adult learning environment .should be care-
.full§ considered; that it is wrong to focus on ways to re;

- cuce attrition. Instead, the focus should oe'unQerstanding_
of students' needs and how to meet them. 'Tneyﬁadﬁise'that
broader measures of;stﬁdent success should reglace the often

simplistic ‘medsures .of student attrition evident in much of

L . . ° z . .
the DE ‘literature. Many of the studies cited'herein do not *
‘e

- consider various subgroups in calculating attrig&on, do not
discuss how they calcylated - attrition rates and do not use \\”fii
other. measures of schess. Theee.issues will not be citeh
for each stuay concerned, but ahould be a‘copsideration of

e

) the reader throughout this section. O 79

(X 4

o\ ™

‘ .Factors Which Influence Learner Success

N ? ) . . .
S L «, R . *
(S E-¥

:

The citations herein are presented in a. topical format,_ / Ly

"adapted from Coldeyay (l9§6i, as fq;lows ‘ : .

~ . . -
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- Persghal Factors - _

Demographics and Previous Experience

. c Y .
. - Study Behavior . . '

Personality Characteristics S

- Iﬁstitutional -Pacing aind Delivery Factors

-

Pacing .ot

.

.Tutor Management
Turn-around Time in Marking of Assignments

Quantity' of Assignments

{

‘Role of the Tutor P

| 4

— Course Pesign and Delivery Factors
_Instructiomal Model ' ™ . | -
W(ritt;'en _Persaﬁal Contact to Serve as Encouragemént
Comments, n Assignrﬁén;s
Telef:ho ‘Tutorihg ’ - .
i?‘écﬂe‘-i;to-Faée Cpptact |
B ) éeminaré ' ‘ . 7 ~
Péer Contact
Local Caontact Persons L

1 4 L3
v ({
.« Personal Factors &

»
L]

Demographics and Previous Experience T

[y

. . \ N . - ”,
Comparati.\f&y high attrition _ra/tqs. 'in DE have prompted

4
‘numerous surveys of DE learnérs to investigatg.the /reasons
. N . 1

e ¢

for withdrawal (James &g‘Wedemey‘e.r, 11959; Houle, 1964; Sloan,

i965; Woodley & Parlett, 1983; Raynof, 1985) . ‘The ‘results
: v

R ) R ' +
. o; these surveys have. shown that many students indicate they
» . ' R

. .
'S .
’ - '% . )
f < s . . . N R , .
. .
. .
. .
. .

-
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drop out for reasons not directly related to the c8ursework
or program administration, bgt rather because of external
fiactors concerning ijob and/of family responsibilities. A
significaAtly smallergﬁﬁmber of adult students: have attrib-
.uted hropping ocut to problems with course magg}iais, course.
delivér§ 6r student support. .
Survey procedures used in the stddiesﬁcited above have
been criticized, ofte; by-the :eseérchers themselves, f6r?
inéccuéately measuring siudent perspectives or attituges.l
.Critics ciaim“that students may feel intimidated about
admitting they have probiems sucéeéding in a distance learn- °
ing course, éspecially if they ‘do notxhave pfevious univer-
‘sity experience; they may immediat'ly'see it as “their”
failure. They may be unable to identify which course
factors, if added or altered, would have madejit poséible
for them to continue and 'sucéeed.. In 1976-1978, Rekkeqél
and assoéiétgs (répbrted in Rekkedal, 1985) used a more
elaborétq'method to coflect data about reasons fof discon~- .
.tinuation.® Students were asked to indica;edthe most impor-
tant single‘.eqson fqr diébontinuation,énd they were asked
to also check hé;hgf some reasons, given. in thé quespibn~
nair; had been GVery important,” of “some importanée;” or of -
“no 1mportance.” 'Extefnal reasonslwere again mentioned most
often as the most important single reason for discontinu- "
aflon, but coursisrelated factors were indicated as “very

&
important” or of “some importance” to 39% of the students.

Coldeway, Spencer and Stringer (1980) analyzed qata

~

* - ) . ® '
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\
from targeted courses offered by Athabasca University to

determine the interaction between several learner attributes

and course completion. [Demographic and pérsonal factdSrs of

Sex, aée, prior post secondary educatipff, reason for taking
the course and a stated desire to.learn on their own rather

than in groups failed to yield significant differences as

1}

predictors of course completion and nonbompletioﬁ. The only

significant finding. showed a positive correlation between
. . ’ ‘
the successful complepion of one course (at Athabasca Uni-

N

versity) and c¢ompletion in Ehe courses targeted by the

study . 'r, '. /

Donehower (1968), at.the' University of Nequa, tried to
determine if a relationship existed between success ‘and such

‘variables as sex, achievement, completion, withdrawal, reason

<

for enrolling, distance from the correspondence center, K

" previous education and time élhpse between e llment énd the

x e B .

submission of the first assignment. Four hundre¥_and ten

males and 495 females participated. Students who submitted

o

. . 4]
the first assignment sqoner showed a significantly higher
rate of completion. Students who lived closer to the
'correspondende center showed-:a signifi&antly highér rate of

comp;etfbn, as did students with a Higher level of previous

[

education. . . I ,

.

N 3 @

- Study Behaviors : N

pe

At Athabasca University, Periniak (1983) conducted a

qualitative'researcn project (he uses the term “phenomenol-

“‘ogical” research) in which'he %onitoreg.study behaviors anq'

)

a

]
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‘various factst external.to tre specific coursework.
Thirty-eight students were aéked to keep diaries as they.
progressed through the targeted course. Forty percent of
the 38 students completed the course, which is a little
higher than the average completionﬁrate at Athabasca.- There
were fou; findings: listed by Peruniak: a) those who

.

.comp!eted the course studied ‘more — calculated on a per hour

/bas;s; b) completers vgrieé their study time according to
the demands of the coJrse whereas noncompleters reported
they studied about the same amount of time each week;

ci completers initiated four times as many calls to tutors as

non-completers, and; d) noncompleters recorded more, comments

~

about factors external to the course which influenced their

study and continuation or withdrawal.

Personality Characteristics '

AmoRpg the cognitive styles identified to date, the

v

3
field-dependence-independence dimension has been the most

o

extedsively studied and has had the widest application to
general educational problgms. In a review of current work,

Witkin, Moore, Goodenough and Cox (1977) described the field-

dependence-independence dimension in some depth and examined
four areas in which sufficjent research evidence has

accumulated ffom application of the concept.* It appears that
field-dependeng pergons“seem to employ external referents to

define needs and standards and have difficulty in maintaining
_ ¢ .
their own directions. THey tend to rely on others for

guidance and direction. In contrast, field-independent

a
- ‘\ , e~ :‘)
N
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people appear to be lessninfluencéd by autﬁority figures and
external standards and -instead are guided by their own needs
and values. Field-dependent persons have also been found to
have more d#fficulty than field-independent persons in '

learning matlerial which lacks clear inherent structure :

whereby the |learner must provide organization to facilitate

learning. This research suggests that field-independent

persons tendito be more indébendent and autonomous whereas .
field-depend%nt personskappear to’have a greater need for/éhe
provision oflsfructure and reinforcement. Finally, fiéld;
dependence is also associated with a preference for being ,
’ with‘other people; field-independent persons tend to have a
more impersonal orientation. ‘
Thompson (1/984) argugd that the traditional éorrespon—’
dence method is not suited to the needs and characteriétics
of field—depende&t studeﬁts. He proposed that DE’ systems, in
order to accommodaﬁe ffeld-depenéenb‘students, might need to
provide support elements which promote more interactipn with
correspondence instructors. ‘Théﬁpson and Knox (1987) ex-
6red tﬁis assumption by investigating whether students who
fi;:éper for correspondence study tend more toward field-
independence. They were also .interested in whether field-
dependent students were more likely ﬁo droS’out of their cor-
respondence courses than field-independent students and
whether field-dependent students evaluate their correspon-
dénce stdﬁy experience‘less positively than field-indeﬁendent

students. Subjects in this study were selected from those
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study were seleécted from those who registered in

cérrespondeﬁce courses offered by the University of Manitoba
2 o

"during the 1983-84 academic year. A variety of content areas

were represented and 102 students participated in the study.
Subjects were cgtegorized as éither field-dependent or field—
independent. As expected, students enrolled in the
corresponderice courses had mean scores significantly more in
the direction of field-indepehdence than the comparison
scores of ‘'normative groups. This was particuléﬁly,true for
fgmqle subjécts.‘ These data supported the hypéthesis that,
in comparison with normative groups,. students who fegister
for correspondence stqu are more likely to be-character}zéd
by the cognitive st&lé of field-in&ependence. However,
contrary to expectations, theré were no differences found in

the, completion rates between field-dependent and field-

independent subjects. It was also’'concluded that field-

dependent subjects did not evaluate their correspondence

study experience less positively than field-independent

subjects. . ‘ R

A survey of telecourse students enrolled at Anchorage
Community College in Alaska, U.S.A., (Nelson 1985) found éhat
fiéid—indebendent students scored higher marks than students
with'a fiéld-dependent style. No associations were found "
between either course completion or attitudes toward the

courses and the styles of field-independence-dependence.

In a survey of DE students in a prdgram offered by the

" Canadian Institutée of Bankers (the-same.experimental-setting

~as employed by the present study), Raynor (1985)
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. { .
investigated the usefulness of a modified form of the Kolb '

Learniné Style Inventory and & modified form of the Rotter. ‘ .
Locus of Control Scale. He found that only 1.5% of the

variance was accounted for by either measure and concluded .

ythat neither was helpful as an identifier of broad

personality traits which could be potentially useful in the

discrimination of those who completed courses and those who

B
o ~ N

did not. \ !

v

Institutional Pacing and_Delivery.Factors

'PaCLng . ‘
Crawford- (1981) compared the completion rates of

stodentslat three Canadian institutions: Athabasca

University; the Open Learning Institute; and North Island

College. The same course.package.was.used by all three

institutions, but was delivered according to the

institutional practices af each institution. Results

indicated that completion 'rates at the Open Learning

Institute were more than twice (58% of the students

conipleted) those at the other two institutions (Athabasca

hniversity and North Island Colleée, 20% and 25%

respectively). It was argued by the researcher that the

structured pacing policy at the Open, Learning Institute might

have influenced higher completion rates. At the Oben ,

Learning Institute, there is a fixed start and end for

courses while the.other institutions have a much more

flexible start and end times. Ancther finding was that North.

*
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[y

£

Island College studentg and Open Léarning Institute students
reached half and end points in\the course faster than

Athabgsca Univeréity students. The researcher propaséd that
thi's may have been due to the more structured tQtorial policy .
at North Isiand Coilege,‘whiCh provided for more frequent and

regular tutorials. ' : .

\
~— .

DiSilvestro and MarKoQitz’(l982f investigated their pre- -
diction that the use of contracts would significantly'affect
the ﬁime it to;k correspondence study students to submit
_théir first lessons and, in turn, wqpld iﬁflugnce course com-
p}etion rates. Four hundrea and tﬂirty students, at‘both
ahigh school and University levels, were tracked from start to
cﬁﬁrse completion.‘The contracés had a significant effect in
motivating students to. begin work or their courses (i.e.,
submit the ﬁirét assignment) . bf two hundred and thirty-
three students in tﬁe contract groups, 81% started their
course. In contrast,_oﬁly 57% of the 197 noncontract stu-
dents began their courses. However, there were no signifi~

cant differences in overall completion rates between contract

and noncontract groups.

i

Tﬁtor Management : ’ ’ v
Coldeway (1980) conductea a study to investigate ‘J/

possible effects of tutor pay schedules. ‘Course completion

rateg, quantity of learner performance data.gathered from

tutors, tutor'input and cost were compared between tutgrs

provided with an incentive pay structure and those paid at a

fixed rate. It was hypothesized that there would be a
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correlation befweeﬁ the pay schedule and the tugBr's ,
effectiveness as measured by student performance. Tutors on
-incentive pay were paid according to learner sug§e§s as
measured by course completion. Although tutors on the
incentive pay schedules collected more performance data about
stpdents (indicating more contact with students), student
completioﬁ rates did not differ significantly between the °
tutors on different- pay scheduies. The researchers conclude

that tutors seemed to have limited control over learner

progress.

Turn—-around Time in the Marking of Assignments

.Th; elapse in time between the receipt of a student
~assignment and its return to the student after marking
(“turn-around time”) is one of the first variables to be
investigated by many distance education institutions. This
is an obvious place to begin given the researéh findings ,
concerning'fqedpack in the education literature. In the DE
situation, assignﬁents are the most consistent, indeed, may
be the only form of feedback; delayed feedback is considered
to be an evident weakness in distance study. Two survef
studies conducted on drobouts (Sloan, 1965; Harter, 1969)
- reported a correlation between turn-around time and student
interest and Aisinterest. The instructor’s late return of
c;?;écted lesso;s was the mbst frequenfly mentioned reason
for non4completion of ‘study.

Rekkedal (1973) attempted to measure the qffec; of"

different turn-around times on a) “study pace” — how long it

~

[$2 : .
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took students to complete course units, b) grades, and c¢)
completion rates. The normal time for the marking of‘ :
assignments at Rekkedal’s institution had been four to five ,“ N
days not ircluding postal time to and from the institution
(i.e., NKI, Norway) and to and from the marker — already a
shor£ef time than reported by most programs. Tﬁg markihg
time was further reduced to one day for the experimental
group which mears®that actual turn-around tim& for the
experimental group was three to four days shorter than for .,
the control group. Sigty—nine students were Fandohly
assigned to the experimental group and 58 to the control .
group. Results showed that 91.3% oﬁ,the experimental group

completed the course and only 63% of the control Qrouﬁ

completed the course, a significant difference. The c¢ther

P

. ?
two measures, study pace and grades, were not significantly

different for the two groups. It is also inberésting that
during-the first three months of tpe courge, the experimental
group submitted sigﬂificangly more assignments than the
control group. An attitude sufvey showed that if §tudents
received éssignments in less than one week, ail were -

satisfied; but if the time exc%eded one week, a relatively

larger number became dissatisfied. %

Quantity of Assignments
| Consistent wifh the concern for immediacy of feedback is
¥ the question of ;he amount of feedback. Baath (1979,\traﬁs-
latea and reported in %aath; 1950) examined three diéﬁerent

groups studying thg'same~course material. Oq/zﬂe basis of
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the same. instructional text, one group was required to sugmit
two assignments, a second group four assignments, and a third
group eight assignments. The total number of assignment ‘
questioné was constant between the three groupé and the ques;
tipns were identical. The results indicated one very clear
finding, namely, that more students in the groups with a
greater number of submissions began sending in ‘papers thar

. 'did the students in the othgr experimental gr?st. However,
no differences betyeen'the»experimental gréuﬁswwere found

.. with regard to course completion, nor with rqurd’to final

test results. ] . >

¢

Role of the Distance Education Tutor
The most recent research to be conducted by Rekfedal
(1985) considers the cqmpléx.role of ﬁhat he terms the
“péfsonal tutor/cbunsellor; in DE. This study tried to
integrate‘a number of variables which had been the focus of

3

earlier empirical and theoretical research and seemed to have

a positive effect on study écfivity and completion rates in
QE. One hundred anq eighty students formed the experimental
group and ninety-six students formed the control group.
Students in the experimental group were, during the first
stages of their studies, assfﬁned tg a personal tutor who
followed them through all their éshrses during a qeptain part
of the program, The main difference between the treatment of
the experimental §nd control groups was that the egperimental

N

group communicated with one personal tutor who integrated all

L4

tﬁé téaching and bounsellin% functions, normally the.

u | :

- AN
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responsibility of more than one individual. Becaﬁse of the
complexity of the experimental variable (i.é., tutor role),
differences concérning rates of withdrawal/completion could
not be a¥®cribed to one single aspect of the exper}mental
variable. Dependent measures were marks on assignments and
examsf‘fate of completion and student attiﬁudes. In
{comparison td the control group, the experL@ental group:

a) was significantly faster to send in their first |
‘assignment; b) completed significantly more assignments eight
months later and 12 months later;.c) complééed a
siggificaﬁtly'greater kotal number of assignments; and,

d) completed a significaptly gre?ter number of courses during’
the same time period. The experimen;al group also had
significantly more positive\attitudes toward correépondence
study in general, the tutdr’s work, follow-up efforts of the
institute and/or tutor a d(,pelébhone contacts as a helpful

medium. . /

~Course Dgsign and Delivery Factor$S

cen e .

°

Instrdctiﬁral Model .
- Céldeﬁay and Spencer (1982) have suggesﬁed the
application of Kellet's Personalized sttem 6f‘Instruction
(PSI) in the design of some courses offered through-disfqnce
”ﬂlgaﬁcation. PSI is essentially an independent study system
which was designed to be set up in a conventional university.

The method includes the concepts of self-pacing, mastery

learn%#g and a combination of lectures, self-instructional
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modules and tutorials. Students in an accounting course

offered by Athabasca University, Albeffa, Canada.were
assigned to one of five experimental. conditions. The five
conditions }epresented different variations of the PSI model
(L.e., variations included feedback from self-corrected
exercises, feédback by telephone by the tutor, feedbagk by
mail from the tutor and two conditions which allowed

students to choose the variation ‘they preferred). Results

- showed that those students' who received feedback from their

tutor by telephone had a higher pass/complet;on‘rate than
those‘ip other con;ipions. All groups.had a significantly
higher\completion,naye than the control group which was
conmposed of students who had enrolled in the course prior to’

the incorporation of the PSI model; qdurse materials ‘were the

I

.same as used by all oﬁher conditions. The authors propose

that the study indicates that the PSI model can be

successfully implemented in DE by the use of the telephone as

a means of éroviding more immediate feedback. - They believe' -

that one of the reasons the PSI model produced superior
results 1s because it prd‘hdes an instructional as well as a

management system, both necésqéry components in a DE systen.

Written Personal Contaéq as Encouragementy¥
It is thought that one of the reaso;s many distance
learners dropout is because of a lack of motivation., In the

traditional eduea;ional setting, motivation often results
througﬁﬁcpntact with the instructor and other students. Some

researchers have:tried to measure the effect of providing
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. . N I' M _( .
motivation by sending students cards and letters throughout

the course or at what is considered to be “crucial times,”
particularly the initial stages of study. Pfeiffer!(l962)'
attempted to measure the effect of letters and postcards of

encouragement on the submission of ‘lessons in correspondence

-

study courses. One experimental group received letters and . «w«s;7

"the other cards. These were””"iled weekly to students who

e

had neither stZ:i7ted an assignment nor received feedback
during the preteding four weeks. It wassconcluded that

neithér form letters por post cards of encouragement resulted “?f*

in a significant increase in the submission of correspdhdence

lessons. Rekkedal (1983) on the other hand, in a simple
. Ll i .
experimental-cqntror_group design; found Ehet written -’

communications to those falling behind increased course
N 4 \ é -

°

complgtion significantly.

. ’ . N
. Comments on Assignments L

-

Traditlionally, correspondence education has gmgployed
part—-time tutors/markers Eo mark and comment on student as- S

signments. There has been a great deal of discussion about

’
the type and quality of tutor comments. Sjogren (1963) con—;

ducted-an experiment, where three types of tutor behavio&ﬁ

. were ‘examined with the Jhypothesis that more extegkive feed-

X

back would result in better studen% performance. For\one

group of students, the tutor only corrected wrong answersvand ) \
showed wheré the ‘student could find the riBht answers. The

. o . )
second, group received corrections, as well as subject-related

t .,

and,encouraging comments. In the third group, the tutor Ty

' T ’ L ™
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-of the stuaents. Two parallel experiments were carried out

-’preproduced material as an additional feature. . '.

' tapeéc . . !

-m\'

4 . .
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ﬁy ' te
tried to establish a personal and supporting relationship as
well, through 1nd1v1dual comments and Rersonal Ietters.. No
significant relationshioﬁ.here found between tutor behaviour -
and-.course completions. ' '

‘5 ' Rekkedal'and)hjosa (1974, translated ifi.Rekkedal, 1982)
logked at thefviabirity of preproduced'tutor comments. 'The
hypothesis was thit the oreproduced material would'release
the tutor from ;ezztitive work and thus make it‘possible for

L

him or her to cdncentrate on satisfying the individual needs

td examine the.effeét of introduCing preproduced comments and

solutions in\addition to the tutor s individual corrections

v

ér of the studentstho received the preproduced

.. and comme;géﬁ In one of the experiments, a SLgniflcantly

rarger nu

a material completed their courses, while nogﬁignigicant .

4

difference3°were found in the'other. Both expe] 1mental
L

groups expressed egﬁ ely favbrable attitudes.towards the

M.
.
»

o

1’
Evi'lr(l984).attempted to formally assess the effects of-

[

v using audio tapes for recording comments for students and
LA ¢ -
also as/a mechanlsm for students to communicate with tutors.
4y '\
A

A structured Gormat was used to elicit comments frfom -

students via telephone during agﬁapproximatekf 26 minute lOng

)
'

interview. Results of the interv1ews indicated extremely

X4

positive ‘comments from students regarding the use of audio ‘"
4

’ W * . . ) .
Baath (1980) conducted a three part study invelving
J"‘ - 1 AY
. -.n ' ) _-:i :

v

r.dlA
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1,804 édult.studentsxenrol}ed in Swedish, Norwegian and
British'correspondence courses at secondary schools and

vocational training schools. Students were‘randomly assigned
\ to experimehtal groups with a) varying “submission density”
: J . .
(varying number of assignments required), §) varying‘nqmbérs . v

\

% . Q N
. - . of assignment questions being replaced by self-check

exercises, and c) traditional written comments by mailﬂversus

>

.’
computer assisted comments by mail. Data were collected

" - .
through guestionnaires, final tests, and a speé&al-student
' ) -

- . P ’

register. Results of the first and second experimental

-

-~

. procedures were not‘avéilag$e. Results iﬁ’tte‘thlrd series
of &periments showed that tte computerized communicatioos ' 'g
. were‘éxperienced"as gdre'positive by the students than the N
traditional types. .Students receiving compute%—essisted

. ' @ \ . Lo .
. correspondence  tutoring started submitting more .assignments
W o & :

A )

<

‘than students receiving standard tutoring by mai{/ ~In one of
e . the ‘two experlmental courses, ‘the course was compleﬁed more

rapidly and more ogten. -

P
-,

Telephcne Tutorlng , : <o
» " © Many DE programs, generally in the more develc;pe;'l
. \countrles, have incorporated telephone tutoring as a student
' support component. In an attempt to investigéte the
. effectiveness of the use of telephone thtoring, Flinck (1978)
conducted .an experiment'which iqvolved two groups of randomly

distributed correspondence studéﬁts.« The experimental group
' ¥

recéived telephone .tutoring in addition to the conventional

<©

feedback/ ﬁhile'the otherihfeceived only written feedback by

<
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‘mail. Courses included were introductory French and ‘basic

economics,: both intended for adult learners. Resuylts
Pliat

indjicated that ‘students who‘received telephone tutorlng v

v r

réacted to it favorably, however, no dlfference was found
between the two groups in achlevemenﬁ, amount of study time

or"feelings of.isolation. Telephone tutoring proved .to be of

‘a gre;tet advantage to those students studying a foreign ™
' langtage tnsn to students studying one of the social

" sciences.

A

Sweet (1982) focused a study on the frequency of tele-

- P
v - L
phone contact with tutors and supportive behaviours tutors

extended. Onethundred and eighteen students,tat the’Open '
Learning Institute, B.C., Canada, participated in the study.
mo significant differences were found in the frequency mith
whicn tutors telephoned students in ‘the two groﬁﬁs. It mas .
found that 45% of those who completed the course contacted

their tutors and 32% of those not completing the course had

'gwde contact, a significant difference. :

.7 "Scales (1984), also at ‘the 6pen Learning Institute,

‘

B.C., Canada, addressed the relationship between telebﬁone
contact and persistence in completing the courses.
“Persistence” was defined in terms of the proportion of
assignments submitted, QS‘a student submitting four
assignments was)considered more “persistent” than\a student

submitting only'three. Three hypotheses were formulated, as

. !
follows: a) there will be a positive relationship between

quantity of telephone contact and student‘persiitence;

-

™
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b) there will be a positive relationship between student

persistence and student initiated (as opposed to tutor

initiated) phone calls; and, c) there wiii be a relationship
between type of academic program and persistence. At the Open

Learning Institute, tutors are provided with a telephone in

" their home. There”are no restrictions on lengths of calls

L . .

with students. In this study, information was gathered from
the records kept by tutors detailing telepbonq'calls. Fifty-
‘'seven students were randomly selected and followed for one

semester. Results confirmed all three hypotheses.:

"

CS%cerning hypothesis three, the asséqiation was strongest
wi;h stiidents enrolled in the Adult Basic Education” program,
where a greater number of students di&\ggg have a higﬁ school *
educatioﬁ.n" ‘ .

Face-to-Face Contact

Seminars. Many DEgﬁrbgfams have incorpofated somé
format for limited face-to-face contact in addition to’
instruction based on printed materials. Peruniak '(1984)

conducted a study concerned with the effect of a course
v

seminar on the success of adult learners at Athabasca

\

(
University. In the Egptext_of this study, a seminar was a

session conducted by 'someone hired by the institution.

o
v

Participants in the study were enrolled in one of two

introductory courses: 'Introduétory Psychology. or

Introductory Administration. Students were randomly assigned
' 13

to a seminar and a non-$eminar control group within each

{

course. The seminar group received invitations to attend a

Vo .

¢
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seminar during the course while the controi group received.no
invitations and attended no seminar. Resul showed that
g less thanuone—fifth of invited‘studentsqattended the seminar.

There were.no significant‘aifferences in terms of course
performance for Introductory Psychology between attenders and
non-attenders, “with réspect to completion rate and average

> ' ' grade for the course. In the Introductory Administration
course completisn rate for attenders was sigﬁificantly
greater (62% versus 38%). There was novddfference between
average grades. In both courses attenders submitted the
first assignment (about the same time as“Ehe séminar):
significantly 'sooner than the nonattenders. However7 ¥
nonattenders in both céurses completed the courses on thg
average of one month earlier than'the attenders. Variables
concerning the ability to attend the seminar were not
included in the design. The author notes that the study wés

correlational only.

*
H

; ' Millard (i985) undertook a student evaluation of the -
UKOU’s policy of prPQidihg Stuaents with a local tutor .
contact. Those students surveyed included all students in
the East Midfands,Region of the UKOU studying post—foundation
Social Sciences and Educational Studies courses. An attitude

’questionnaire was also administered, énd a 55% response rate
'was\reaéhed. 'g}llard.found that the average attendance at-
face-to-face tutoriais is between 40 and 50 percent of the
finally registered student gopulation. In terms of distances

T students must travel to get to the tutorials; above average
‘ ' ¢

~ ° .
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attendance is likely within the first 20 miles; after about

50 miles, additional d;stances seem in no wéy to b; a
deterrent to tutorial attendance. Student;' ranked contact
with their Butor as the most important non-obligatory ‘
component'gf their studies. 5ther\noq—obligatory components
were course notes and articles, TV programs and notes and
Radio/cassette programs anq'notes.f Students rank order\of

4

.reasons for attending tutorials wd® as follows: o |

N

1) For éenefal support in studying the course;
. 2) For help wgth diff&cult cou;Se matérial}
3) To meet the tutor;
© 4) Fof hélp in writing ‘continuous assessment answers;
5) To meet othef students; " . -
6) For help with'reﬁision for the final examinatibd}
. 7 To'enrich and extend the eourse material; and,

8) Because they are provided.

Rankshwere obtained by summing the ranké given by each of
1176 .student courses and then éetting these total componerit
‘scores in ascending order. Millard found a highly signifi-
éantbcorfgiation'between course reiult_and pgg&ious educa-
kion. Howeﬁerﬁ there was not a significant relationship
between previous'education and tutorial attendance. A
statistically significant, positive rel%tionship was found‘
between tutori?l attendance and success in terms éf course

result (grade) for students with no previous educational '

cqualifications. " For previously qualifié& students, no

P

-

-~ .
. \“\‘_‘ 7
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differences were 'found. ' .
LY

Peer Contact. -Hodgson (1986) describes a study
conducted at the British Open University (UKOU) with
students registered~in_the‘OU Effective Manager Pr;;ramme.
The support system of the UKOU wés abail:Lle to each:
stddént: inclided were an UKOU tutor, three tutorials, three

tutor-marked'aséignments, and one weekend residency. In

addition; for participants in this study‘theré,was an

4

organizational and/or peer-support system available to each
g:oup,‘ﬁhe characteristics of which differed.. One‘gfoup'waéu
allocated an organizational tutor who met with the group
every month for half of a day.‘ The’half-day sessiops were
intendpd both to bring the group together (they all worked in
different parts of the company) and to fecpg on how they
might apply Eheir learning fé their work. " The same
organizational tutor ran two three-day skills workshops for

the group#® Another group was also allocated'ag

organizational tutor, but there was only one initial meeting

" with the tutor after which they were advised to meet with

each other, but not the tutor, on a monthly basis. A
convenient meeting place was arranged for this group to be
used whenever they'wished. Thus, the'ffrst group had an

organizational support system which was comprised of: an

organizational tutor, rpgular half-day éhtor meetlngs and two

tutor-run three-day skills workshops Fhe secon& grqup had:

an organizational tutor, planned tutorless monthly meetlngs,,

and a study/resource room. . o ‘ e

v .- - J- \
G
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¥

‘There were seven students in the first group and nine
in the second. An unspecified interview\tgchqique-was used
to'explore‘any inter;elaﬁionships betweén the support system

~and a subljective ﬁssessment of learning resulting from
various course components. All students were interviewed
.once and some were interviewed twice.

Resulting information seemed to indicate that students
in tﬁe secqﬁd groﬁp never managed to get Uggether‘fo; thelr
proposed monthly meetings and most never made‘usé of the room
available to them. Of the nine who originaily started tﬁe

- course two completed the whole program and-took the exam; one
completed all the assignments aﬁd attended the residential;

the other six all dropped out at different poiﬁts in the

Ct prograh. In cohtrast; all members of the first group

completed the course and all but one took the exam.

_Interviewﬁinformation indicated that the perceived benefits

of the particular organizatiohal support system'was in terms

of support to keep doing the work and complete the courée,

-,

and not in terms of how the organizational support éystem .
interrelated with the learning materials and influenced the
learning progess.

n In an anticle about the formation of study groups,

Sewart (1975) describeé the difficulties encountered in the

" UKOU éystém aésoﬁiatedihith arranging face-to-face tutorials.
Hé'é result, a pilot scheme was initiated for the-formation
of‘seif—heLp'gro;ps in'the Cheshfre area of Britain in 1973.
) A total of 57 groups met ihiﬁi;lly, ofganized by counsellors

Co g
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.3

at the various regional study centres. Groups were férmed in
all course coﬁtent areas (i.e., arts, social sciences,
education, mathematics, sciences and technology).

Counsellofs often provided academic help when. groups met in
regional study centers. Some groups requested assistance
from course tutors; some did not: not. feeling the need to do
so. The aﬁalysis Qas based on a questionnaire filled out b&
the “secretary” of each group which continued to,megt
throughout the duration of the course. It is”significant to
note that many students at the initial meeting did not favor
an oﬁficial group and rather ghose to meet informally on an
ad hoc basis. Unfortunately, no information was collected on

these individuals. While fairly “loosely” tabulated, the

u :
survey provides evidence of a very positive student reaction

. to the study group system and evidence that studemts used

study groups as a substitute for tutorials when travelling to
tutorial sessioéns péésented a problem.

Crump and Livingston (198l) explored the assumption
that different academic discipiines r?quire various deg;ees
‘of contact between staff and indivi@uél studeﬁts, between
" staff and groups of students, and between'stuSents and their
peers: All three forms of contact firld a place in tr;di—
tional university teaching, but‘not necessarily in distance
.education settings. It is the conﬁention of the authors that
small group contact between étaff and stuéents ahd'hﬁtween

stud?nts and their ﬁeers are necessary to the learning skills

which mﬁst be developed in certain disciplines: they cite,

’
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as exaﬁples, the -Humanities and the Sociél Sciences.
Students were required to meet together in smalI" . ] '
groups. .The sessions were organized through the use of ' qéa
cassette tapes. The first tape explained the nature ;ng
purpose‘of\the.program and established a structufe for its
conduct. Subsequent tapes followed a uniform pattern of
‘topic presentation and questions for discussion. The-group '
was insFructed to discuss the questions an% at the end of’%:g}
.session to set out its conclusions in not more than ten '
minutes on the éame'tape,.éhe return i% to the Uﬁi@ersity.

Respodnses to the gfoups’ conclusions were made in various

A

ways: Dby extended individual comment .on the same tape, by
" letter or by bth a letter aﬁd a single téped response
distributed to all groups involved after all the replies from
the various groups. had been heard.

Groups varied in size from two to ten students. Each
‘group was instructed to appoint a chairman andifecorging sec-
retary for each tuterial, the positions rdtating so that in_a
group of four students each would'have acted once as a chair- .
person and once as a recording sgecretary after four sessions.

The job of the officers was clearly defined. The chairperson

was to keep discussion to the point and ensure that no one -+

-

- individual domiﬁated, the secretary to record the bnoup’s
conclusions. Precise preparation of specified articles,
documents or texts were required of each participant-befbfe

every session.

The results of an anonymous questionnaire suggested
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that the structured tutorial had overcome the problems that
.previous unstructured tutorials had stumbled on, including 1
) the lack of any clearly.perceived overall direction, the

domination of proceedings by one individual and the stifling

of discussion, and simply a general lack of preparation

i
Findings indicated that only one student telt that other

students in his tutorial had not made much effort to prepare
themselves, that one individualehad dominated discussions in
a detrimental way, aLd that the chairman had been unable to

keep discussion to the point. Allﬁother replies indicated

A

that these problems had been overcome. ‘Unfortunately, no

)

attempt was made to measure the quality of understanding

.

resulting from this structure although thlS wouid have been

in keeping w1th purposeg stated in the introduction to the

s .

article.
, : " Local Contact Persons. In New Zealand,.the Massey
University support model for extramural (distance) students

is mostly based on a network of unpaid individuals who
- themselves have a number of years experience as extramural

1

T ) . studénts. The impetus to begin this system came from the .
studenrs themselves, who formed the initial study groups and

began looking for further regional support. Regional panels~

T
v e ™~

were established to provide services to extramural students,
r

ope of which was to promote the establishment of lo*al study

groups.’ By 1981, single “Area Communicators” (former or
' |-
e continuing extramural students) had replaced the panel

structure. Williams and Williams. (1985, '1987) tabulated a’

. t t . a 3

- -
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survey of 55 members of the area coordinator network and'a
sample of 530 students were surveyed to ascertain how the
net&ork was functioning. A 51% response rate was achieved.’
Findings indicated that 47% of the student respondents felt
that familiarity with extramural study’ was one of the most

- important characteristics of a successful Communicator,
/

followed by personaX qualities such as friendliness and
approachabi%ity (45%) . The ability to listen (33%) and
acceSSitilitxh(zg%) were also considered important. It was
» found that oioer students, those in part-time employment,'ano

, tnose without tertiary qualifications Qere more litel& to )
contact Communicators tnan.yOunger students d; those who
already had tertigry qualifications. étudents felt that e .
facilitating contact ‘with other students by the organization
of area meetings and encouragement of study groups were the -
‘sorts.of sermrees Communicators should offer. Many students-
also'expfeSsed need for the ‘Communicator to make direct

A . 1

initial contact with them by mail or telephone.

.



CHAPTER III

METHOD

"
4 .

The ‘study described %efein was‘dgsigned as a two pért

{ hnalysis.\ The fiist anq brimary analq%fs sought to igvesti—
gate the effects of providing opportunities.for,peer contqct
in‘é DE'sgfting, thus tesflhg.two ‘hypotheses proposed by
Keegan  (1986). The second analysis attempted to identify
predictor variables which most effectively discriminate be-’
tween student groupings based on course completion and stu-\
dent grouéings'baséd on'self~per§ep£ibn of learning' achieve-
ment. fog the sake of clarity, thege two analyseé will be
considered separately inlﬁﬁis chapter'under the headings,

: “Primary Analysis” and «Secpndary Analysis”.
- * -

"

 Primadry Analysis Iy

As stated above, the primary éim was to test the

3

effects of providing opportunities for peer contact in a DE

setting; In the context of this study, the term “peer
contéct" refers to eitﬁer face-to-face or telephone intera61"
tion among students enrolled in fhe same course or beéweeq‘
students -and former students who ha§e already completed the

‘ cou#se. «Peeigéon£§ct”'doés'nog.include interaction with -

. . e o
administrativé staff or course graders. = However, limited .

/ A e Lt
h b{f\)_ ' I *
R ‘\ A .
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. telephone contact w1th the researcher forms one é\mponent of
- hid . q . N

two of the treatment levels. ",

The hypotheses tested In, the first analysis Were‘es -

follows:

L Hypothe31s 1 - 'Fhose students w:?& express a desire to
study with otherg and 'do so and those students “who
] . . , . . * . . \ L
prefer to work on their own, will perform better ‘on '

B

N\ ‘ both objective and subjective medsures of achievemént b

than those, students who express a desire to study Klth
‘. » - - . .
others, but are unable to dd so. - )

. K 0

Hypothesis 2 — Thé more the distance:‘education institu- % :
Py . . t IS

]

“tion suﬁbortS'contact among students (b§y creating
' . Y
opportgnities‘Eor contact), the better students (who L

desire contact) will perform on both Tbjective and’
' ? N ° .

~ - " L3
- subjective measures’of achievement.

e ° : , <4
Hypothesis 3 - Thosewstudents #ho' desire to study with .

& .
others and do so and those ’‘students .who prefer SP work

alone, will complete the course more often than those

r\

8 students who desire to' study with others, but are
s B Qnane to do so. -
. .o §yp?thesis 4 - Those students who desire to study with-
/ N ‘others and do so,.and‘thosevstudetts who prefer‘to work

. . .. .
‘ alone, wikl evaluate the course ﬁﬁﬁ course components. .

more highly than th8¥ students who desire to study
. \ v

ﬂ‘l

- with others, but are unable to do so. . ‘ .

"Hypothesis 5 - The more the DE institution supports .
‘contact among students (by creating opportunities for' - .
N : . e a . '
' 4 ot o LT
R . L " 3' i Y .
’ b Y ' ! A
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contact), the more highly the std?entsxﬁnp desire con-
tact will evaluate' the course and\course components
Hypothe51s 6 - Those students who desire ' to study with )

f: others andzdo so, and those §tudents who préfef o worfﬂ\\,~‘*
alone, are more- likely to state that they would take,
another correspondence couree and are more likely to
state that they would recommend a course td another,
than those students who desire to study with others,
but are unable to do so. ‘
Hypothesis 7 - Thgee students who prefer to work.on

" their ownlgwill differ from those who wish contact on
¢ various demographic measures ef age,veducétion and ex-

I - . -

' [
perience. N

Design
’.
Field Experiment

The study described herein is recognized to be a “r}eld

experiment” as opposed to ablaboratory experiment. Kerlinger = - *

¢
a

(1973) describes a field experiment as a “research study in a , Y

realistic 51tuation in which one or more independent

"

variables are manipulated by the experimenter under as
carefull& controlled conditions as.the situation will permit”(‘
(p. 401) Kerlinger continues by listing what he has

determined to be the strengths and weaknesses 'of a ﬁield

.

experiment. These are presentecd in Table 1.

ﬁitempts to study varifus phenomena within,an’existing
/ . . ca

DE setting create even greater concerns -for experimental

v

&
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N

Strengths’

Weaknesses

1)

2)

-

3)

4)

rd 5)

. problems.

-8

Variables.in a field'

experiment have a stronger
effect than those of labor-
atery experiments - the’

more realistic the research
situation, the stronger the
variables. - ‘

13

The realistic situation of

‘a field experiment

contrlbutes to external
validitys

Field experiments are
appropriate for studying
complex social lnfluences,
processes and changes in
life like settings.

Field experiments are
appropriate for testing
broad hypotheses.

Field.experiments provide

flexibility and applicabil-
ity to a ‘wide vaﬁiety of

’

Field experiments are well
suited to testing of theory
and to the solving
practical problems.

. 2)

»

-1) Field experiments must

operate with less experi-
mental control than ¢
laboratory  experiments.

The independent variables
in a field experiment may
be contaminated by uncon-
trollable environmental

variables; the effects of
the treatments cannot be .

isolated from other effects.

. Source:
,Research.

F. N.
Holt,

Kerlinger,
Montreal:

/

(1973).
Rinehart and Winston,

Foundations of_Behaviorai
401-403.

.
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- control 'than the example of a t;aditronal educational ¢
setting cited by Kerlinger. Distarfce education, by its very

structure, is a system, where minimal control is possible

<

over student behavior. Distance education’students do not

. “com& to class,” so that indicators like attgndance and

1

’ # .
participatién, often considered at the undergraduate and

evén the graduate level, are not available.- - Lack of physical

- A

presence reriders many methods of control impossible or, at
!
the very least, more difficult to administer and less effec-

tive. In many DE settings, including the one, chosen for

this study, interaction between the“student and the program

-

is composed primarily of several assignments for which vary-

\ . .
ing levels of written feedback are given and a final exam for

°

.which no feedback is provided. Telephone cohtact is avail- '
% able,” but minimal if measured on an individual student

basis. These fdépors necessitate reliance on self—report&pg

*

of behaviof in written form, by telephone or if ayailable by

teleconferencing, computer conferencing, etc.

-

;+ There are also tremendous advantages to a. field eiperi; 

. ® \

ment in the context of DE. The realistic situation of a

field study is well suited (as noted by Kerlinger, see Table
< . 1

i ¢

1) to testing of heﬁly proposed thebreticql perspectives and
is ide?l\for tﬁefsolution of practical proplems; The

preseﬁt.stuay seeks to both test a theoretical perspective(_
(%;e.; Keegan, 1966) and provide information relevant to thev

practical problem of program design in DE. . .
3 K ) ‘
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Independent Variable. ‘To study the phenomenon of peer

contacth_efudy groups of two to five-stﬁdents were formed and .

each study group was assigned to one of three treatment

A - 1

. ) levels. The treatment levels represented varying degrees of

' institutional support in creating opportunities for contact

A

The basis for designing and selecting the support elements

[

for each treatment level was a preliminary survey sent to all
students registered in the targeted courses the year prior to
" the present 'study. An additional required criterion in the

design of support levels was that the,treatmentS'be easily

h i

replicable by regular prqgram staff once the study was

b
[Vt S . 3

’ completed. The researcher agreed to this stipulation during

- the initial discussions with the program director. The

4

treatment levels, briefly described in Figure 7, were

3

' : ‘ structured as follows: ) ' =
Treatment Level 1 — Formation Support Level
Students' in this treatment level'were‘prcvided with aid

inlcontacting othet? students working or liwving nearby

1+ who had expressed a similar interest in studying with
other students. : . ' )

Treatment Level 2 — Ongoing Support Level

Students in.this treatment level were provided with the
\ ' . same suppott as offered to those in treatment leveljone.:
In addition, students in treatment level tW%o were sent
dan interactive video study unit entitled “Learning at a
Distance: Approaches to Studying” and an audio caséette_

\
«
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Figure 7. . i - : .o ) '

Overview of Treatment Levels. C

. i ' Treatment Level 1 . Formation Support Level # -
' . - Aid in making study group contacts =%

¥

Treatment Level 2 -Ongéingfﬁupport Level
S ' - Aid in making sggidy group contacts
- Teaching'units on study- strategies
" and-“exam strategies -
-, Provision of,K Wednesday evening
toll-free connection'

. . - A

Treatment _Level '3 Former Students Support Lével

Lo ~ - Aid 'in making’ study group contacts
o 'Teaching units on study:strategies’
and exam strategies .

" o . ‘ -{P:ovision of Wednesday evening-
‘ ‘ toll-free connection . c
@ ' . - Contact with former student as a ° .
' N s ! LCP. ("local contact person”) ’
.t . 1 .0 "
- ‘ Treatment Level 4 Quasi Control Group - ' .

Composed of students -who desired
. ) . study partners, but no study links
5 . . . were possible

&
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“

- . . v ’ ‘.
unit entitled “Exam Strategies: How to Successfully '

' Study for Exams and Pass Them.” «The units were struc-

-
2

\-égeciffb content questioﬁs, or simply providing‘ ,

*

tured to be viewed‘in a group, faciliﬁgtiqg discussion
about many of the“aspects of continuing education in
gene;al, and correspondence education in particular,
which adult leafneré may fiAd difficult. ,The researcher
was available by toll-free line eg?h Wednesday evening
.from 7:00 p.m. until.11:00 p.m. EST for any students in
treatment leQelf two and three who wispgd to discuss
problems with study‘grsdp d;ganlzation and function or
proble@s o;gagizing their o@n ;tudiesn‘ Each sFudeht in
treétment leyels two and three was sent information
about theftoll-freelgvening.time'and iFs purpose. 3.
Treatment f;égl 3 - CoJESe Graduate Support Level
Students in treatment level three were provided with the
same level of support as treatment level two agd, in

"addition, a former student Qho had élréa@y suqcessfully
¢campleted the targeted courseg and who worked or lived

. nearby was avallable to:each sﬁﬁdy'group for the -

0 )

purposes of brovidiﬂg general inforhation, answering
' ¥ S ﬁ ,

v ¥,

motivation.
ansi;Céntrol'Grogp T

This group Qés comboseq of students hho expressed a
degire to étudy with other students, but, for whom
contacts could not be made bec;uge of the lack of other

students taking the same course and residing within a

L}
L4

reasonable distancé.

’ N

'

?

N\~



"

‘The researcher also followed those. stud

.pre!Erred to work on their own. This gfoup was followed out, ",
Lot ' »
of a desire to understand any. differenges which may exist

betwden students desiring contact and/those

A .
work alone.,

2

quenden%'variables. Meashre’

Achievement Measures

calculated for:each stude

assignments submitted.

i

/

L]
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:7ts who stated they

’

o

« ,?.7.
who preferred to

.

employed were as follows:

‘Meari of assignment scores -/A mean percentage Score was
. . » .
based on. the—total number of

issing assignments weére not

. considered in the caicuYations; therefore, students

described as nonstater

who did'not submit any

assignments were not /included in subsequent. analyses

[

employing this measyre.

Final exam scores
student.

Final academic

Nonstarter, Incomplete, Failure, Pass,

A percentage score

tandihg - The possible

latter three/levels are based on final

' as follows:

. t
Honors, 80% or above.

Questio naire Item 29 - This was a measure of self-per-
ceptioA/of learni

Failure, below 49%; Rass,

'recorded for each

-

outcomes were'
ard Honors. The
percentage marks

50% - 80%;

t

g achievement structured as a semantic

diffgrential sca1§\¢5ee Appendix &).

Att/itude Measures :

S

" Questionnaire Items 46-61 - Structutred as semantic

differential scales, some items-askéd students to
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s 2 on o
evaluate how much various course components aided their

y -

léarning. ‘Other items asked studénts to evaluate how

much various course components needed to be improved

¢ - hd

: (See Abpendix A). )
L S :
. : ‘ ‘ ‘ v

No reliability estimates were performsp on the measurement of

assignment scores, nor were they performéd on the measurement

hd "

of final exam'scores. This was the case because individual

items are needed for such calculations and these were not
* -~
availablgx Also, it would have- been without meaning to the

particular DE* system sampled for this study to have created '

measures other than those in use.

» Sample. ™

. .
° ¢

"External Validity v

It appears that for the case of bE, matching sampléé on

the basis of demographics to determihe generalizability is.. ° -
. . . . »
inexact at best. Coldeway (1986) reports that a review of

3

institutional statistics from a large sample of the DE

E)

colleges and universities in Canada st}engthens the position
that the student population oﬁ%@% institutions iq extremely
varieq'and more heterogeneous than conveqtional gollege and
university student popq}ations.

. Distance education opﬁgrtunities at the post-secondary
level generaliy attract a cligntele somewhat oider than
o conventional undergraduate students and generally those who .

are emplbyed fulltime and not in the position to be fulltime



Distance Education 93

'students. With respect to-the representation of the sexes, -

[}

there are very strong national differences: in .Sweden, the

United States and Canada, the majority are women, while in
. >

all other countries, women are under-represented (Schutze,

1986). As specific examples, the 1984-85 statistics of Ath-

abasca University in Alberta,.thada, show an ennpllment of
't . » .

8,600 students, 70% of whom were between the ages of 25'and

\ 44, and 60% of the total enrollment were female - .

’

~

~ (McInnis-Rankin & Brindley, 1986). The 1984-85 statistics
from four European distaﬁEe\eduoation universities show a.

esimilar‘pattern (See Table 2). e

The Personal Education Program of ‘the Institute of
Canadian Bankers, the experimental setting chosen fpr the b
present study, cites 1984-85 enrxollment figures of l0,000.
The average age oited was 30.8 years and females represented

65% of the surveyed respondents (Raynor, 1985), KR

s

. . A far more appropriate method of esﬁablisgzng external
validity seems to be consistency With other distance educa-

- .
- .

tion program structures and administrations rather than demo—
%

graphic similarities. Keegan .(1986) has proposed a typology
. of- five major t%iesnof distance education institutions - (See
Fiéure 8)..The remainder of this section provides a*compari—
son of the experi@ental setting employed in this study to
——— s Keegan's typology First, the experimental setting is .
| ‘briefly disCussed and then the characteristics of the appro— -
priate category are described.

[

" . Experimental setting. The Ingtitute of Canadian Bankers
)

¢
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Table 2

. Characteristics of degree- seekind. students at four European

distance educatioQ universities in 1984 (or nearest year)

Open

not employed 19.8

Open Distance
) University UNED University University’
Category U.K. Spain Germany - Netherlands
. M \ )

Number
of degree ) , ~
students? 67,800 47,000 13, 200 -21,700
— R e a
Age* i ‘ :
under 25 ° . 4.6~ 22 16 18.7
25-29 .. 17.9 29 457 QZS.I:
131-39 " 45.3 37 24° 36
aver .40/ 32.2 127 15° "20.2
Sex* . b .
male 54.8 62% 76, 66
female 45.2 38! . 24 34
civil Status* .
single : e 25.7{ 48 4.6 - 33.1
 married 72.0 495 - 51 61.7*

‘ Emplqymént Status*

- enployed . - 80.2° 71 87 68 -

28. 118 32

1
Iy

*in per .céent

-

1) figures do not add up te 100 per cent: due ta incomplete
data:; 2) numbers rounded; 3)

includtnq living with a partner;

5)

includes divorced/widowed; 4)
3% divorced or

separatedg 6) 5.1 per cent of total described as housewives

with. partt‘$e work up to 20 hours per week;

(32-38) 5 9)%Tover 39).

Schiitze, "H. G. (198é;‘

Adults in higher education:

7)

(25-31); 8).

Lowering the barriers by teaching and learning at a

distance. _In Enckevort,
Distance higher education and the adult learner,

Harry, Morin,

The Netherlands: Open Universiteit.

Schiit ze,

(Eds.)
p. 29.
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~

works in cooperation’with 49 Canadian universities to offer
academic programs to banking personnel thréughbut Canada. In
' addition, the Institute fedogﬁizes that there are personnel

who live too far from any of the designated uniGérsity

-

centres (a large number of students élso reside outside of
37 Canada) or,who prefer to study at home ‘for a variety of rea-

’ \. sons. "For these students, the Institute, again in coopera-

’ g .

aeVeloped a correspondence. program, the Personal Education
s w

tion with .various Canadian universiFy staff and faculty, have
LI Program (henceforth PEP). PEP (Canadian students;only) was

§ .

chosen as the experimental setting for tHe present study.

Nine courses are offered by PEP through correspondence,

as follows: ' _ . o«
: =~ T )

Module I
! Communication
Business Administration ‘
. ?uqdamentals of Acco?nting | ’/é
- Module II ’ : ' ‘
o Organizational Behavior
o ’ ’ _ EéonomiQ§l - -
Marketing
Business Finance . .
Bgslness Strategy.‘
\ i A

Mpdule IIT

International Bankirig and Finance . R
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*Course notes, assjgnments and exams are written by course’

teams composed of staff from the Institute s Research ahd ’

Development Depan;ment and university professors who teach
v

.similar courses at their university of employment.' Materials

for each codurse are a textbook and course notes and .there is
- - - 1} . P A v - .

. . . . & . .
limited use of audio cassettes.in a few courses. Students

are-required to submit two 3% more assignments-and sit for a

»

final exam for each course. All course materials are sent to

1Y

. the 'student at the beginning of the course session., Students

can choose to take courses in one of three sessiors each year
L . . ' 'y
(i.e.,.OctobEr to March, October to June ror’ January to June) .

It is strongly recommended thatbstudents také only one course

o

at a.time and, -in fact, most students follow this,edvise.

> ?

Univer51ty professors (from Schools of Business), who

may also have been involved in the writing of the course, are
W \

coritractéd to mark assignments and exams. Some of 'these in- |

3 dividual professors subcontract tosgraduaté,students or jun-

ior faculty ‘who actually mark the assignments. Quality and
amount of written feedback to students varies among markers.
A toll-free number is avajlable_ to\students and is answered .
by staff at PEP administrative offices’ from 1:00 ‘p:m., until'
5:00 pP. m. EST If students wish to contact their course

marker, they may do S0 indirectly by asking a- PEP staff mem-

?

. ber to forward a message to the marker indicating they would

° ° v

like to be contacted T ' -

< I N \

Keegan s Typology. PEP most closely resembles the fizst

"type of distance teaching institution described by'Keegan -

o . »

L)

v
-

4

i

-~
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Public and Private Correspondence Schools and Colleges (See?

Figure 8).' It is. the Type I institution to which‘;esults

"from the present study .are intended to be generalized.

+ -

Keegan characterizés Type I as an autonomous_ institution,
, »

~ . . * . , .

meaning 1t has control of, R authority over, staffing, fi-
- : a

néﬁéé; development 3f materials and student services. An

extension service within a larger university context would

not be.cbnsidered'autonomous nor would a trainihg department

within a public'or private company. Keegan states that this

model irs ‘used widely throughdht the world both by government

a4

sponsored and by proprletary institutlons He further
4

(/tes that examples are to be found partlcul ¥ amongst

both publicly sponsored and prlvately supported colleges at

‘technical, votational and further educatlon levels. Of the +°

wideagange of subjects offered at these institutions, Keegan

&

. lists the twenty most common ones. The list includes Ac-

counting, Business, Banking, and Management, all of particu-

‘lar interest here. . )

-

Of even greater importagce to this discussion is
'Keegan's.déscription of the instructional structure of the .
Type I model. & ;helcorrespondeﬁce glement is ceptral to this

‘ s e
model. The structure is as follows: The correspondence

(. - : . .
. schpols and colleges develop or purchase learning materials-

and send’ them by'mail to the sgudent. The student studies

the materials and mails assignments back .to the 1nstitutlon
. which marks and comments on them and mails them back to the
student. The student reads through the comments, completes

L)
N [% y . . . s

L%

s
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-

the next assignmen% and the process ié repeated. Print tends a‘
to be;thé'instruétional medium with some use of aédio

céssette§. Some well known examples ;f-phis type are the
National Exténsion College, Cambridge, U.K.; Leidse - .
Onderweijsinstellingen, Leiden, Germany; NeQ South Wales

College 'of Extérnal Sﬁudiés, Sydﬁgy, Australia, and many

more. Hope (193%%) list§ 39 privatefcorre§pondehce schools,

in Canada alone, ‘i;ensed by provincial governments to

provide DE services. ) c

Internal Validity
Seleétfon of éhe‘gample. Students in the treatment -
éample were -self-selécted; all students in the sample
. responded to -a ‘form ask}ng Ehem to state théir study
)preferepces. All of the students in the saéple.(N = 138)
were enrolled in the Module I. courses during the sessign og
Octob;;, 1986 to April, 1987. Modylp“l courses were targeted
in an effort to be consistent with the aiscussioh in the '
proféssional literature régarding the seemingliy greater
' support needs 6f students just beginning courses and without 3
’eﬁperience In’the,éorréspondence médé of educaéion\(Danief & /
Marquis, 1979; W;llen, 1981; Lewis,xl984). Selection of the
- particular session was maée because it had consistent{y
. recorded the,highest_eprofiment numbers in previous years.
R ' The.trgatmeht sample was compared with a larger student
sampi;lobtafbed‘through a qqestionnaffe‘administered to all
§tdd§nfg enroiled in Module I courses duriﬁg the targeted‘

u i
session. The return rate of the questionnaire was 77% (425

v A . - "

- v
-
.
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out of 553). The two samples were compared on the following

s

demographic variables: age, education, reasons for enrolling

’

in PEP courses, previous experience with PEP courses, ,
previous experience with correspondence education in general; k
and number of ICB courses successfully completed at a
traditional university. The frequency distribution of these
demographic questionnaire items is shown in Table 3.

Clearly, the treatment sample seems to be a valid sub"t of
the students enrolled in the first three courses during the
session Octocber, 1986 to April, 1987. .

o Assignment to treatment levels. . Study groups were
established among those students who expres;e; a desire to‘

study with others. The descriotion of how this was

accomplished appears in the Procedures section of this

\ chapter. Table 4 shows the number of groups established and

tbe number of individuals represented in the groups.

Assignment of study groups to treatment levels was not ."
completely random given the necessity for considering only
factors such as proximity and availability of former students‘

who were willing to serve as local contact persons'(a compo-

L

nent of treatment level three{. . The process by which assign-
’ . 3

ment was accomplished is described in the Procedures section
of this chapter. Table 5 shows the numbers of students in

each treatment level. . ‘ vy

°

‘Because of the difficulties of monitoring student

”‘4

behavior, as previously discussed,’ an additional attempt was .

‘made to include in the analysis of treatment levels only - - S

s
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Table 3 -

Percentage of Response on Demographic bgestionnaire Items

Treatment Sample (TS) , (N=123) and Larger Sample (LS) (N=427)
) . g

-

< Question 1 — What is your age?

Category Treatment Sample’ ’ Larger Sample

20-25 Lo 28% 26% ' e
26-30 : 23% ' 24%

31-35 - : .18% 21%

36-40 T 15% 1.6%

41-45 - 11%. S . 9%

46-50 : 6% . (3%

- 50+ : 8% . 1%

Question 2 — What is the total number of years
of schooling you have completed?

08 ! y 0% 0%

09 .8% - i .5%
10 .8% 2%
11 - , c 1% 5%
12 . 49% . 50%
13 ‘ 22% 20%
14 Pt 14% 16%
15+ ‘ . . 6% - 6%

_ Question 5 - "Exppep" (Experience with PEP courses)

O

First clas§ T 63% ' - 64%

Completed Other : . .
Course(s) through PEP ° 37% ‘ : 36%

+ - v ?
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&

through PEP?

Treatment Sample

4

Question 6 - Why are you taking COrrespbndence‘courses
(More than one response was permitted) , -

Larger Sample

Category
Fu:gher_My Education 59% 60%

: : S
For Interest Only 11% 1;§

_ | RN ,
Recommended by Supervisor . 9% 7% N

] ) \\\\
Help Gain. Promotion . 33% 32% AN
. N

More Convenient 47% 46% S
Information Is Relevant
to Job - 47% 49%
other 12% 11%

Question 8 - Have you ever enrolled in other correspondence
courses offered by colleges, universities or organizations-
other than PEP? ~

s WO

Yes
No

’

17%
-83%

16% _
84% / "

i

Question 9 - How many ICB' (Institute of Canadiarnr Bankers)
credit courses have you successfully completed at a

- university?
68% 2%
15% 15%
0 12% 9%
3% 3%
1% ‘1%
i 0% \\\.5%"
0%

5%
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Table 4 | ‘ o
Number of Study Groups Established
] .o
T Number of Number of )
Course s o Groups Indivi\duals.
Accouriting o 11 ; 25 "
o Tt o R . - e
Business _ "
Admi‘gistration ‘ - 19 ' 51 .
) + ' !
Communication ‘ 20 - 62 - -
B TOTALS . 50 . 138 - )
\ ‘ -—
. ' \ | .
] . '
: N
— : (‘ .
’A
»
r \ ) 9 ’ )
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Table 5 ‘ . //AJ
Number of Students Within Each Treatment Level ¥

‘ N\

\

By Course ‘Pooled Sample

- ' o (Individuals) (Individuals)
_Tréatment Level 1 _ Accounting - 11
Buginess .
Administration: 18
; Communication 22
Treatment Level 2 . Acceunting 10
“Business : -
Adminis®ration . 21.
. Communication 18
-Treatment Level 3 Accounting 4
Business
Administration 12
Communication 22
Treatment Level 4 Accounting 9 //{ . .
\ _Business . - .
‘Administration 16/ «- 55
) Communication '

7 . M e
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those students who. actually did have contact with peers or e

former students according to the treatment specifications.

In order to accomplish this, each student's responses to
questionnaire items 41-44 (See Appendix A) were analyzed and
those who seemed not to have followed th;ough were eliminated ‘
from all'of the treatment sample analyses.

QuasiLControl Group. , It is reéognized that‘the group

designated as the control group in-this study cannot be con-

~

sidered a valid control group because assignment was not ran-

dom and because.a/disproportionate number of students in this
group were from rural areas. As previously discussed, stu- -t
dents who expressed a desire to meet with others-but for whom

contact linkg were impossible because of distance composed

«' " .
the quasi-control group. All students who fell in this cate-

gory were notified of -the impossibility of a contact link.

Even with these limitations, the quési-coptrol group served

as. an interésting basis for comparison. e

4
-

Materials

Instruments '

Preliminary survey. A pfeliminary survey was developed
to determine the feasibility of, the researfh topic. Survey .
. items which qgncerned institutional support for contact
Opportunitieét;ere basqd on program elements described in the |
professional literatu;e. Tﬁe survey. was developed through a -
prdcess of revisions based on feedback‘frpm the Director of -

PEP and 20 telephone interviews conducted with 'students

° £
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randomly selected from those residing in Canada,(Seeﬂééééndix
B). )

Study group journqls. One pe:soqjin each group was
asked to keep a:simple journal of study group meetiﬁgs A
booklet for this purpose wa7 developed. One’ page was made 3
available for each meeting. Each page 1Kcluded the following
headings to aid in structuring comments:’ Date?, What did you ..
do at the meeting?, How helpful was the meeting?, Did you
encounter .any problems of any sort inﬁihis meeting? and Who
was in attendance? (See Append}x D).‘

‘

" Local contact person information logs. Each local

a

- contact person was asked to,keep a log of d%%tacts with

members of his/her assigned study group. A form for this ]
pgfﬁose'was developed to collect info?@gtipn about who
initiated the contact,’ﬂhat sort of -requests local contact
persons receivea and how helpful the local contact person
thought they had been.

Final questionnaire. A questionnaire was designed and

‘mailed to all 553 studénts enrolled in the first three ;///,

courses (Sée Appendix A). The questionngire employed“a

variety of question formats including questions for which

¢ Ed
%

responses were necessarily of a3 dichotomous nature, semantic
differential sgales and two questions which provided the
opportunity forcopen comment. The que;tionnaire was further
develéped through an -adapted two-step process of formative
evaluation (Dick & Carey, 1985). The first step involved -

expert opinion and revision at three different points in time
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0

ki.e., tne last pair of exéerts to review the questionnaire
received s questionnaire_elready revised twice based on com-’
T;nents and discussions with previous experts). Those who com-
prised the expert pané% included ﬁhree'professops from the
Educational Technoiogy Program at Concordia University and .
"the Fhree administrative staff memﬁeys of PEP. The second
step included the distribution of the questionnaire Eo three
PEP students who were part of the larger experimental sample.
They were allotted one %ey to complete the questionnaire and
note any comments about confusions and/or problems they en- (
countered ;n completing the questionna;re. The researcher

.

then met with each student ‘individually and compileo notes
based on their comments .and their responses to the qﬁestion—
naire items. Revisions were made accordingly.

Audio-Visual Units . .

Two units addressing study strategies- were produced as

part of treatment levels two and three. The first, a video

P
]

unlt, entltled “Learning ‘at a Distance: Approaclies to
Studying,” addressed the‘fdllowing topics: Study Self-
Assessment, Choosing_a Study Place, Scheduling Study Times,

" The Problems of Concentrating While Studying, Effective
Texobook Reading and Remenbering What you Read; The content
of ;he unit was based both'on'previous experience and work of
the researcher in the area of study qtrategies,.and
information available in the literature (Morgan, Taylor &

" Gibbs, 1982; Forsythe, 1982; Marton & Swensson, 1982; Singer,

1982; Howard, 1985; Holmberg, 1986). The unit was designed
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spécifically to address PEP students enrolled in any of the

Module I courses. The unit included a video cassette and

printed materials in the form of a booklet with text and
exercises which students oould follow as-they viewed the
video. Comments and suggestions offered by students in
evaluating this unit weté.taken into consideration in
designigg and producing the éecond unit, entitled:: “Exam
Strétegies: How/to Successfully Study for Exams.ahd Pass

Them.” This'unit included an audio cassette and a printed

\

booklet cdnEaining notes to be followed as the audio cassette

progressed Evaluation of this unit was also prov1ded for by

»thé inclusion of an evaluation form.

.

X

Procedure o

Preliminary Information Gathering .

Discussions were heid with the dire¢tor of PEP over a

"ﬁeriod of two months in an effort to gain approval for the

. research topic and, thus, a commitment to both the financ1a1 \

support and staff support necessary to cdnduct the study
During the discussions, a decision was made to conduct a pre-

liminary survey ‘in order to determine the feasibility of the

. study: ,The specific purposes of the survey were to gain éomg

idea of student interest in study groups, previous egperieﬁce
with study group arrangements, evaluation of previous experi-

ence with study groups, student interest in contact with for-

mer students who had already completed the course, and the

types of -assistance from PEP which might be hélpful in the a»

»
‘.
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formation and function of study groups (See Appendix B). k

The researcher selected all those students residing in
Canada who eppeared to live near to at least ‘one other stu-
dent enrolled ln the same Module I course during the October

ko T

1985 to_garil 1986 session '(the year prior to this study).

5’;‘3\# -

A prox1m§t€iy 300 questionnaires were malled, approximately
200 were returned. Tabulated resu@ts 1nd1cated a study. of
the issue of contact ramong peers and between students and
former stude;ts seemed feasdble. Survey respondents were very
positive towatds'more program assistance in developing con-
.tact opportunities. PEP had already begun to provide .some
support by malllng a course list to eaanstudent The lists’
ordered registered students by province and course and:in—
,

cluded work phone numbers.‘ Information from 20 telephone
interviews, which took place during the deveiopment of the
‘surye&, indicated these‘liétsgwere often not used because
students could not tell by’the phone numbers uho lived/worked
close enough to them and they were hesitant to call someone ,
who they were not sure wanted to get together. There Wwas
also some anxiety eﬁpressed about phoning people et-work.

It was also necessary to gain 5 preliminary, if .
informal, assessment of the interest in the idea of formet
students as local contact persons. A‘letter and response
form.was mailed to 800 former students who had successfully .
completed the first three courses within the last two years.

” ’ - ‘
A significant number or these forms were returned, indicatfing

interest in perhaps'being a local contact person .- This was



question during the ‘month of August, 1986. The researcher's -

- This was gonsiderably-later (by:one month or more)'than had
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considered a very strong response to a request for what was

-~

essentially volunteer time. \\ . _ T

Obtaining the Treatment‘Samble ~' . .

Included with the course materials-packet for the

3

targeted'session was a form requesting students to state
R N o~
their interest.in studying with other students. The

possible responses were: ,

-

- I am interested in meeting with other students . t
"

during this eourse. ) . y

I already have made plans to meet with the following

students who are also taking the course: . .

I.am not interested in meeting with ‘other students,\

I prefer to study on my own. s
(A sample of the form appears incAppendix,C). Students
were asked to return the form by September 15, 1986. This

PR

date was decided upon in inmitial discussions with the Direc—

.tor during the spring of 1986 and was based on the anticipa- .

tion that' course materials would'pe mailed.-te¢ the students in

intention, consistent witn suggestions from the professional
literature and personal experience with distance delinerf
systems, was to establish any study contacts with other stu-
dents as close to the beginning of the course as pgssible. -

| Colrse material packets were actually mailed to Canadian

students between September 4, i986.and September: 29, 1986.

9, -

~

been discussed the previous spring at the time the form was

-

‘e
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B

design’ed Allowing one to two weeks for delivery, & A
s:.gnificant number of students received course/materials, and

thus the form, after the offi,cial beginning of the course and

o < .

assuredly after Septembelj 15, the ‘return date for the fOrm.
Through telephone contacts with PEP staff members,'a number
of students expresse_d an interest in working with others but _ _‘
indicated they 'had not r'eturgxed the. form becaufe the'y th‘ought'

- . B . - ~ / . - )
it too late. At this point a decision was made‘yby the

)

' Director of PEP, ‘the Super\}isor of mail services and the

researcher to mail a second form to all students concerned

~

The second mailing fnas completed by October 12, 1986. A
s:.gnificant numberjof forms were received by the researcher

through the first week of November, 1986.° <or

- . . &
. .

Est ablishing Study Groups : 4 . .

2 . N I '
As forms were,received, students expressing a desire to,
study with others were'organimadw by ggc;raphical proximity-.
. This was accomplished by organizing students accordi'ng to the

‘ g.lowing priorities :

a

l) ‘Enrolled in thle s’ame course, same session; "~

e - .. -

C2) Working in the same bank, branch-
3) Working in banks in oclose proximity t.o .“one

another ; and, Lo

. - .
o \ . . ~

-

4y Home residences in Close pr\oximity. . R

1

‘As reflected by the 1ist above, students were, of course,

first organized by course. The second priority was to 'group

. T ot . . .
" ﬁ . ) . * 5 ' (3
L] ) -
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students working in the same branch, if possible. This
grouping~allowed-students to meet at lunch time or before or
after work if they so wished. Working shifts (a.m. or p.m.)

) ‘) also had to be taken into account. . If same-branch grouping

was not possfble, working places in close proximity were

s

sought for the same” reason. .Finally,'if'work-place'matching
. . - . g 1,

- was impogsible, close proximity of home addresses was
considered. Of course, students who had already fo*med
groups on thelr own remained in those ‘groups Groups were
conposed of between two and five members.

The researcher contacted. one pgrson in each group by )
telephone. That person w3s asked to contact the other
potential members and organize the first meetlng The sSame

. - .+

&‘ person was asked if he/she would serve as the researcher s
Vlink person for the group, a role which would invelve keeping

~ a brief: journal and perhaps recelving and distributing
S .

o information to other members of the grdup All persons v
approached except, .one agreed to serve as a ‘link person for

' thelir grdhp; the person who declined suggested another

1 . °
person. The 1link pefson was asked to telephone the researcher'

when he ‘or she had successfully'contacted the other potential
- group membfers. The researcher began telephoning to establrsh
b
( broups and link persons on Octgber 20, 1986, even though
approximately 50% of the forms indicating interest were yet

to be received due to the late malling and subsequent second

T

mailing. A decision to-begin the process of telephbning was

3

[ 4

} , , ' , :
| ‘//ﬁade with the . understanding that some students might be part

i R . . ° P ;

? A Y B . 2

-
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of an active study group two‘br three weeks earlier tnan

other students. The general effects of the late start, the

fact that some groups had established themselves without aid

and the relatively long duration of the .study were factors

which weighed in favor of this adeision. ' ‘ ’
* Groups were finalized by November 12, 1986 following a

sécond contact Qitﬁ the link person of each group. During

this second contact, the researcher ttied to establish

©

‘whether & first meeting time had been set and whether plans y
had been made toncerning future 'meetings. Some groups had
already.decided upon a schedule, regular or not; one or two

groups had decided to conduoé at least some of their meetings

with each othpt by telephone. ‘Study group journals were

mailed. to the link‘person in each group; The diary attempted

. ,
to follow study group activity informally.

Establishing Local Contact Person Links - ' .
Once geographical location of study Qroubs was estab-
lished, the researcher wentqback to forns returned the
previous Spring to determine the possible matchding of study
g;oups with former students serving as local contact persons
}a component of trfeatment level three). The researcher then.
b -t

telephoned the interested former students to ascertain

~ ¢ . e
continuing interest. If there was still interest in this ac-

tivity, the researcher provided the names and telephone num-

L

'beré of students in the designated study group. The
researcher also used this opportunity to discuss the

possibie role of a local contact person (hereafter, LCP) and

@
-
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4

some of the‘aspeots of the project. A request was made to‘
keep a brief loa of interactions' with members, of the study
group,” and information was provided concerning the Wednesday
evening‘toll-free line which provided acdirect connection
with the researcher. The LCPs were requested to contact the
researcher when they had made cohtact with eacH member of the

—_— .
group. The researcher waited a period of one week and if she

. had not received confirmation, called the iCP % Each person
agreeing to serve as a LCP was sent a letter of appreC1ation
which restated the information given over the telephone and
which also included suggestions regarding how they might
interact with students in their role as LCP. .The information
1dg which each LCP was requested to keep was mailed with
these materials. To further assurercontact,_each Student in
treatment level three received a letter describing the’ | |
possible role of the LCP and the name and telephone of the

\

LCP assigned to their group.

L4 ° by

. Assignment to Treatment Levels
Assignment to treatment level three was made first
because of the limited number of study group and LCP links
‘possible givan the limitations of availability and location.
Therefore, assignment to treatment level three cannot be
considered random. All treatment level assignments also were
obliged to consider that two groups within the same bank
branch could not be assigned to two different treatment
levels. Within these parameters, the remaining groups were

L8
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randomly assigned to treatment levels one and, two. It is

- Administration of the Questionnaire

3

fecoénizes*tha; while assignment of groups to treatment
levels one and two was random, individuals were not assigned
to groups io a random manner, but Eather‘according to the
. prioritization discussed under‘the section entitled _
‘“Establishing” Study Groups.” All treatment levei assignments

L

were made by yovember.17, 1987.

- " v
s

( =T,heaaudio—visual units,wese sent to the liok person in
%ach group'composihg.Ereatmentllevels tﬁo and three. The
units were accompanied by a letter which'encoureged group
Qiewing and discussion. Evaluatlon forms were included with
both uriits and a postage paid envelope was provided The

. interactive wvideo upit, entitled “Learning at a Distance -
Approaches to'3tudying” was,mailed during the first part ‘of
the session. - The audio unit equtIed, “Exeé Str%;egiesf How
to Successfolly Study for Exams and Pass Them” was mailed the’
beginning of February in anticipation of final exams the end
of March. . , ‘ |

The questionnaire was mailed to all 553 students. ) .
enrolled in the fikrst three courses (See Appendix A). The "

purposes of' the questionnairé‘were as followg:

& .
A ‘e .

. i
4 L]

t

- To collect demographic information; . ) o

- To ascertain previous experience with ICB courses

offered at a university; °, ‘ B .

+

-
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e - -

« To ésqertain previous experienqe with correspondence
education in general;

- To gPin some. idea of the ffequency ;f late mailings
anﬁ mistakes in course materials;

- To gain some idea of the frequency of use of the
QQll;free line to contact PEP stiff and qoufse”
tutors; |

-_ﬂb det;rmine if thgfe had been contact between

. students and/or former studehts during the session
and some idea of the frequency of the contacf.
(This was considered an importanﬁ follow up to less

‘formal and less individual attempts to follow study

\group activity. It ;lso was important té have this
infordaéion'ébout sﬁﬁdents not éssigned to treaﬁment
levels in order to facilitate a broader look at the
..entire student sample from which the treatment

sample were volunteers.);

- To gathef evaluative information on the coursgé
,compogents and delivery system; and, '

- To evaluate the course‘fhrough self-perception of

N

learning achievement. ‘ ,

<

Each quégtionnaire was numbered so as'to allow the researcher
the ability to follow up when queétibnnaires were not .
‘returned. -Students were advised that the'informapion they *
pfcvided woald be treéted as confidential .and would, under no. -

circumstances, be disclosed with their names. The qdestion;

naire was railed to all students with adequate time provided

B
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to complete and. return it before the week of final exams. A

week after the mailing a: reminder was sent to everyone
requesting that they complete and return the questionnaire if
they had not already donelso. Two weeks after the first

mailing, a second questionnaire was mailed to all students

who had not yet returned one,

- . ¢

Collection of Informal MgaéureS'

Following the final exam week, a letter was sent to all

study group link persons asking that they return the journalé

- with their comments in the postage paid envelope providéd.

The same was done to collect -LCP logs.
A\ o
Secondary Analysis )
A second analysis, guided.-by Tinto‘s ¢1975) Model of
Persistence and Withdrawél in Higher Education, was based on
the larger student sample (i.e., questionnaire respondents).
Students included in the treatment sample in the primary
analysis were also included in this analysis if they returned -
“

»

a questionnaire. This analysis posed the following ques-
tions: ‘ |
S ‘1) Which variables are the most effective in
discriminating betweeri students who successfully '
cémplete courses and those who do not?
2) Which variables are the most effective in
discriminatjing between'groups based on a measure of

self-perception of learning achievement?

TN
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The development of the qﬁestionnéifé has already been
describéd in the Material§ section of this éhapter. Like-
wisé, the adminis%ration of the questionnaire has béen
described in thell Procedures section of this chapter. The

remaining topic/ to be discussed separately from the primary
~& . v

analysis, is the issue of independent and dépendent variables

(or, in this case, the predictor variables and grouping vari-

ables) . ' .
Grouping Variables,

Question 1 — Completion —

Final academic standing was used to create the grouping
variablé for the first question in the analysis. The
grouping Gariable Had two levéls (L.e., course completion and
non-compietion). Students whose final academic standing was
recorded as either discontinued or failure were considered to
have not completedvthe course. XOniy fifteen students (out of
553) failed one of the ;argeted{bpurses, an inadequate number
to permit a third level of the grguping variable. Thus,
while it was recogniéed'that students who fail may differ in
some ways from those who discontinue their'studiqs, they were
grouped together so as not to lose the informatisﬁ
contributed by these cases.

Students included in the second levei of the grouping
variable (i.e., course comﬁletion) were those whose“fina%:
jacademic status was recorded as pass or honors. All students

rin this grouping spccessfully completed the course with a
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final mark of 50% or higher. R
o /
Question 2 - Self—perceptioﬁ of Learning Achievement

The levels of Questionnaire item 29 were uséd to create
the levels of the group;ng variable for the second question
of this analysis. Questionnaire item 29 is structured as’ a
‘éemantic differential.écale, “How much do you feel yéu have
learned from the correspohdence course, you are taging?” Too
few cases fell into the iowest level of this grouping and, as
with the first part of ﬁhe analysis, it was decided to com- .
bine‘the twé lowest levels of this variable rather than lose

.

the—information. The resulting grouping variable had a rangé

of “2” tc “5”: ™27 indicated the group of students who falt
they had only learned a little and “5” indicated the group of

students who felt they had learned a lot.
- tot -

1 s .
., Predictor Variables

+

The predictor variablgs embloyed were choesen following
the mafor componeﬁts of Tintd}s Modél 5f Persistence and
Withdrawal in ﬁigher Education: student background charac-
teristics; academic integration; social integration; and, the
intervening variable of institutional commitment. Question-
naire items were arranged in-;ets according Fo the components

<@

of Tinto's model as follows:

-«

Student background characteristics

- Age ‘(Questionnaire item 1)
H f
-'Previous educational level (Questionnaire item 2)
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' . ! N "

- Reasons for taking the course (Questionnaire item 6)

- Previous PEP courses taken (created variable
“Exppep” from questionnairé item 5)
;‘Previous ICB courses taken at universities
" ' (Questionnaire item 9) ’
- 1 - Previous experience with corrésﬁbndence cburées
(Questionnaire item 8). ’ | ' o
Academic Intéération
.- Mean.of assignment scores’
- Attltudes toward effectiveness of courée components
(Questionnaire items 27 and 28, specific fesponses}
'—‘Self-perceptiop of learning achievemgmt )
(Questionnaire item 29) ’
Social Inteqratién
4, Contact with PEP staff or course tutors: - s : . ®
(Questionnaire item 36)
. = Contact with peers or former sﬁudents (created vari-
able “Contact” from questioﬁnaire.i;ems o
22,23,24,25) ‘
- - Attitudes toward effectiveness of course components
(Questionnglre items 27 and éa, specific responses)
- Institutional Commitment
- Willingness to take:another PEP course
- ' L (Questionnaire item 30)
v - Willingness:to récomménd PEP to another persén

(Questionnaire item 31) -

‘ﬁ
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et ‘ ' Data Analysis N

v

Thé'primary analysig followed the sequence of hypotheses
, proposed in the first section of this Enaéteg. Statistical
. procédﬁrgs er_x;ployed wergf Multivariate Analysi's of Variance,
Discriminant Func;idhs Analysis and certain nonparametric

tests. The secondary analysis employed only‘Diécriminaﬁt

t
e : Functions Analysis. ' . *
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RESULTS

In this section, the results of the statistical analyses
of data collected to achieve the purpose of the study are
presented. Aésumptions related to the statistics empléyed
are discussed first. The remainder of the‘chapter~fbllows
the structure set fo?th in the Methods chapter for the .
primary and secondary analyses. The primary analysis -
investigated the possible effects of “begr contact” a§.
defined in th previous chapter; The secondary anaiysis
'attempted to i?entify those variables (as defined in, the \
previous chapters which discriminate most effectively betweén

. 3roups based on-two measures of suctess. Each major sécéion ‘ -
_ is organized aréund a hypothesis or question followed-
? diréctly*by a descrigﬁ;@n of the analysis and results relgteg
'to that hypothesis or:question. Table 6 provides an'ovefvfew
of the research questions posedﬂ‘tge sequence of each in the
- . follcwing discussion, the level of analysis explored, the ,
statistical tests used and the results, briefly stated. To
provide further §tructure for the reader, reference will be
made to the pertinent questions from Table 6 at the

appropriate points in the'foilowihg diséussion.
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- Assumptions in the Applicatfon of the Statistical

.Procedures Employed o

» . ' -

Multiple Analysis of Variance (henceforth MANOVA) -

Discriminant'Functions Analysis (henceforth DFA) ‘and several

o

nonparametric statistics were employed in the analyses dis-

cussed herein. ‘Accompanying these statistical procedures

‘are various assumptions wnich speak to the appropriateness

of the data for the particular statistical procedure.

Assumptions relating to MANOVA and DFA will be discussed

together, given .that the considerations are nearly the same.

Assumptions df the nonparametric statistics which were em-

-

“ployed will be discussed separately. 8
. ﬂ .

Assumptions of MANOVA and DFA

i :’. t -
The Question of Missing Data -

In this study, missing data resulted when question—

’ ngires were returned without responses*indicated for one or

[3 .
more items. [Rather than lose the remaining information on

the incomplgte questionnaires with the resulting loss of

power of the test,“the appropriate measure of central

tendancy (i.e., mean or median depending on gpe level of
» o ~

measurement) was’ substituted for 'all missing values.

Tabachnick and Fidell (1983) identify this as the most con-
1 N . /-"‘*w R

servative approach to missings-data.

Unequal Cell Sizes
The effects ‘of unequal cell sizes on MANOVA were judged‘
. - X .
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P
—

to be minimal in iigﬁt of the rélativery large sample éizé.
As DFA 1is typical%y a onefwa¥ analyslis, no special problems
were posed by unequal sample sizes. MANOVA requires more
cases than dependent variables in every cell. This require- -
ment did inhibit two analyses and this is noted in the dis-
cussion which follows. Likewise, the samplé size of the -
smallest group in DFA should’exqeed the number of Rredicﬁof
véfiables. This was & problem in one analysis; steps taken
to address the problem are noted in the following discuséionq
-(Tabachéick & Fidell, 1983; Nie, Hull, Qenkins, Steigﬁrenner

& Bent, 1975).

Multivariate Normality | w

The mathematical model which underIies4mﬁlt;variate‘
techhiqugs is based on the assumption of multhariatg';ormal‘
,dfstribution. Therefore, the sampling distributiQns of means
of the various dependent variables in each cei; and the 1lin-
edr combihat}onsibf them should be normally distributed. In
the present study,'the variables employed‘as dependent. vari-
-ables or, in the case of DFA, as predictor.variables,:Qere
tested for skewness and kurtosis and scatterplots were con-
structed to determine the presence of outliers. In both
cases,.there was no'indication of any serious violation of
normality: \
Homogeneity of Variance—-Covariance Matrices; )
Multivariate tecﬂhiques are based on_hhe assumption that

1

variance-covariances matrices within each cell in the design

1

/

t
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* are sampleg from theAsame~po§ulation variance-covariaﬁce ma- °
trix. Violation of this assumption could iqdicate that the’ Oy
pooied matrix is misleading as an estimate of ‘error variance.’
DFA, like MANOVA, is robust to -violation of homogeneity of
variance-covariance @gtriqes when'gémple sizes are large or
equally sized (Tabachnick & Fidell, 1983). Tne‘j DFA analysis
performed on the £;Eatﬁen; sample was composed of 228 sub-
jects. The remaining DFA brééedures in the exploratory
analyées incorﬁoraged sample sizes éxceeding 400, The Box’s

M test, which points to violations of this assumption, was
requestgd and results %ggicated rejection of the analyses |

(p < .001). Tabachnick and-Fidell (l§83) refer to the Box'’s

M test'as, “a notoriously sensitive test of homogeneity of
variance-covariance matrices” (p. 233). Neverthelesé, clas-
. sification procedures of SPSS DISCRIM, thch are not robust

to violations of thi; assumption, were not coﬂductéd as fol-
low-up to the -main analysis. = |

Linearity

The MANOVA model assumes that the interrélationsﬁiés
amogg all depeédent variables.and covariates are linear .
. within each cell. .Similarly, the DFA model assumes a linear
relationship amongiéll predictor variables within each group,
In -the preseht study, there was no reason to doubt the
existénce of a-linear relationship among all DVs and
cov;riates and among all predictor variables in this study.
Héweéé;, if a violation had occurred, it would have reduced

‘the ‘power of the tesﬁ, rather than increased the likelihood

-
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e

of Type I error. Based on this argument, no procedures were
: . , . _ ,

undertaken to investigate linearity.

v
0

\
Multicollinearity and Sinqularity

| Multicollinearity or singularity may result when,<in.the
qaée.of MANOVA, correlations among dependent variables are .

too high or, Lg_the‘case of DFA, highly redundant

° di'scriminating. variables are present. For§%NNOVA, if_the

determinant of the within-cell coq;elationimat;ix is near
'zero (i.e., < .0001) (Tabachn & Fidell, 1983),
multicollineafity or singula¥ity may be ﬁ?eéent. iA possible
violation of this assumption is noted in oné of the MANOVA
analyéeé‘described in the follaﬁing discussion. The SPSS

| DISCRIM procedure protects against,suspecﬁéa violations of -
this assumption Sy means of a default tolerance value.
Variables not meeting tolerance are not considerea,in
.generating the pred{ction. The default tolerance value wés

used in all analyses described herein.

- Assumptions of Most Nonparametric Tests

Nonparametric procedures were undertaken to analyze some

" of (the variables measured at the ordinal level. The require-

.

ments for nOnparametric‘procgdures are that observations are
‘independent and that the variables under study have underly-
ing continuity. 1In light of tgéﬁdiscussion‘in the érevious
section of this document, further consideration of these

points would be redundant. .
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. " Primary Analysis

- Treatment Sample .

)

" Achlevement Measures (See Téble S[HRégeérch Question 1) _ ;//[
' Hypothesis 1. Those students who express a desire to
study with others and do so aqd those students who prefer to
work on their own, will perform better on both objective and
subjective measures of achievement than'éhoée students who
express a desire to study with others, but are unablé to do

\

SO.
AR e -~ .
Hypothesis 2. The more tng‘distance education institu-
t;g%\supports contact among s;ﬁaents (by creating dpportuni—
ties, for contact), the better éthdents (who desire contact) o
will perfbrm oh both objective and subjective measures of
‘achievement. t
Analyéis and resdlts. A one-way MANOVA was conqucted
with four treatment levels comprising the independent vari-
able;xFormation Support Level, OngdingrSuppart Lévei; Former
Student Support Level, Quasi Control Groub (See giéure‘l).
The grbup of students who expreséed a desire to work on their .
own formed a fifth le&el of the independent variable. Three
¢ achievement.mgasures - mean scoré on assignments, final exam
score and question‘aire item 29‘(self-perception of learning
achievement) — were|the depéndent variables. Educational
level (Questionnair. item 2) was indicated as a covariate

based on the assumption that educational experience covaried

with achievement measures.

-
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Three separate MANOVAs (from an identical sample) were
performed, one for each coufge. Each course was addressed in
a separate Shalysis ?ecause of prior knowledge that there had
been consistent“differeﬁges between the ‘three courses on exam

t * .
scores and failure rates (i.e., the Accounting' course had
had, in the past, consistently lower final exam scores apd a
higher general failure rate). The gnalyses of the Accounting
course a;d the Business Administration course were rejected
on the basis that two cells in the case of Accounting and one
cell in the case of Business Administration had fewer cases
than the number of dependent variables. ‘

There were no sfgnificant results in the remaining
analysis of the Coﬁmupication course (See Appendix E, MANOVAs

#1;2,3 for cell sizes, means, stanéard deviations and F

valués) .

AchiévemenE/MEasures (Seé ?able 6, Research Question 2)
aypofhésis 3.. Those students who desire to study wigh
others and do so énd those‘students who prefer to wgrk alone,
will complete the course they are enrolled in more often than

those students who“désire to study with others, butﬁafe

". unable to do‘so.'

(// Analysis and results. Vgrious nonp;rame;rié statistical
tests were cénducted th;ough SPSS CROSSTABS to determine the
relationships- between the treatment levels and the achieve-
ment measure of final academic standing.. The levels of the

dependent variable, final academic standing, were: Nonstar-

ter, Withdrawal, Failure, Pass and Honors. Nonstarters were _

"
S
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defined as those students who registered for the course, but

did not submit any assignments. Nonstarters were distin-
guished from those sfudents who also did not complete the
course but who submitted at:least one assignment.

The nonstarter category was established based on discus-
sions in the current literature concerning student popula-
tions where nonstarters comprise a large number of those who
do not complete courses and therefore form the majority of
students categorized as dropouts. In this treatment sample,
however, it was found that non-starters comprised less than

2% (two students) of the entire sample; therefore the

nonstarter category was combined with the other group of non-

—

’

completers who were categdrized as withdrawais.
Three'sepérate analyses were conducted, one for each

course, for the same reasons as described above. . No signifi-

, cant differences were found for the Accounting course, X’ =

8.16, p= .52, df = 9, or for the Business Administration

course, %x* = 4.39, p = .82, df = 8. Significant differences -

were found for the Communication course, ¥* = 16.90, p = .03,

df = 8, but the direction of the résults could not be deter-

mined in any meaningful way.

Attitude Measures (See Table 6, Research question #3)

Hypothesis 4. Those students who desire to study with

v

.others and do so, and those students who prefer to work

. . )
alone, &&ll evaluate the course and course components more
Highly than those students who desire to study with othefs,

but are'unable to do so. i '(/

L
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Hypothgsis 5. The more the distance education
institution supports peer contact among students (by creating
opportunities for contact), the more highly the students who
.desirxe contact will eval&ate the coufée and'courée
components.

_ Analysis and results. Another MANOVA was conducted with the
same'five treatment levgls composing the indebendgnt variable aﬁd
questionnaire items.46-61 serving as the dependent' variables (See
Appendix A). Thi§ procedure wgé C9nduct¢d by pooling the cases
. from all three classes and again employing‘educatioqal revel as
a covariate. A pooled sample was usea to increase the power of
the test; there were no indicatiohs that responses should vary
on attitude measures based on course.membersbip. No siénificant

results were found (See’Appendix E, MANOVA #4 for cell‘sikes,

means, standard deviations and F values).
. - ]

.

Attitude Measures (See Table 6, Research Quéstion 4)
Hypothesis 6. Those students who desire to study Qi;h'

others and do so,‘and those students who prefer to work '

alone, are more likely'to state that -they woulq‘take another

correspondence course and are more likely to state that they

s

would recommend a course to another, than those students wbo
desire to study with others, but are unable td do so.
Analysis and results. Various nonp§§§$etric statistics
were employed to determine the relationships betweeﬁ ques-
tionnaire ‘items 30 and 31 which concerned the desire to take
another PEPy course or willingness to recommend the same to

another person. A pooled sample of the three courses was

w
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used. :No significant differences were found: for question-

-

naire item 30, %! =.3.47, p = ;48, df = 4; for questionnaire
item 31, %* = 1.88, p = .76, df = 4, . -

® .

Measures of Experience (See Table 6, Research Question 5)
Hypothesis 7. Those students who prefer to work on their
own will differ from those who want to studp with others on
various demographic measutes of age, eduoatipn.and experi-
ence. |
Analysis and results: 'A final analysis of the treatment

sample investigated the differences between those who stated -

that they would like to study with others (i.e., treatment

levels 1,2,3, and 4) and those who stated they preferred to

A

work on their own. DFA was used to determine which predictor
variabies oontributed to6 maximum differences begween the two
groups . | ‘

In this analysis, Group One was the group which preferred
to work on their own and Group Two was stipulated as the |
group stating they preferred to work with others. The
predictor variables used were all factors which were pre-
existant to the staft'of the courses: .Age (questionnaire
item 1),/Educationa1'leveb (questionnaite item 2), Reason(s)
for taking the course kquestionnaire item 6), Previous
experienoe wifh correspbndence education other than PEP
(questionnaire'item 8) , Number Zf ICB courses completed
(Questionnaire Item 9) and. Previous experience with PEP
courses. The variables designating “Course” (D1, and D2,

dummy coding for the three courses) were forced into the

4

.
0
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equation at the first step of thé stepwise procedure, thereby "%

functioning as covariates.™® q )

The results of th@g anal}sis are shown in Table 7.: Only
15% of the total vafiance was expféined and the foilowing
discussion of significant variables must be considered in
lig@t of this information. Four of the prediétor variables,
namely, educational level (questionnaire item'2), rea;ons for
taking 'the course (i.e., iﬁterest and convenience) (question-
ﬁaire item 6, [2] and [5]) and numbé} of ICB courses com-

. - pleted (questionnaire item 9) appeared as significant at the
univariate level. Univariate Fs représent'the ability of
each. predictor variable by itself ‘to predict group member-
ship. This can be misleading because either correlations

.’betﬁeen predictor variables nor Type I error due to multiple
teéting are taken inté account. | o
Another determinant of the importance of individual
predictor variables is, in terms of their relative weights in
an equation, s&g up to predict the levels of the grouping
variable (in this case, those who preferred to work on their
own and those who preferred to work with others) from '

'knowlédge of the pred£dtor variables. Tﬁis is refleéted by

the Standardized Discriminant Function Coeffiéients'which are

analogous to beta weights in a multiple regression equation.

The Standardized Discriminént Functions Coefficients for this

analysis (see Table 7) indicate that the variables wﬁich best

predict group membership are number of ICB courses completed
(queséionnaire item 9),.and‘previousreducational level .

- o

N
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(questionnaire. item 2), followed by convenience as a reason
for taking the course (questionnaire item 6[5)).

| Yet another indicator of the relative importance of
‘predictor variables ig the loading of each variable on a
matrix which' contains correlations between predictor vari-
ables and each discriminant function. 1In this analysis,’
there was only one discriminant function (based on the number
Bf groups minus one) and the loading of the various preﬁictor
variables on that function 'is seenﬂih Table 7. Consensus is
la;king regarding how high a correlation in a'loading matrix
must be in order to be intgrpretgd. Coxreggtiéns in excess’
of .30 (9% of the wvariance) a;e usually coésidered eligible
(Tabachnick & Fidell, 1983). .Following this criterion, it
appears that previous educational level (questionnaire item
2), number of ICB'courses successfully completgd (question-
naire igém 9) and convenience and intérest as reasons for
taking the course (questionnaire item 6[2] and [5]) account
for the maximum spread among the two groups.

Standardized Discriminant Function Coefficients ana -
Loading Matrices suffer the same problem as rega}ds
interpretation of the univariate F (i.e., they do not
nécessarily indicate which vafiables contribute most heavily
tovdisgrimination among groups after adjustment for remaining
variasles). According t& Tabachnick and Fidell (1983), a '
solution to the problems of inflated Type I error rate and
the nonindependence of uniyarigte E tests is provided'by the
procedure ofkstepaown analj%?s. In this procedure each

\

\

\ .
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<

sutcessive prddictor veriable is tested with higher priority,
Rfedictor va bles essentially functioning es covariates, to
" see if the new predictor variable Significantly adds to the‘
combination of predictor variables’ already tested., :In this | -~
analysis, the predictor variable “course” (D1° and D2) was
forced in at the first step of the stepwise proceduré; while
the other predicters were considered separately, based on the
aéjusted univariate wvalues Zs the stepwise precedure
~continued. This produced, at the last step of the analysis,
multivariate F values independent ftom one another. As can /
be seen from Table 7, the sﬁne four predictor variables which
had relatively large univariate F.values, and which appea;ed
important in the loading matrices and as standardized
discriminant function coefficients, also have the highest
multivariate F values.

It can be .assumed, based on the information presented.
above, that the four variables of educational level, numb%r N
of ICB courses completed, and convenienée‘andointerest as‘n

stated reasons for taking the course, are responsible for ihe L )

greatest spread between those who preferred to work alone d

H

those who desired contact. The remaining question is how each

t

group was distinguished by each preﬁictor variable. ¢«

&

..The group centroids are the group means arrived at, in
this case, by the scores on the predictor variables
contributing variance to the discriminant“function; As.there
is only one function in the present analysis and as all four

variables in question have significant loadings on that .
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“”

a

®

, A | ]
function, this gives some rndlcation of where the groups fell

in relatlon to. the higher prlority predlctor varlables. I

L3

- this analysis, the group centroids on the discriminant

funétion are .63 for Group 1 kthosé who preferred to work N &

~

alone) and -.28 for Group 2 . (those who desired contact).

g

The unadjusted means (derived from univariate procedures,

4 .

not the’stepwise proeedure) for each\group’on’each predictor
yariable provide a'clearer picture. Means’ere‘ueed here for
the predictor variables questionnaire iteh'§[2] ang (5] even
though both are dichotomous variabled® and a mean score is

perhaps difficult to interpret. Dichotomous variables are,

however, considered to be of interval and in some cases ratio ’}
- c\ . " .

. . level measurement {Tabachnick & Fidell, 1983; Nie, Hull,

; JenkinSf'Steinbrehneru& Bent, 1975) which would.suggest that \ ¢

the mean is the correct measure of central tendehcy. The

mean is uged here.beécause it is consistent with that used in

. . . _—
S . .

the analysis. ‘

- ‘- ‘
The unadjusted means (See Table 7) inditate that_those

who preferred to work oh their own (Group 1) had a slightly

higher educational level (5. 94 versus’5. 44) than those who
desired to werk with others. ‘Reference to the format of’ this
questionnaire_item (See Appendix A)_suggests that those who
preferred to work alone had more post secondery'eduoation

than those who desired contact with others. Questionnaire

‘item 9 (number of ICB courseg completed at a traditional Uni-

versity) shoéws, ,as indicated by the unadjusted mean hat
(’“\l-
those who preferred to work alone appear to have had more

. -~

.1

-
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experience~with ICB courses offered by’ traditional delivery

_systems (i.e., not by correspondenég) than those who desired

contact with others (1.78 versus 1.39). The unadjusted means

4

for questionnaire item 6([2] indicate that those students who
desired contact with others more often stated that?they took

the course for interest only (.15 versus .04). For Question-

naire Item 6([5], the unadjusted means indicate that students

‘who preferred to work on their own more often took the course

because it was more convenient than taking the course at.a

University (.60 versus .40).. , .

~

Larger Sample Based on the Questlonnalre

o

In pursuing the issue of the possible ‘effects of student
contacts with peers enrolled in the same course and/or with
former students who had successrully completed the course, a
larger student sample was considered. A new grouping repte-

- N
sentative of contact levels was established based on student

responses to questionnaire items 22r25 (See Appendlx A). It
is recoghized that these groupings were based op a one—tlme
:subjective indication of a student’s contact with his peers
.and/or with former students and that this constltutes even

less control of actual beha lor tHan the orlginal treaamﬁht

levels. Of course, random assignment to levels was not pos—

-

sible. *It was reasoned that these newly established groups

should not differ on system factors which may have prompted '

tﬁem to seek information from others or from’tne’PEP staffm

—
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The four_groupsiwere compared on tne following factors:
" — Number of students receiving eou;se maierials fate
(questionnaire item 10) (x? = .44, p = .93, df,= 3);
- Number of students who found missing:pages in module
notes or assignment sheets (questionnaire item 11) |

(x? = 4.00, p = .26, df = 3);

—~_ Number of students wno found mistakes in module notes

or assignment sheets (questi‘onnaire item 14) (yx* = 3.25,

p = .35, df = 3); and

w

mpy — Number of students who placed phone calls through the

7

/

‘ PEPtoll=free lineto PEP staff and/or COUrse EUutrors

(questionnaire items 17) (x’=: 1.41, pk= .70, df9= 3.

Employing nonparametric procedures through SPSS CROSSTABS, no

significant’differencesuwére found among the groups on these

v

measures, as the chi-square values above indicate.
' y -
The basis for grouping did not allow comsideration of desire

- for contact which was a factor in the analysis of the treatment

sample; grouping was based only on a self-reporting of'behavior

Lack of this information made adjustment of the original"

e

hypotheses necessary as follows}
.,Hypothesis.lFL Those égndents who nave contact with
peers and/or former stuoents will perform better on both
objective,and.Suojective'meas res of achievement enan
those studente who do not havS\pontact with others.
Hypothesis 2 - The more contact students have,‘ﬁhe bet-

| ter they will perform on both objective and subjective

-

-
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:measures of achievement. o "
Hypothesis 3 - Those students who have contactowith
peers and/or former students will complete the course
more often than those students who do not have contact
with others. £
: prothesis 4 - Those students who have contact with
@ﬁ peers and/or former students will evaluate the course
and course components more highly than those students -
who do not have contact with others.

Hypothesis 5 - The more contact students have, the more

highly they will—evaluate the courseand—course compo=

em,

nents. . Y \ ’ ‘ .
‘ S Hypothe51s 6 - The more contact students have, the more
likely they are to state that they would take another
correspondence course and the more likely they will

state that they would recommend a course to another.
g ' ,-

Achievement Measures (See Table 6, %esearch Question 6)
. prothesis 1. Those students who have contact with peers
and/or former.stuQents will perform better on both objective
and_subjective measures of achievement than those students
"who ‘do not have contact. ‘

Hypothesis 2. The more contact students have, the
better they will perform on both-objective and subjective
measures of achievement. ) ,~

‘Analysis and results. Statistical procedures followed in

the analysis of the larger sample were identical tQ those
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employed to analyze the treatment sample. A MA§OVA was
conducted with the four new}y estabiisﬁéd groups, namely,'

a) no‘contéct, b) contact with peeré taking the same course,
Ic) contact with former students wﬁB had already ‘completed the
course, andld) contact with both peers ané former studentsﬂ
The’saqe achievement measures used in thé p%eviouqJMANOVAs“
were used here as dependent - variables: mean of assignﬁeﬁt

p)

scores, final exam scores, and questionnaire item 29, a self-
. 1 !
perception of learning. No significant differences were

.found (See Appendix E, MANOVAs #5,6,7 for cell sizes, means,

standard deviatipné and F values). .

’

Achigyeﬁent Me;sures (See Tab}e'G, Researchﬁouestion‘75«

Hypothesis 3. Those students who ‘have contact with
peers and/or former students will complete the course more
often than those students who do‘npt ﬁave Eontact.,

Analysis and results. As in the analysis of.ghe
tgéatment sample, nonparametric statistical tests were
conducted to investigate any relationships which might pave
existed between the groups established on the basis of.
contact and the measure of final academic standing.® As -
before,. those students identified as “nonstart;fs” were 7
combined with other students who did not cofiplete the course
bec;use “nonstarters” comprised less than 2% (T'stdaents) of ﬁ
the larger student sample. As in the prev;ous aﬂglyges, |

three separate analyses were conducted, one for each course.

No significant results were found for the Accounting

¢course, %? = 4.89, p = .84, df = 9, or the Business »
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Py 3

Administration course, ¥* = 11.09, p = .27, df = 9.

Significant results were obtaihed‘in the analysis of the
I ‘
Communication course, x> = 12.87, p = .04, df = 6 (See Table

8) . Additiondi appropriate nonparametric tests produced the
Cramer’s V statistic whichfié based on Rhi and ranges betweern
0 and +1; the Lambda statistic which ind%cates the
imp;ovement in the ability to p;edict the vafue of the
dependent variable when the value of the independent variable

is known, and Gamma which indicates the predominance of

concardant or discordant pairs. Cramer’s V. signifying -~
$as;ogiation e&ﬁalled .18. fhe Lambda statistic equaled .05,
iééicating a; improvement of 5% in the ability to predict
final academic standiﬁg when the level of contact is known.
- The Gamma statistic obtained was .f2, indicating that
discordagt pairé predominated (i.e., pairs where contact was
low and final academic standing was iow and pairs where
contact was high and final academic standing'was high). If
other words, students who reported no cohtact were‘more
likely to withdraw from their courses than thage students‘ﬁhé
reported contact with peers or with peers and.former
students. In addition, students who received honor grgdes
reported more contact than either of the other .two
- categories. S
Achievement Measures (See Table 6, Research Question 8)
Follow-up Hypothesis. Students enrolled in the Communi-

cation course will significantly differ from students en-

rolled in the Accounting or Business Administration courses
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Table 8 s
Final Status by Level of Contact for Students Enrolled in
Communication Course - '

3

Count

.Row Pct o ‘ Academic Standing ‘ .
. ¥
Contact Levels , Incomplete Pass ' Honors ’

o - - * (20) Loy @26 .

e Contact—— —30% 31% 39% ‘
Contact N +(24) (16) .
w/peers —-15% 51% . 34% , ' .o
Contact - (2 (20) (18) - i

¢ w/ former §tugents . 5% © 50% 45% .
Contact w/both peers: ( 9) ©(18) ‘ (19)

and former students: . 20% - 39% q1%

x* = 12.870, p = .0452, df=6 . - ' ,
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on measures of previous experience.

Analysis éhd results. Separate analyses were unqertaken
to confirm prior knowledgé that the Communication sample may
differ on measures of previogﬁ experience. Nonparametric
statistical tests were used éo investigate thé/relationship
of the three courses with the following variables: previous.
eépefience with PEP courses (“Exppép”), previous general ex-

perience with correspondence education other than PEP (ques-

tionnaire item 8), and number of ICB courses successfully

&

completed at a traditional University (questionnaire item 9).

A significant Chi-Square was found,‘x2 = 63.01,

p < .001, df = 2 (see Table 9), with previous experience. with
PEP courses (“Exppep”). The Cramef’s Y.statistic equaled 39
indicating a fairly large degree of association; and Gamma .
equaled -.56, indicating that discordant pairs dominate. An
inspection of-Table 9 indicates that Communication is é fi¥st
class for 82% of the students enrolleh, wh}le Business Ad-
mihistration is a first class for only 43% of those enrolled
and Accounting is a first class for for only 48% of thg stu-

dents enrolled.

»
%

\ Another significant Chi Square was also found, X =
45.097, p < .001, df = 6 (see Table 10), with the number of

ICB courses successfully completed (questionnaire item 9).
The Cramer’s V étatistic obtained was .24, The Gamma statis-
tic obtained was -.23 indicating the predominance of discof—
dant pairs (i.e., pairs composed of low experience with ICB

courses and the Communicatdion’'course and pairs gomposed of
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t

Table 9 ' ' T
Previous Experience with PEP Cprrespondence Courses
(Students Organlzed by Course) v
I
— }
Count ’
Row Pct. | . ) _ Previous Experience
‘No _ -
Courses : Experience Experience— ——
: (41) . . (45)
. Accounting. : . 48% ' 52%
. ' ' R B . : ! \
Business SN (51) C (68)
Administration . 43% ‘ ‘. 57%
Communication 169 L 38
) 82% : ©18%

R .
‘ *

" x* = 63.01, p = .000, dfE =2 ?‘-
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Table 10 ‘ ) .
ICB Courses Taken (Organized by.Course) at Universities

(non-correspondence courses)

L3

Count . . . .
Row Pct ‘ Number of ICB courses successfully’completed
' 0 1 2. 3
‘Course !
. (68) 12y (.4 (1 -
Accounting 80%- 14% - 5%, 1% :
‘ - v ) A o,
Business (62) (31) _(19) ( 6) ‘
Administration . 52%  26% 16% . '5% L
: S (167%) (13) (12) ' ( 4)
Communication 85% % 6% 2%

1 ,
X = 45.097. p = .000, df =.6.

1
R 9
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more experience with IéB courses and the remaining two
course;)a In addition to having less experience with PEP
courses, sfudepts in the Communication course also appear to
have iess experience with ICB courses taken ;t traditional
universities. A significant relationship &as not found to
exist between geheral experience with correspondence educa-
tion and course membership (questionnaire item 8), X = 2.30,
p = .32, df = 2. . ’

Attitude Measures (See Table 6, Research Question 9)
§
Hypothesis 4. Those students who have contact with

peers and/or former students will evaluate the course and
course components more highly thap those students who do.not
have contact. | .

Hypothesis 5. The more .contact students have, the more
highly they will evaluatq’the course and coursé components.

Analysis and‘resuité. Another MANOVA was conducted with
the same four groups, namely, a)* no congact, b) contact with
peers taking the same course, and c) contact with both peers
and former students. The same attitude measures used in the
treatment sample analyses were used hkre as dependent vari-
ables, duestionnaire items 46-61. As before, a poolea sample
of ‘the three courses was used. No significant differences
were found (See A%pendix E, MANOVA #8 for cell‘sizes, means,

- \

standard deviations and F values).
b

Attitude Measures (See Table'6, Research Question 10)

Hypothesis 6. The more contact students have, the more
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likely the§ are to state that they would take another corre-

spondence course and tﬁe more likely they are to state that:

they would recommend a course to another. B
Analysis and results. Various nonparametric statistical

Eests were conducted to determine the relationships between

the contact levels and questionnaire items 30 and 31 (which i

éueried whether students would take another PEP course -or if

- N >

they would recommend a course to someone else). Three

sepa;ace_éna;yses_were_conductedr‘one_for_each_courseT__A;f .

significant Chi-Square was found for the Communication course

\

between “contact level” and questionnaire item §l involving

the recommendation of PEP courses to others, X2 =‘9.87, p = ’
.02, df = 3 (See Table 11). The Cramer’s V statistic obtained
was .22, indicating an association. The‘pamma statistic
obtained was -.30 indicating discordant pairg p;egominated
(i.e., pairs where the recommendation to take a PEP class was,

(4

“ves” and the contact level was high and pairs where the

recommendation was “no” and .the contact level was low).
Table 11 reflects that, in the Communication course,
those in groups with ﬁore contact” would recommend PEP‘bqyrses
‘Q‘A

-
more often. °‘No significant differences were found in testing

the students in the other two courses: Accounting course, ¥? =

2.00, p= .57, df = 3; Business Administration course, ¥? =
1.78, p = .62, df

it

3. This is not to suggest that no over-

all effejg,exists, but that ﬁcourse" may have a differential

effect hefe.
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Table 11

Frequency with which Students in the Communication Class with
Various Level of contact would Recommend the PEP Course They
are Enrolled in to Another : T

1

,Count ’ . . .
Row Pct. ' Stated Intentions '
Yes — - No =
Contact Level . Would Recommend  Not Recommend
No contact o (51) © . (16) "
' ' 76% 24%
Contact - .. (41) ( S).
with Peers 89% 11%
Contact with - (39) . 1
Former Students 98% 2%
P Contact with both “'(39) . ("
o Peers and Former Students ' 85% 15%

>

= 9.868, p'= .019, df =

o
(5]



»

;\ . ®
Distance Educgtion 152

Secondary Analysis
The secondary analysis sought to identify those predic-
tor variables which significantly discriminated between
groups structured on two measures of Shccess, namely, course
completion and self-perception of learning achievement. The

stepwise procedure of DFA was used for this purpose. Predic-

tor variables were entered as sets of variables, the sets

based on_major components of Tinto’s Model of Persistence and
Withdrawal in Highag Education: student backéround charac-
teristics, academic integration, social integration, and the

intervening variable of institutional commitment. The order

in wMch the variable séts were entered was-based on Tinté’s
discussdons (1975, 19825 and Sweet’s (1986) wvalidation study
of Tinto’s model in the DE setting.

Question 1. (See Table 6, Re§earch quesﬁion #11) Whiqh

—
variables are the most effective. in discriminating between

students who successfully completef;ourses.énd those whé do
not? ‘ |

Analysis and results. }n this analysis, thé grouping
variable had two levels, éoﬁrse completion XGroﬁp 2) anq non-
cémpletion (Group 1). Those étudents who failed the course
or withdrew were considered not to have completed the coﬁrse
apd those students with a passing final mark were considered
to have completed the course. Only 15 subjects received
failing marks, fewef than the number of predictor variables,
makiﬁé it an invalid grouping for analysis. So as not to

lose the information contributed by these cases, they were
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. rncluded in the noncompletion category. The predictor vari-
ables used are described in the Methods chapter. .*
The variance explained by the total model was 51% This
is somewhat higher than that found by Sweet (1986),_who found
32% and also somewhat higher than that cited by all but one
of the studies discussed in the Introduction.
As reflected in Table 12, several predictor variables

oroduced F values of signific¢ance at the univariate level,

] )

but‘fargfewerap;oduced~largeavaluesrin_the“stepdown*analysisv““——‘

reflected in the column titled “Multivariate F.”" Indeed

some of the variables 1mportant at the univariate level were
. not even considered in the stepwise procedure, having been

rejected by the default tolerance level for inclusion fh

2

. this case, interpretation is straightforwardm the'variance

which the predictor variable shared with the grouping vari—

ables has already been accounted for through overlapping ,

.

‘variance with a higher~priority predictor variable. Less
easily interpreted, however, is jthe case ¢in this analysis
with D1 and ep,” orev ous”experience with PEP courses%,
where no significance 1s.produced at the univariate level,
but a seemingly . significant F value is produced through the
stepwise procedure. X e 3 ’

l

It is well to .note that the dummy variable Dl which can
be interpreted as\the Accounting- course“in reference to the )
Communication course, had a relatively large multivariate F

: value This concurs with reslts from prevfbus years

suggesting that the Accounting course has the highest failure'

-
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L Table 12 | “
K ": Predictor Variab}es in ‘a2 Grouping. Structure Based on Course
Non-Completion {Group 1) er Course Completion (Growp 2)
s . - — WA,
A . - Multi- Unadjusted Means
' Univar. - - variate Group Group
jgigﬁgn Var. . - 8ig. *  F 1 2 «
ﬁfu‘] : D1 - . 1.82 ~ NS .. 14.33 .27 .21
;"'_"";M‘U %7 D2 .84 NS )
CONE Quest. 1 .22 " NS
] " Quest. 2. .19 NS .
TR Quest. 6(1) 1.42. © - Ns . .
. Quest. 6(2) .03 - NS o Y |
Quest. 6(3) 7.67  T.00 NS - : :
Quest. 6(4), 6.85 .01- - NS. |, “ )
Quest. 6(5) 8.41 - .00 NS '
Quest. 6(6)  13.10 ° .00 ' SNS , _
Quest. 8 5.08 .02, - A.s1 1.75 1.82
»  Quest. 9 .00 . NS¢
EXppep .98 NS/ 3.95 ©1.36 . 1.29
Quest. 27(1) 15.94 . .0 " NS ‘ "
Quest. 27(2) '11.01 ' -®¢.00 NS, , .
Quest. 27(4)" 38:13 .00 . ' 4.03 3.31, 4.03
Quest. 27(7) 5.7 ~ © .01 NS - T
" Quest.y28 (1) .42 - NS
Quest. 28 (3) 1.30 °~ NS o
Quest. 28 (4) .01 - NS b "
Mean , 244.67 .00 190.95 . .50 .83
Quest. 17 4.86 ° .03 NS . ‘ R
- Quest. 27(5) 11.62 .00 NS.
Quest. 27(6) 1.50 NS
_Quest. 27(7) - 2.83 .09 NS
Quest. 28(5) - .19 ° - NS Y .
Quest. 28(6) .63~ @S e
Quest. 28(7) -~ .00 NS ‘ N
Quest. 28(8) 1.16 NS ’ ' )
Contact 9.67 000 '7.98 1.80 - 2.22
, Quest. 30 62.66 - .00 ° 5.4 1.56 1.17
\ . " Quest. 31 50.32 .00 7.27 - 1.40g 1.10
v . ‘ §
* . v ! .
s 11' .
y 4

-~
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b

and attrition rates of the Module 1 courses; and that the

Communications course has the lowest in both areas. ';f
o ’ ‘ >
A discussion of unique contributions of individual

-
variables in this analysis must begin with the wvariable, Mean'
A 3
of assignment scores, from the variable set, Academic

integration. As can be seen by glancing,at the multivariate

F values in Table 12, the variable,_Mean of éssignmenp

. scores, makes, qelatively speakiné, by far the largest . :
contribution to the discrimination between studen£s who -
completed'théir courses and those who.did not. The

unadjusted means indicate that students whé did not complete

’

" courses obtained a mea& assignment score of 50% while those

- a

who completed obtained a mean score of 83%. Even though

¢

students who did not complete probably submitted fewer

r

assignments than those who did complete; the variable was
based on the mean of those assignments which were submitted.
As a result of this proéedure, students who submitted no

assignments (i.e., .nonstafrters) were not included in the

. <

analysis.’ )

-~

Four predictor vdxigbles deem to be impofpant at both

the univariate and multivariaté levels. In order of'imporé.

0

tance, they are: Contact (an indicator of contact with peers

and former students); qyestionﬁdire item 31 (an‘indicatof of
the egten£ to which a student wéuld recommend program courses ‘
to someone’else); qﬁestionéﬁlrg item 30 éan indicator of
whether a student would take another program course); and

qugspionnaire item 8 (previous experience with correspondence
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courses offered by other programs besides the targeted pro-

4 , S

gram) .

The unadjugted means suggest the followiﬁg-

e

1) For Contact. (ranging from no contact *1” to contact
with both peers and former students “4,”) those who'
did not complete the coursge (Group 1) had the least

contact and those who completed (Group 2) had the

-

most. , ¢

°

" . : ' . 2) For Questionnaire item'31, those students who
| : successfully completed the course (Group'2) stated
ore often than those who did not complete (Groﬁp 1)

that they would recommend program courses to others.

s

’ ~ '8) F8r Questionnaire item 30, those students who
» ; w Successfully completed the course (Group 2)" stated -,

" f more often than those who dig uot complete (Group 1)

N

that’ they themselves would take more program \

. i courses.
. v - b

N " 4) For Questionnaire item 8, those students who )
b - -
: < .
. successfully completed courses (Group 2) had more
) . . . | _ o
experience with correspondence courses taken through

o« other progrems than did those students who did not

}

complete (Group 1) . Additional support may be
.derived -from by the fact that students who completed

the course\(Group 2) .appear to have subcessfully

¢

completed more program courses than those who did,

not complete (see variable "Exppep"). However, the

: variable “Exppep was signlflcant at the
. 6. '
v . D




7

- P
learning? .

Ristance Education 157

L

multi&ariate i;?él, but not the pnivariate level,
leading to difficulty in the interpretation.

Question 2. (See Table 6, Research Question #12) Which
variableg are tﬁe most effective in discriminating bgtween
broups of students based on a measure of self-perception of

Analysis'énd results. The spepwisé procédure of DFA was’
g&bin Employed to answer the above question. Thié time, lev-
els of questionngire item 29 formed the grouping wvariable.
Questionnaire item 29 was structured as a semantic differen-
tial scale, “How much do you feel you have learped from the "
correspondence courselyou are taking?” Too few cases fell:
into the lowegt level of this grouping and, as with the'pref
vious analysis, the two lowest levels of this variable were

combined so as not to lose information. The fesulting group-

ing variable had a range of “2” to “5:” “2” indicated the

group of students who felt they had only learned a little and
f .

“5”.indicated th; group of students who felt they had learned
a lot. The results of this analysis are shown in Table 13.

' The total ,Jariance explained by this model was 33%. In
this analysis, the individual variables which best discrimi-
nated between groups were similar 'in terms of relative con-
tributioA, unlike the previous analysis, where mean score on
assignments clearly dominated. -

As iﬁdicated~in Table‘13, seven pred{étor variables pro-

S

I//ﬁuced significant F values at the univariate-level, but not

——

4 | \
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- Predictor Variables in a Grouping Structure Based on a

Measure of Self-Perception of Learning Achievement

* diffential scale ranging between "1" and "5")

(Semantic

11.74

Multi- Unadjusted Means
‘ ' Univar. ,vériate Group Group Group Group
- Var. F Sig. F 2 3 4 5.
D1 .50 NS
-+ D2 - .92 NS )
Ques. 1 .38 NS - ) /
Ques. 2 1.06 NS
Ques. 6(1) 2.10 NS |
Ques. 6(2) 1.97 NS
QUES. 6(3) 2.97 .03 ’
Ques: - 6(4) .50 NS e
Ques. 6(5) .53 NS
Ques. 6(6 - 6.77 .00 NS
Ques:. 8 .83 NS '
Ques. 9 1.19 ) ﬁZ
Exppep 1.19 NS . :
Ques. 17 2.77 .04 2.52  1.52 1, 1.66 1.49
Ques. 27(1) 19.79 .00 5,71 3.52 3.87 4.23 4.55
Ques. 27(2) 3.25 .02 -NS .
Ques. 27(4) 23.22 .00 6.48 2.88 3.58 4.04 4.30
Ques. 27 (5) 4.40 .00 NS
Ques. 27(6) ° 2.74 .04 . NS'
Ques. 27(7) 1.13 NS
Ques. 27(8) 6.36 .00 NS
‘Ques. 28(1;\\\\ .88 NS
Qués. 28 (3) .58 NS
Ques. 28 (4) .54 NS
Ques. 28(5) .66 NS ‘
Ques. 28 (6) .22. NS ’ _
Ques. 28(7) .57 NS
Ques. 28(8) .95 NS
Ques. 30 “16.69 .00 NS . - ’
- Ques. 31 15.64 .00 2.77 1.48 1.25 1,10 1.03
Contact " 2.40 NS , :
‘Mean .00 6.10 .58 .78 .76 .83
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at the multivariate level. As explained previously, this is
to be-accoungéh for by shared variance with higher priority

.

variables. The reverse situation (significance at the multi-

-

va;iate 1evel,’but nop at the univariate level), whiéh is
much m;re difficult to interpret, was not present in this
analysis. 0 -
Five predictor'Qariab}es appear to have relatively large -
F values at both the univariate and multivariate levels. 1In
order of relative importance, they are: questionnaire item
27(3]; mean‘of assignment scores; Questiongei:e item 27(1];
questionnaire item 31; and ques%ionnaire item 17; and, ques-
tionnaire item 27 yhich aéké étudents to 'evaluate how much
various course components helped them'to learn. 'The question
is structgred as a semantic differential scale r;nging from
“1,” indicating'that the component‘was “not helpful,” to “5,”f

indicating that the componeht was “vety helpful.”

The unadjusted means indicate:

2
)

1) that students'who felt they learned ;ittle'kGroup 2)
had the'lowést meén scores on assignménts'(SB%).
(§Eudents who indicated they learned a lot had- the
highest mean .scores (83%) qnd’the other two groups
fell in between); Q

2) that students’ indications of how much the texibook
(Questionnaire item'27[1]) and assignﬁehts
(ngstionnai;e item 27[3])) helped them to learn

increased consistently with increased feelings of

how much they léarned;'
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1

3) that for Questionnaire item 31, the more students
s felt they iearned, the more likeiy they were to
state that they would-recomménd program courses to
: ' others; angi , .

. 4)€ﬁ;t for Questiannaire item 17, the more students
fé;t they learned, the more contact with pregram
staff they reported except for the last category of
students (i.,e., students who reported they learned a,

great deal, “5”) who reported no contact with staff

) felatively more often.
Summary of Results

' The major findings of the present study were as follows:

Primarys Analysis - Tfeatment Sample ' ’ o
1) No significant differences were found among tﬂe
treatment groups on achievement measures, final
academic standing‘(inéluding withdrawal status) or
attitudes toward course components. The various
treatment géoups were based on levels of
institutiohal suppoft concerning oppértunities for
péer contact. .

2) No significant differencés were found among the
treatment groups, the qpasi-control'éroup (bomposéd
of students who stated they wishgd to, study with
peers, but adequate. arrangements could not be made)

and the group of students who stated they preferred

.- to work on their own.- Measures empltyed concerned
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achievement, attitudes and final academic standing
(including withdrawal status).
Several,ﬁre-enrqllment characteristics were found to
mék? significaﬁt contributions to an ‘explanation of

)

stated study preferences. Students who stated they

. preferred'to study on their own reported a

Primary

4)

5)

significantly higher level of post-secondary education

and reported having successfully compléted more

‘banking courses at coaventional universities than

reported by students who stated the§ preferred to
studf'with peers. In addition, student? who stated
they preferred to study on their own indicated more
often than students who desired peer sg?dy‘that they
had taken the DE coursé for interest only and because

it was more convenient than taking the course at a

conventional university:

Analysis - Larger Sample Based on Questionnéire

Four groups were created from questionnaire
responses; the groups reflected increasing le§els of
self-reported contact'with peers (including contact
with.peers who had already completed the course in
question). No significant differences wefe found
betwéen the four groups on achievement measures.
Signifiéant differences were found between groups

representing increasing levels of peer contact (as

'per questionnaire responses) %p one of the courses
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targeted in the present study (i.e., the
. Communication course). .A follow-up analysis found K
that significantly more students in the
Communication course, as compared to students in
the other two'courseé, were taking a program course
\?or the firs& time. Students in the Communication
course were also found to have taken significantly
fewer banking courses at conventional universities,
in comparison to students in the other courses.-
6) No significant differences were found between the four
groups (based on increasing levels of self—réported peer
contact) in attitudes toward course components.
7) For students in the Communication course, increasing
levels of self reported peer contact were positively
correlated with the frequency with which students
,' stated they would recommend program courses to

others. M
Secondary Analysis
‘ 8) The mean score on assignments was found to
coﬁfribute most significantly to an‘explanafion of
compietioh and non-completion. The direction was
as would be expected, those students who completed
the~QES:se had a higher mean sco;e on submitted

K

assign@ents than those students who did not
complete the course.) |

9) In addition to mean score on assignmerits, four other

o
predictor variables were found to contribute

X
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significantly to an explanation of éompletion and
non-completion. In order of importance, they were:
a) Those who completed the course reported contact
with peers more often than those who ‘did not
complete; b) Those students who completel the -
course stated they would take another program and’
would recommend the same to another more often than
those who did not complete the course; and, c) ?hose
students who éucceésfully completed the course
reported prior experience with the correspondence -
mode of instruction more often than those who did
not complete the course.
10)Five predictor variables Qere found to contribute
significantly to an explanation of self-percepticn
of learning achievement: a) Iggreases in sel%—
perceptfbn of learniﬁg achievement were positively .
correlated with an inéreased assegsment of how much
. " was learned from both the textbook and assignments;
b) As Ehe level of self-perception of ‘learning

] ' ' A
achievement increased, so did the mean score on

e,

assignments submitted; c) As the level of self-
perception of learning achievement increased, the !
more often students stated they would recommend
program courses to others; and, d) As the level o%
self-perception of learning increased, so did-the °
reportéd contact with pngram staff with the r’/

exception of thgse who reported learning the most,

they reported the least contact with program staff.



‘CHAPTER V

DISCUSSION

- »
- - . \

It can be argued that the definitive characteristic of . ‘- (
DE is the separation between “teacher” and learner\éns 3Ty
iearners As a result, interpersonal communication 1s.qu a
given in DE and its imp?rtance has been the topic of many
discussions of both a theoretical and an applied nature. The

various views concerning interpersonal communication are each

based on a ba;ticular perspective of the DE process and céuld

+

be organized as follows: - . .

*

- Views based on the pe%ceivsd needs and desires
. of the adult learner; - -

- Views based on the rquiremsnts for |
interpersonal communipationlof various learning -
objectives/subject areas; and,

- Views based on the role of in&erpérssnal, o

communication in facilitating the 1;§rningl

process in general.

o . a

Thdse who base their views op the perceived needs and

¢

dssires of the adult learner can be fand at two extremes.

‘< c
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At one extreme are those who view DE as particularly suited
to the autogomous adult learner; the separation is therefore
perceived as positive Eecause it enhances the possibility of
learner aﬁtonomy. At the other extreme, are those ;ho éee
the role ofrfhe DE institution as supportive of the learner
who, it is felt, is at a pa;ticular &isadﬁantage giv%s,the
isolation of DE. Others fall somewhere in between these
extremes = including those who view DE learners as a
hetérogéneous pobulation composed of individuals who prefer
interpersonal communication in the process of their studies
'and those who prefer little or none.

A second‘perspective focuses on what is to be learned
rather than the }earﬁer.-‘This view would consider interper- ’

sonal communication as enhancing learning for some learning
objectives and/or subject areas.and as Jbeing less impo;tant
ﬁb ofhers.

The third perspective considers the importance of inter-
personal communication to the learning ,process, in géneral.
This view may logicaﬁiy produce different outcomes, ope which
views learning as primarily an individual activity and an-
other which considers interpersonal commupica%ion to facili-
tate and enhanceulearning.

As might be éxpected, interpersonal communipation has
been a key component in the theoretical development of DE.
All theories propoéed to date have incorporated at least one

of the views of )ﬁterpersonal communication discussed above.

One of the most recent theoretical efforts in DE is
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credited to Keegan (1986). Keegan’s theoretical framework is
.a comfortable fit for the view which considers interpersonal
communication as central to the learning process- in general.

. Keegan believes tﬁat the establishment of a learning *link”

between the learning materials and the resultant quantity and
quality of learning is dependent on interpersonal commumg;a—
tion. He proposes that this can be accomplished through the
“artificial' recreation” or." interpersonal communication compo-
nents whi'ch DE (in contrast to conventional educa{:ion) does

not naturally ihc’lude.. Keegan (1986) proposeé thrge hypothe-

ses; the following two were. tested in the present study:

N ¢

~ That distance students have a tendenc"y to dropo_ut 1}'1 L
those institutions in which‘structq}es for the’
reintegration of the teaching acts are not P
satisfactorily achieved.

- That .distance students have difficulty in
achieving quality of learning. in those institutilons
‘in which étructures_ for’the reintegration of the

" teaching acts are not satisgactorily achieved.

‘} (p. 126) " N i

Among the 'interpersonal communication compojents which
must be compensated for, Keegan'includes student-to-student
communication or peer contact. ‘I‘he primary analysis of’ the
.present study att?H\pted to artif:.cially recreate the
possibility for peer ‘contact in a Type I (See@ discussion of

external validity in ChapteJ: I11, Methods) DE.program which

|3
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v

already addressed, to various degrees, the other interper-
sonal communication componehts included by Keegan. Study f'

groups were organized (for those students who desired it) and
) i

treatment levels were established which represented various
*levels of support from the institution. In one treatment
1evel,'representing the most institutional support, study .
groups were also providedﬂ::jf a local contact person in the

form of a former student had already successﬁylly com-

pleté&d the targeted courses. A quasi-control group was, es-"
»y

tablished composed of students who wanted to study with

peers, but. for whom arrangements'couid not be made.

¢

. !
It was hypothesized that greater institutional sSupport

of peer contact opportunities for those who wanted it would
. f

enhance . achievement, produce more satisfied students, and

loyer dropout rates. It was alsé predicted that students who
7

wanted, and had, study group support would outperform’ those

who wanted it but for whom it could not be arranged (i.e%,

3

the quasi-control group). The tr®atment groups and control

group were comapred on variqus achievement measures, a meas-

ure of self-perception of learning‘achievement and various
'\

attitude measures. No significant differences were found

between the three treatment groups or between the treatmenf“
}

groups and the control group. Thus; no suppoyt was found.for

either of Keegan’s hypotheses in the analysis of the treat-
- P N h
& ' S

mént sample.

a

*

An analysis of a larger student sample, based on

responses to a questionnaire which asked for a self-rgport of

[

ﬁ\j

o,
-

~——



A

<

/ ¢ [ - \ “ u' y
'Uistance\Educatidh 168
s

cont &t with peers and former students did lend support to
Keegan’s first hypothesis concerning dropout. Howeyer, this

rger sample differed from th€ treatment sample in two

e

important ways: a) 1nd1cation of peer contact was ‘based on a

one-time self—report\of behav1or, and, b) there was no way of

* knowing {r students ‘did not report peer ,contact because they

P
a

a
wished to study on théigbpwn or bé?éuse'they could not -
arrange to meet with other student's. v

Jn the analysis of- the larger sample, a positive

'relationship between level of peer contact and final academic-

-standing ‘was found_in one ‘of the targeted courses, namely,

- »

\Communication . Students who reported nd peer contact dropped

"t
s 'y

n\.out significantly more often’ than s%ydents who- had contact

*y

Pwith peers Students who reported contact with peers and

*

‘

.

fokmer students (who .had already successfully completed the
course) were more likely to~rece1ve honors grades (i. Q
) P -

above 80%) than atudéqt ho reported contact wrth:peers only

' r

or those who riﬁﬂfted.no contact at all. A followup study'.

nificant'results were obtained'only in one of

»

ekplored why 's
the three targeted’tpurses' Prior knowledge indicated that .

the Communication course was, often recommended to students.
whq were just begin#&ng the . program as 1t was. deemed the

\
easiest of the three Module I coursesa The results of the

followup analysis letft’ credence to this susp1c10n, sthdents

»

. in thg. Communication course had completed Significantly fewer

traditional universities. Added-support for this
’ < ’ ¢

program ‘courses than students in the other two courses and .

\

‘significantly fewer courses related to banking offered at

*

. ' \ -
N ¢
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-

interpretation: can be found in several discussions (Daniel & °

o

Ma{quis, 1979; Willen, 1981; Lewis, 1984) which stress the

'

importance of supporting students in the initial stages of.

: . »
theic_ggademid programs in DE.’ . o,
. ' k

It was also found, in the Communication courseyonily,
. , N
that the more peer contact report%d by students, the more

often they 'stated that they would recommend program/conrses
to’dthers. Presumably,,this measure could be interpreted as
an indicAtion of satisfaction with the codrse experience.

Keegan s second hypotheSis sgﬁgests the use of measures
capable of determining quality of learning. The pf%sent

a .

ed to address the quality of learning by employ-

1ng the following measures:” assignments sc¢ores, final ,exam

»

score,, self-pekception of learning achievement, various atti—‘
’ '
tude measures and urnstructured diagies kept by each study

group. No significant differences were found between ld@els

. | .

~of peer contact on measur&s of achievement or attitude. This
. . ! > L .

was true both for the treatment sample and the larger sample

which was based on responses tovthe questionnaire, .
.- L
Study group diaries included comments (See Appendix F).

. which indicated that some of the benefits resulting from

" studying with peers could not easily have been accomplished

studying alone (e g., “Studying nith»other pedple made you

think more,” “Other points-of view were helpful to gndet-

. standing, ” “Very helpful, everyone ‘has different yiews.and we

had to_wo;k-it out to see whicn.was better;).Q'Although these
4

sorts of comments' were recorded‘z;th relative frequency from

<

By
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study groups in all three courses, only 25% (13 out of 50) of

T &
the diaries were returned and thus\Faption must be taken in

{4

speculating, how represerntative they are.

)

Thus, a modest:indication of support was found for

. b .
Keegan’s- second hypothesis concerning the quality of learning
? B
in the findings "that: a) sﬁudents who received honor marks,

reported significantly more peer contact than students who

- received onl assiM® marks; and b) comments from study group

st
diaries indicated some of the self perceived benefits of peer

<

-

-

group study. : L
A pértial explaAation for tﬂé lack of significant ‘re-

sﬁlts from the treatment sample analysis may lie in the fact
that final numbers in the trea£ment conditions were smaller
Ehén originally anticipated. Responses to initial inquiries
of stﬁ@ent'ihterest conducted six months prior to the begin-
ning éf thé present'study had promised greater numbers.: It
ig believed'tﬂgt the discrepancy between anticipated and ac-
tual,ﬁ;mbers was due, in part, to the late mailing of initial
forms, the confusion over the deadline to return the forms
and the resulting second mailing. The possible influence of
this unfortunate problem of timing on the results of the
treatment sample analysis cannot bBe&-eoverestimated. A sig-
q}ficaﬁt amount of discussion among DE practitioners is evi-
dent in the literature cohcerning the importance of early
intervention to reduce the‘numbers of early highdrawals, as
has already been discussed. Reporés received from four.{pcal
contact persons (i.e., former.students who had élreadg ‘com-

- - ) /-’\

- \ \

-—
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pleted the targeted courses) indicated that they thought they
could have had more influence on a particular student’s deci-

sion to dropout if they had been able to contact him or her

earlier. Another phenomenon, separate from the issue of tim-

irrg but which affected Ehree sﬁudy groups, was the discovery

: ‘ o
" that when one or more of the study group members decided to
. .

dropout, the rest of t@e,group follgwed. One of these groups

was in treatmeﬁt ievel three to which a’local optact;persén

was préﬁidéd. When two members dropped out, th ,remainLng

member began to initiapeumore contact with the local contact

person and compiéted the course, pérhaés indicatinguone po;

tential value of a local contact network. R
The present study considered the stated stu;¥/ﬁxefer-

o

ences of studeqts in sfructgring the treatﬁen£ design, a con-
sideration not included by Keegan in the statement of his
h&potheses. In the present study, only students who stateq' ‘
thqt they desired to work with other students were'offeied
the option of\study group coritact and contact with/formgr
students.‘ Students who stated they preferred to work on:
their own wéré also followed for purposes of comparison. It
was'found that students who stated they preferred to work on
their own had successfully comp eted more progrém courses and
had a higher géneral‘level of educatidn‘?h%n those students
w stated they wanted to wqu with q;hér‘studep;s. This
finding is consistent with that of Willen (1981) who found,.
in a survey of Swedish DE student's, that students with a |

lo%er'éducapional b{ckground,3significantly more than others,

.
’ . . -

»
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would have liked to see an increase in ‘certain acti:ig}es
,which increased interpersonal contact (ire., persomal

letters, telephone calls, and conférence calls with other

stu&énts). She does not, however, refer to any subgroups
. which épecifically stgted a desire to work on their own, as
was addressed by this study. Similar findings resulted frgm
a survey in New Zealand (Williams & Williams, 1984, 1987)
which found that older students, those with at least part

time employment and those without postsecondary

qualifications were more likely to make contact. with area

communicators. 7 3

Further analysis of any différénces in achievement,
attitudes, or final acaéemic standing between the treatment~v
groups, the quasi-control group and the students who
preferred to work on their own produced no significant
results. This finding indicated .that eveﬁ‘though students
stqted different study preferences, whether those preferences ’
were'met, or not, did not seem t& make a difference in
conventional measures of ééhievement or in persistence't§Ward.
completion. These results add to the findings of others who
cénsidered only cqmpletién rates as a measure. Coldeway
(1980) predicted that learners who indicated they wanted to
learn on their own rather than in groups would have higher
completioﬂ‘ratesf(students were only asked their study
preferences, ﬁreatment interventibh was not provided).  He
found no significant differences in completion rates Between
the two groups. Other research has‘éought to identify DE ‘

students as field—depéndent or field-independent (Thompson,

1
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1984; Thompson & Knox, 1987) and identify any corielétions
between personality type and attrition. Whereas field-de-
pendence is also assogiated with a preference for being with
other people énd‘?ieid—independence @itg a more impersonal
orientation, the DE process has been séen as more consistent

with students who are of the field-independent typé. Results

found DE students'more likely to be charactesdzed as field-

4
o

independent (also found by Moore, N\376), put there were no

%

. .
differences found in the completion rates between the field- )
Sent and field-independent subjects.

depen

A secondary analysis of the present study sought to

identify variables which significantly contributed to an ex-
" .
planation of course completion and noncompletion and to self- -~

. perception of learning achievement. Tinto's Modek of Persis-

tence and Withdrawal in Higher Education and other studies )

addressing Tinto's model were used to select and'stqﬁcture

'
‘the variables in this analysis and are used here as a guide

to discussion. This study cannot, however, be considered an

attempt to validate Tinto's modél for two reasons: a) one

intervening variable included by Tinto, namely, goal commit-
R .

_ ment, was not used; and, b) the mode of data collection used

resulted in qugstionnaire responsés which representing a one-
time self report of attitudes and behaviors. Although this
form of data collection has been employed by individuals who

label their efforts as validation, the researcher does not

~find this practice in keeping with the original intent of

Tinto's model.
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Tinto views persistence toward Fomplec'on<in the conven-
Ce tional university as largely a function of the student's aca-
demic and social experiences after enraiiment. Academic in-
tegration 1s described by Tin£o as being primargly determined
by academic ﬁerformance and levei of intellectual dévelop—‘ -
ment. Social integration is deséribed as primarily a‘functioq
of theuquality of peer-group intersttions and the quality of
- student interactions with faculty; Thus, the embhasis,placea
'on interpersonal communicati®n -by Keegan is also a‘majof coh—
ponedt of Tinto's model. Both theorisﬁs hypothesize that™ the
i \ | bgtte; the educational inst%ﬁhtion bfévidés for the,iﬁteg;?—

\ ~ tion, the more likely the studeqt is tp persist toward com-
pletlon: Keegan goés further, however, and hypothes%ﬁfs that
the quality of leérning will also be enhanced. . _

- The present study found that tﬁé total variance
éxplainéd by all of ghe predictor variableéhchosén according
to the major components of Tinto’s model wés 51%. Tﬂis is
"somewhat higher than the‘éz%'found by Sweet (19863, who_ -
attempted to formally validate Tinto’s mod%l in a DE setting.
This information alone would seem to indicate that Tipto’s
model offers a good explanation of dropout b?havior in DE.
Héwevgr, in this analysis, indications of acédemic and social
’}ntegrgtionIQere ﬁuch moré unequal than prediéted Ry Tinto’s
model. The mean score omn course assiggments was by-far theﬂ,
) mosf impo;tant in discriminating betweén students who h

ot . completed courses and those who did not. This finding
. f

indicated ;that even thouijkétudents who did not complete the

-




TSR
I

i Distance Education 175

course may have submitted fewer assignments than those who
completed, the overall mean on the assignments they did

submit was-significantly lower (50% versus 83%) .- It seems

(4

" likely from this finding that since assignments often

constitute the majority of, if not all, the feedback which
students réceiﬁe\ffom DE institutions, then low asgignment
scores woula be particglarly likely to lead ;o'disqo€§§gemenp
and hence, withdrawal. The comparatively iarge contfibution
of.assignment scores, while somewhat disproportionéte
according to Tinto’s model, is more consistent with ofher
studies in less conventiéﬁal university settings (i.e.,
nonresidential, urban univgfsitiest (Pascarella; Duby, Miller

& Rasher, 1981; Pascarella and Chapman, 1983) No comparison

can be made with the only study to .apply Tinto’s model in a
[ .

DE setting (Sweet, 19©86) because the unique contribution of

" variables employed in the discriminant functions anélysls was

not reported and Sweet did not use actual grade point average
as one of £he variégies considered to be an indicator of
academic integration. |

Other variables maXing a significant, uniqué
contribution weré, in order of importance: contact with peers
and former students who had;aireadéwsﬁccessfully complgted
the courses; intention to take another program course or rec-
bmmend’the saeme t0'another1persoﬁ; and Qrevious experience
with éorrespdndence courses offered by other programs besides
the térgeted program. ‘ |

Coﬁtact with éeers is considered by‘Tfnto as the most
important co&ponent of social integfaﬁion and in thts study,

|
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_although much less important than the indication of academic‘
inteérationﬁ peer contact surfaces as an important element in
the explanation pof course completion and noncompletion. The
other element in addition to peer contact considered by Tiqto
to be part- of social integration, is faculty-student contact.
In the present study, contact with program staff or markers

was not found to be significant in distinguishing those who

\ . .
completed from those who did not. This finding differs from

3
]

Sweet (1986) who found that telephone tutoring between DE
tutors and students contributed directly to completion
status. A partial explanation for the disagreement may be
the relative lack of opportunity for such contact in the
present experimental setting as compared tg Sweet’s settinhg
and the inability of the present study to collect adequate *
information about these contacts aying to its proﬁlems with y
pertinent questionnaire items and inability to collect this
information directly from program staff as originally
planned.

Validagion studies of Tinto’s model in Eonventiopal,
residential university settings (Terenzini & Pascarella,
1978, 1980) 'did not find £hat studen§ background "
characteristics were‘significantly correlated with decisions
to pefsist to completion or voluntarily withQraw. Similar
- studies, conducted in less conventional university settings “
(nonrresidential urban and commuter schools), reported

slightly more direct affect of background characterisdtics on

decisions to persist (Pascarella, Duby, Miller & Rasher,

a
[

a

P
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commitment (i.e., a dichotomous measure askinig the student if .
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1981; Pascarella & Chapman, 1983). Sweet (1986) feeﬁd that
background charactéristics of DE students explained 11% of
the criterion wvariance, a signiﬁicant proportion. In the
present study, oniy\Fwo experience veriables of the see of
student background characterietics were found to make a
sign;ficane contribuﬁion to the explanation of course
completion or non-completion, namely, previous experience
with the correspohdence mode of educaﬁipn in éeneral and
successful completion ‘of at least one program course. These

particular variables were not included as student background

characteristics in Sweet’s study, but were inblqded in the

" present study based on previous fiddings reported in the

literature. Coldeway, Spencer and Stringer (1980) similarly

found that while none of the demographic or personal factors

" predicted course EOmpletion,'if students completed the first

unit in a course or had already successfully completed a

distance education course, they were much more likely to.

' complete a second course.

Sweet (1986) suggested that a reasona?le intefrpretation
of Tinto’s concept of institutional commitment in a DE system

would be a dichotomous meaeure of studé%ts' stated inteﬁtions

wfo re-enrol in program courses. , The present study folloyed

Sweet’s suggestion in investigating institutional commitment

and included a second measure to strengthen evidence of

they would recommend program courses to others). Both meas-

ures madet significent'contributioné;'those who cempleted

-

>



Distance Education 178 /

courses were more likely to re-enrol and to recommend the ‘
same\to,another person. -

A final analysis sought an explanation as to why stu-
dents had various impressions of their owﬂﬂlearning achieve-
ment. Students were asked to irffdicate how much they felt
they had learned from the correspondence course in which they
were enrolled. The question was structured as a semantic
differential scale; four groupsowere established on the basis
of the responses. The same predictor variables, organized G
according to Tinto’s model, were used as in the analysis
which sought an explanation of course completion behaviors.

This was done for purposes of comparison even though'Tinto's
model is a causal model of compLeﬁgon and.withdrawal and was
not intended as;an explanation of other issues. The total
variance explained in this analysis was 33%, still jndicating
a useful framework for discussion. , J

r

Of the five variables which made significant and unique T
contributions, three of“Ehem were from the set of variables |
indicating academic intedration. Each of the three was at
least twice as important as either of the two remaining .. -

\ . .
significant variables (i.e., one from the set of variables

describing background characteristics, the other social-
integration). Results indicated that the more students
learned from the textbook and module notes, the more they
felt they had learned from the course; predictable in a DE

program based on correspondence materials. 1In addition, the

more students felt they learned, the higher -the mean score_ on
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as§ighmeﬁts, again proﬁably preéicgable in a cofrespondence
based program where feedback is almost exclusively through
-assignnents. . )

Results also indicated that the more studénts felt they
learned, the more likely they Qere to rec&hmend proéraﬁt
courseé to others, suggesting that éatisfaction,oas.well as
the convenience of DE, play a role in institdfional commit-
ment. Less-expecteg*was the finding that staff/marker-student
contact also made a signifiéant contribution to the explana- ‘
tion of éelf-perceptioh of learning achievemént. Thig find-
ing was a bit more difficult to interpret because contact
increased with reported learrfing over the'first three 6atego—
ries, but contact was the least ambng phose in tﬁe fourth.
category who report;d learning the most. A possible egplandi'
tion may lie in the concépt 6f the autonomous learner being.
best suited’'to the DE ‘formpf. Perhaps- those who reported
learning the most were indeed the most autonomous learneés
gnd thérefore the least likely to seek contact witﬁ ﬁxog;aT
staff and markers. This is tentatively suggested, as po'in—

formation is available about the nature of the contacts. ' It
is possible that many of the conﬁécts. mefely concerned -

N

clerical or administrative issues.

-
a @

. )
Implicatiohs for Practice and Research-
The notion that iﬁterpersonal communication may

contribute to an explanation of dropout-—in DE is gathering:

more and -more support. Several program evaluations and .
N . , ‘
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research efforts discussed in this paper have found support

&~

for the addit;;n of intetgezéonal communication components. :
éeneralization of .these findings is tentative because of a

lack’ of concern for'comparison of the experimental setting to
other DE settings. Interpersonal communication has taken

various forms in these studies, from the production of both

‘printed and nonprinted instructional mate:ials,designedato

achieve as many of the characteristics of interpersonal
communication as possible, to telephone tutorials between ;

students and.DE tutors. The present study, attempting to

generalize findings only to Type I DE institutions, found

v

modest support for the incorporation of interpersonal

!

1

»>

.communication in'the form of study groups and local contact
person networks, thus lending’suppott to Keegan's first
hypothesis concefning attrition in DE.

Qindings from the present study were also usefully"dis—
oussed in the framework of,Tinto's'Model of Persistence and
Withdrawal in Higner Educétion.. Peer contact was found to
make a sionificant contriputfon-to the explanation of course
completion. . | ,

. Keegan'pfesumably bases the validity of his assumption,
_that reintegration‘affeots attrition, on the student motiua—
tion which results when the*learning process is facilitated -
through interpersénal communication. Tinto bases the valid—‘ o
. ity of his model on the notion that students will be moti-

-

vated to persist toward completion if they have a sense of.

“belonging” to both thif quemic and social structures ‘of the

Pl
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k a2
institution. Whether students are motivated to persist ‘be-

A}

cause, of their learningiexperience or because they feel’they

L4

belong, or both, has not been established. However, the

practical implications of the research to date make practices

-

which choose- to incorporate Fore interpersonal communication

b e

theoretically defensible and 1ikely to succeed in lowering

general attrition rates.

~\ ‘h second hypothesis"proposed by Keegan concerns the

-

quality of learnino; there is$¥et little information which

{ o - .
concerns this issue. The‘present study .attempted to\address

i

the quality of learning through the incorporation of measures
other ‘than attrition rates, but with very limited results.

Students who rgported the most peer contact more often”v

k)

received honors grades, but thlS may only indicate that thp
has A,

more conscientious students sought contact and does not ’

&
{

necessarily speak to any éffects of groupnstudy: In '
addition, diaries submitted by individual, study groups and
reports submitted by'former students serving as local contact

persons prov1ded some indication that ‘students working with

:others may have’ had a qualitatively different learnina'

experienc% than those students who (by ‘choice or by lack of f

opportunity) studied-r aloné: Further investigatio&%éf

. Keegan’s concept of quality .in learngﬁ% seems a viahre

direction for future regearch in DE. This would, however,

require a more indepth look dt the function of interpersonal

communication in DI

@ e

The particular medium/uhich_ié to “carry"hinterpersonal

s » ! . ; . : P ——

.
-

-~

-
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communication is not, in this re;earcher's opinion, at isssue.

Al

Often, especially in North Americah'research efforts in DE,

investigations have centered on the medium rather than the

~ ’ !

more important issue of a, sound instructional 'design,

—_ .’ |

o Further investigation of 1nterper§onal communication;in DE

might profit from consideration of the followxng ideas:

- Intefpersonal communication in DE have different 7

purposes.” Research.efforts to date rave simply

considered contact in general, (i.e.,'student-tutor

'

" contact, peer contact, etc.), and,

. .
- Different learning objectives and/or subiject

contents '‘may be facilitated best. by various amounts
or types of interpersonal communication

An orgahization iqaﬁroposed herein which focuses. on the
.' .
purpose or‘nature of the interaction (or interpersonal commu—

LY s

nication) in DE. In this organization, interactiop i's
defineo as a process of éomm&gication between students and
the instructor (or tutor or other such person), or among stu-
gents, 0£ the‘“internaf; conversations prompted by the design

ofinstructional materials. Three possible purposes of per- -

sonal communication in.DE are identified. Figure 9 prasents

[ethese possibilities graphically. "All three possibilfties are

important to the overall task of distance education and"pro-'
vide what is geqerallj readily available in the conventional

educational setting., The three possibilbties, as represented
in Figure 9, are placed according to their direct applicabil—

1ty to the subject content, which forms the center of the

v

‘ ’ B -
graphic. .
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' The‘first possibility concerns communications for which

1

the purpose is the further -understanding amd exploration of
PO
the course content. If program descriptions in the literal
L .

ture-can be taken as fairly representative of current prac-
_tices, there are few programs which héve used structures de-

veloped to facilitate interpersonal communication as;a méans'
. of developing ;ntellectua} skills. Few proérams have

fécused,gn communication specific tq'the»content as an’

Tt

instructional goal. ,

The second level shown in Figure 9 has been more-

~

frequently addressed in program design. Labelled as,

.

counsélling, theée communications may include motivational
support and non-academic ;;oblem solviﬁg. 'The need for‘such
interaction has been addressgd‘seve;al/timgs in the litéra-
ture (Heinze, 1383; Moore, 1981; Woolfe, 1984). '
. The third level refers td interaction which gene&ally,
in traditional univergity education, takes place at the be-
égin‘n}hg or end of class (e.g., clarification of assign%gnts, ,

due dates, etc.). Although the distinbtigns between these -
categories can and do blur, the point here is that relati&ely
littlé effort has been made to include inteliectual develop-.
megt as aféog; of interpersonal communication coma?nents in
DE, or to evaluate the péssible learning outcomes.

» Course development efforts in DE have often become

locked into the “instructional design formula” resulting in

courses which “look” alike, regardless of learning object ives

s

. <

or subﬂect,content. . Conventional educatidn in higher educa-

4

x
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L}

tion is quilty qf the same with a large percentége of courses

across departments taught in eiactly the same maqfer. THe
difference, ofwcourse,'is that (at least in theory) physical .
presence provides students witﬁ more control over the in-

structional process and instructors with more opportunity to

’

.

respond spontaneously to students.
- In the case of DE,‘Baath (1982) has proposed the begin-
o 1 0y

nings of a theoretical basis on which to make decisions about
the interactional requirements of “various learning goals.

vt ’ s
Baath (1982) analyzed the following models chosen to repre-

A

sent a scale of varying theoretical'approacﬂes to learning:

t
AN

Skinner's bgﬁavibf‘control model -

Rothkopf's model for written instruction

Egan's structural communication model-

- Bruner's discovery learning model

Roger's model for facilitation of learning (p. 14)

In considering DE against these céntemporary teaching\

models, Baath provides the following two ‘general conclusions:

1

1xModels with)stricter'congyol of learning towards
fixed goals ténd to imply, in d{s;ance education, &
¢ ‘ greaéér emphasis on the teaching material'tﬂan on
. the two-way commun;cation between studeﬁﬁ and tﬁtor
inétitufions.
2) Models with less control of learning towards'fixgdi

goals tend to make simultaneous communication

~

e
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, *  hetween sfyﬁent and tutor/institution more desiyped,

this communica;ion,taking the form of either fdce-
‘ to-face or telephone contacts. (p. 15)

.4 4

v
< “

Baath also reldted various types of instructional gpals ,

(verbal information, intellectual skills, cognitive

o

strategies, attitudes and motor skills} to the various f

. _ /i
teaching models, information which has been well established °
Lt . r : RN .
. in the literature of conventional instruction. As one might

expect, models with stricter control afé related to verbal
information ard jnteéllectual skillslbecause the need for oral
'dsimuftaneous communication is predicted to be rather limited.
The need'for personal interaction' is necessary for cognitiée
‘strategies,‘attitudes and motor skills and is therefore
related to the teaching mpdels with less control of learning
Baath's analysis, while incomplete, does provide a framework
for further development. Crump and LiVingston (1981), -in-an ‘
interesting and uncommon description of practice in DE, bring
to light a specific insﬁance of«subject content best
- . facilitated through interpersonal communications and how this
was accomplished in tne DE context. . . . . .
In this researcher‘s'opinion, DE research in higner '
education should now_focus on the learning process and how to
"best ﬁacilitate learning with respéct to its diverse
population‘of learners and various instructional tasks. Many -
current DE efforts, nnich operate within a model of

3 .
traditional correéspondence educa®ion, are often.criticized as

> . ’ (
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. ' / . °
not providing “true” education, but rather turning out
: ' : / ’
! “passive consumers of knowledge” (Rumble, . 1983) . Perhaps the
key to changing this image lies in the creative planning of
. * interpersonal communication opportunities. ¥ '
' s ‘ . o 1y ‘ !
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Place a checkmark on the’ line to indicate your response to each of the
following statements or questlons.

1. What is your age?
__20-25 __26-30 __31-35 __36-40 __4145 __46-50 __Overs0

¥oe What s the total number of years of schooling you have completed?

08.__ 09 10 1112 __13 __14 _. 15 _'16+

3. Indicate below the highest degree or leaving oeniﬁcate that you’hold: )

L High School ______University (graduate)
College _____Other. Please indicate here
___ University (undergraduate) < ‘ ]

‘-
- N ’

You may find It necessary to check more than one response in the next four (4)
questions. .

4, In whrch PEP (Personal Education Program) correspondence course(s) are you
currently enrolled?

Fundamentals of Accounting _____Communication

Business Administration . Other. Please Iist‘:'

. 5. WhichPEP (Personal Education Program) correspondence courses have you
successfully oompleted todate?

This is my first course Communication

Fundameritdls of Accounting _____Other. Please gst:
Business Administration -

6. ~ Why are you taking correspondence courses through PEP?

| wish to further my education.

| am taking courses out of interest only. ' Y
it was recommended by my supervisor at work > X

Ithink it will help me to gain promotion in my pob . e
Comrespondenca courses are more convenient for me than going to University

_____ I think the course information is both relevant and help(ul in my job.

Other Please explarn .

L

7.  What do you feel are the most ditfic. )t aspects of education by oorreSpondence
or "distance education"?

Afeeling of isolation. .

+_Finding the seli-discipline necessary to study on my own.

_____ Mesting assignment due dates.

. Not having the possibility to discuss questions with a professor. -
—Lack of opportunity to have discussions with other students..
Not knowing how you are doing compared to omer students inthe course.

—_Other. Please explain:

i




Place a check mark on the llne to indicate your response to each ot the .
tollowing statements or questions.

8. . Have you ever enmlled in other correspondenca courses oftered by colleges,
universities or organizations other than PEP?

YeS - NO - ¢

9. HowmanyICB (Institute of Canadlan Bankers) credit courses have you successfully
! completed at a University? .
0 1 2 3 4 5 6+

r

The following questions address only the current sesslon In whlch you are
enrolled, October 1986 - March 1987.

3

10. Did you receive your course matenals (textbook and module notes) for the course
you are currently taking before October 1, 19867

Yes . Nq

. ‘v

11. Were there missing pagés from your module notes or assignment sheets? (It NO, proceed to question #14.)

\ . | 3

Yes No . - . '
12. Didyou notify PEP about the missing pages in your module notes or assignent sheets? /
Yes No '

13. Were the missing pages mailed to you by PEP?

i)

Yes No

14. Were there mistakes in your module notes or assignment sha'et,s? (f NO, proceed to question #1 7.)°°

Yes __No !

15.  Didyou notify PEP of the mistakes?

Yes No .
16. Were corrections expiained or mailed to you by PEP? é .
Yes . - No ’

17.  During the cutrent session, have you ever called the PEP toll-free number? (If N('), pnocaeg 1o question #22 .)

Yes i No

.

18.  Approximately how many times have you tried to call the PEP toil-free number, whether or not successfufly?

0 .15 6-10 11-15 16+



19.

s}

- 20.

21.

22.

. 23.
&

. by e
How many times have you called the PEP toll-free line and successtulty reached ong of the PEP staf{?

0 1 2 3 4 __. 5 6 7
How many times have you requested that your course tutor retum yourcall?”
- ‘ %
0 1 2 3 _4 5 6 5 7

i:low many times has your course tutor retlumed a telephone call at yourrequest?

X | .
o0 1 2 '3__ _4__ 5__"_6 7 .

\

During the current session, did you speak to or meet with one or more persons taking the
same correspondence course you are taking? (If No, proceed to Question #24.)

)

Yes No

Ity you spoke to or met with one or more persons takmg the same correspondence course as you are, which
of tha following statements most closely describes your meetings?

We discussed the course casually once or twice.

We discussed the course casually on saveral occasions.

We met onca or twice to discuss specific assignments or readings.
We met several times to discuss specific assignments orreadings.
We met on a regular basis to discuss assignments and readings.

Other. Please explain:

|

‘ ]

24— During the current session, did you spéak with anyone who had already completed the

25.

26,

correspondence course you are taking? (!f No, proceed to Question #26.) /

Yes - ' No

/e

it you spoke to or met with anyone who had already completed the correspbndence course you

are taking, which of the following statements most closely describes your meetings? /

Wae discussed the course casually once ontwice. /
We discussed the.course casually on several occasions.) )
_____Wae met oncs ortwice to discuss specific assignments or readings. /
. We met several times to discuss specific assignments or readings. ,
___+__We met regularly to discuss assignments and readings. / . s
—___ Other. Please explain: e

S

Did you usethe study buddy list sent to- you inthe man to contact other studems taking the same course as
your are? ‘. :

/’

Yes . .




.

. . .

L4 o
. “

27. ow much do you teel that each of the tollowing course components has helped you to leain trom the
/ con'espondence course you are taknng" (Circle a number to the right to indicate your response.)

Not . \un
; , . N/A Helptul - Helpt

/ . Textbook - - s ' 1 2 a3 a4 -8
/ | Module Notes | | o 1 2 3 a5
Audio Tapes - ’ —_—— 1 2 3 a4 s
Assignments ’ - 1" 2 3 4 5
Comments on assignments from graders . ’ 1 2 3 4 5

Discussions with PEP staff . * ’
reached through the toll-tree number — 1 2 3 4 5
Discussions with the course tutor o1 2 3 4 5
Information pro'vidgd'on study and exam strategies — 1 2 3 4 5

28. Do you feel that any ofthe 1ol\owmg could have beenimproved? (Circle a number at the nght to indicate

- your respon;::e ) N Not improv
K _ . Improved A Grea
PX N/A At All, Deal

‘“ Module notes (in general) . 1 2 3 4 5

// T ' : .

Audio tapes 1 2 3 4 5
v/w/itten instructions in the module notes - 1 2 3. 4 5

/ Written instructions on assignments —_ 1 2 3 4 5

/ -
,  Time lapse between submitting an assugnment :
k2 . and getting it back , , e 1 2. 3 4 5
/ ' Comments on assignments from graders —_—_——— 1 2 '3 4 5
;
// Availability of PEP staff . —_— 1 2 3 4 5
s N )
’ Availability of course tutor = . 1 .2 3 4 5

<29 How much do you feel you have Ieamed fromthe correspondence co;,use you are
Y takmg" (Circle a number to indicate your response.)

- Nothing .. ., Alot
1 . 2 3 4 5
! | ] l 1




30.  Would you take afother correspondence course through PEP? .
- : : YBS No . . . .' X . ‘*~ - )
- Comments: ) ' S o

31. Would you recommend taking a corespondence course through PEP to someone else?
Yes T No
Comments: =, i “
v h ‘ .o N
%
\
P e et s o
N ) ) it
PR * . . >
e | ,
L4 o —a -
A} ) ;
) - -
- ! .
- P .
-' . 7’
— Al .
] ‘ é!.
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. PEP Program :
Study Group Questionnaire’

i ]

1. Check the courses you have completed in the PEP program.

Communication ,

! . ee——Business Administration
Fundamentals of Accountin
——— Other. Please specify

)

or studied with any other students taking the same PEP

o 2. Have you ever mct:”
,course? & s > —
_.\:._Yea o
| rNo (If no, skip to Que’ation #6)
/ 3. h:.ch couraes did you maet or study with other studen(:s takmg the same
/ PEP” course? , .
/ — /' . ’
| Communication
/ Business Administration
’ Fundamentals of Accounting -
; .Other. Please specify
L]
/ q. For each course in which you met with other students, plea'ae indicate on
/’ ‘ the chart below approximately how many other at\udenta you met w;th and
; approximately how often you met.
’ Approximately how many other Approximatelf how many times
- ) students did you meet or did you meet over the entire
' , atudy ‘Vrith at the same time? coursea? ,
Communication ‘ i
-4 * R ‘ /
Business ) ) )
Administration '
~ i / -
Acqountinq
k) ! * ’ .
Other course? . ¢
- Please specify - .
1 1 . &\( *
. . 3

"\




5.

Please briefly describe what you did when you met with othex students,
_i.e., discussed readings, worked on assignements or othet activities.
“‘you did different things for different courses, please indicate which
‘activities belong to which courses.) .

-« ‘;{2’/ .
If you never met or studied with other students in any of your PEP

courses, please check the reascn or reasons why not. (If you have met or
studied with othér students taking the same PEP couY¥ses, skip to questijon

7.

Prefer to study algne .
Would have liked to,” but it did not work out
No one contacted me

Did not consider the possibility

Other, Please explain

'

While taking a PEP course, did you ever meaet or study with anyone who had

already completed ~the seme PEP course?

No ,
Yes. Please explain how it did or did not help you

———

&

Which of the £5 ing do you consider would help in the formation and
functioning of gtudy groups for PEP courses?” (Chaeck more than one if
applicabla.) ‘ '

meeting places, etc.)

provision of suggested study activities or additional support
materials based on course contant (e.g., exercises, case studies,
study guides, videos, etc.)

assistance in establishing contacts among different study groups
‘e assistance in recruiting recent graduates of the same course to
+ provide orientation information to study groups

content and assignments :

¢

other. Please explain -

assistance in forming study groups (e.g., phoning students, arranging

assistance in recruiting recent graudates of..the same course to be
available (to study groups or individuals) for questions about course

’ B

—

" - (%

.._.i..——ﬁr'—“ ;



9. What do you(conaidet to be the main advantages and disaﬁvan&agqa of
meetings with other students? * . "

Advantages:

Disadvantages: \ - o~
10. Do you have any other comments about study groups or student support
services in general for the PEP Program?
i R ' o
‘ |
hd A\
‘” A
- 4
- ¥ . o s t
|
‘ ' . ’ ’ L]
N Thank you very much for your tima and éooporatioul!l ' °
r r
* LA .
o b
. ) .7 . . . . '
< >,
N . ~ . i . j""‘ .
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Student Study Preference Form
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;) [ r
7 .

I am interested in meeting with other ‘'students during this course - . -
e 1 -m3Y  also be intetested in helping to cocrdxnate a study g:oup

- ~

. I alrgady .have made plans to meet with the followi.ng students talufxg this ,

course: .
%

(4

A

[ ] -

v

5
I am not 1interested in meating with qther students; I prefer to study on my
) o T ' LT

’ own. .
‘ [}
Additional Cohments: X . - - ,
< \ ) &_ - - ¥
- - ! ’ '
Name: LA
K3 ot
Student Number: . : )
. * N
Address: o . . :
Home - - Work ;ﬁ - e -
- E |
-
» . >
o . ‘e . © v
Phone: - . . : . ; .
) . ’ R
\ L . . A 1
_Best time to contact you:- ‘ . , T -
Course you are registered for: -
B . . . . " @
Communications
BiSiness Administration .. IR - . B
= Fundamentals of Accguriting - . ,
. Other. Please specify L -
. ” * . y N - . :
Session you. are x:.egistered for:: * ., "
September. to March - . " '

September, to June '
Other. Pleasa specify
: L ¢

N . B N -
.8 3

To facilitate :outing of ui.l please vritc th. following on the “return cnvnlopq
Attention: Chcryl Amndnca

' .
-



~

NV\\ .
Appendix D

Study Group Journals
. (Organized as a booklet)
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MANOVA Num'be{ One - Accouncing Course
B . ~

Variable Code Mean std. Dev. N
Meaan

Treatment Group 1 .86 .08 3
Treatment Group 2 .81 .14 3
Treatment Group 4 .79 ) .10 4
Treatment Group 5 .87 .04 8
For'Entiré Sample .84 . .08 18
Exam .

Treatment Group 1 . .45 .29 3
‘Treatment’ Group 2 .34 .14 3
Treatment Group 4 .63 .28 4
Treatment Group 5 .56 .14 8
For Entire Samble .52 . .21 18
Item 62 - )

" Treatment Group 1 — 3.67 . + .58 3
Treatment Group 2 \ 4.33 ) ©.58. 3
Treatment Group 4 3:25 .50 4
Treatment Group 5 4.13 .64 —& .
For Entire Sample 3.89 .68 18
Item 2 B
Treatment Group 1 5.33 ° .58 . 3
Treatment Group 2 5.33 - .58 3

- Treatment Group 4 6700 1.83 4
Treatment Group 5 5.75 1.28 8 °
For Entire Sample 5.67 1.19 . 18
Mu.ltivariate Tests of S.tgn.lf.tcance . .
(S-3M--1/2N-41/2) £

. . Approx.’ Hypoth. .Error Sig.

Test Name ~ Value . F DF DF of F
Pillais .87 1.77 9.00° 39.00 11
. Hotellings 1.83 1097 9.00 . -29..00 .08
Wilks .30 1.97 9,00 26.92 .09
Roys .60 ) i .09



F) s

.* MANOVA Number Two -— Businessv‘Adm.inistration Course

Roys Rl .18

A )

Variable Code Mean Std. Dev. N
Treatment Group 1 .85 .05 5 R
Treatment  Group® 2 .83 .05 9
Treatment Group 3 .04 .02 2
Treatment Group 4 .81 .10 7
Treatment Group S5 - 87 .04 10
For Entire Sample. ' .84 .06 33
Exam ’
Treatment Group 1 .63 .08 5
Treatment Group 2 .60 ..16 9
Treatment Group 3 .63 .04 2
Treatment Group 4 .59 12 7
Treatment Group 5 -~ .66 .09 10
For Entire- Sample . .62 .11 33
‘Item 62 ’
Treatment Group 1 3.80 .84 5
Treatment Group 2 3.89 .18 9 -
Treatment Group . 3 3.50 11 2
Treatment Group 4 3.43 .98 7 .

~ Treatment Group 5 3.90 .88 10 é

' For Entire Sample 3.76 .83 .. 33

0 Item 2 - 7 Co.
Treatment Group 1 4.20 .84 %
Treatment Group -2 5.00 .87, '
Treatment Group 3 6.00 1.41 2
Treatment Group 4 5.57 1.13 7

* Treatment Group 5 - 6.50 1..27 10 -

For Entire Sample =~ - 5.51 "1.30 . 33
Multivariate Tests of Significance
(S=3M=0N=111/2) .
— Appro;i. Hypoth." Error Sig.
Test Name =~ Value - F ~ ' DF DF of F,
Pillais .23 © .55 12.00 . 81.00 .87
Hotellings .27 .53 12.00 .71.00 .89
Wilks .78 .54 12.00 66.44 .83

.69



.

MANOVA Number Three — Communications Course,

Variable Code Mean Std. Dev. N
Mean . ’ . , ) .
Tteatment Group 1 .83 .06 12
Treatment Group 2 .82 - . .04 4
_Treatment Group 3 .83 .02 e 7
Treatment Group .4 .80 S07 12
Treatment Group 5 .84 .04 12
For Entire Sample .82 . .05 . 47 |
- Exam °
Treatment Group 1 .14 .08 12
Treatment Group 2 .64 - .09 . 4 ,
Treatment Group 3 .73 ' . .06 ’ 7
Treatment Group 4 .75 .08 12
Treatment Group 5 .78 C.09 ) 12
For Entire Sample .74 .09 47
Item 62 :
Treatment Group 1 . 3.9 .90 . "12
Treatment Group 2 3.25 .96 , 4
Treatment Group 3 4.587 19 - - 7
Treatment Group 4 3.83 . .83 12
Treatment Gioup 5 3.83° .72 12
For Entire Sample . 3.9 .86 . 47
. \ d
Item 2 ) : '
Treatment Groug, 1 5.08 .51 C 12
Treatment Group 2 '5.25 .50 4
Treatment Group 3 5.14 1.57 1
Treatment Group 4 5.75 ©.75 12
Treatment Group « 5 6.00 .85 12 7
For Entire Sample h '5.51 .93 47
Multivariate Tests of Significance
(S-3M-._)0N-18 1/2) ‘ ~ ]
- Approx. Hypoth. . Error Sig,
Tast Name Value: F DF ., DF of F
Pillais - b .43 1.71 i2.00 123.00 .07 °
Hotellings .53 1.66 12.00° 113.00 .08
Wilks - .62, 1,70 12,00 . 103.48 .08

Roys .25. . . .17



N

MANOVA Number Fouf — Pooled Sample of Three Courses

Code

o

-t

- Variable Mean, Std. Dev. N
- e - -
Item 46 . .

4Treatment Group 1 - 4.20 11 20

Treatment Group 2 3.87 1.01 23
Treatment Group 3 4.20 4 .79 10
Treatment Group 4 3.80 .86 29
‘Treatment Group 5 . 4.38 .1 39
For Fntire Sample 4.10 .85 121
Item 47 9 '
.Treatment Group 1 3.75 1.21 20
Treatment Group 2 4.09 .1,08 23
Treatment Group 3 3.70 1.06 10
Treatment Group 4 3.76 1.02 29
‘Treatment Group 5 4.08 .93 39
For Entire Sample 3.92 1.04 121
Item 49 '
Treatment Group 1 3.75 1,37 20
Treatment Group 2 4,00 .95 23
Treatment Group 3 '3.90 .87 10
Treatment Group 4 3.76« .95 29
Treatment Group 5 4.03 .87 39
For Entire Sample 3.30 1.00 121
Item 50 . '

, Treatment Group 1 3.15 1.04 20
Treatment Group 2 3.26 1.14 - 23
Treatment Group 3 -3.20 1.32 10
Treatment Group 4 3.31 1.11 29
Treatment Group 5 3.05 1.19 39
For Entire Sample 3.18 1.13 121
Item 51 . :
Treatment Group 1 1.55 1.10 .20
Treatment Group 2 1.48: 95 23
Treatment Group 3 2.10 "1.20 10
Treatment Group 4 1,55 .95 29

" Treatment Group 5 1.59 1.19 39
For Entire Sample 1.60 \ 1.07 121
Item 52 _
Treatment Group 1 1.10 .45 20
Treatment Group 2 1.17 .49 . 23,
Treatment Group 3 1.00 0.00 10 -
Treatment Group 4 1.45 1.06 - 29
Treatment Group 5 1.41 ©1.16 39
For Entire Sample "3.29 .89

121



Item 53

Treatmant Group
Treatment Group:
Treatment Group
Treatment Group
Treatmeﬂ%,Group
For Bnti&e Sample

Item 54

Treatment Group
Treatment Group
Tregtment Group
Treatment Group
Treatment Group
For Entire Sample

Item 56

Treatment Group
Treatment Group
Treatment Group
Tréatment Group
Treatment Group

For Entire Sample

Item 57 ,

Treatment Group’
Treatment Group
Treatment Group
Treatment Group
Treatment Group

For Entire Sample

Item 58 i
Treatment Group,
Treatment Group
T;eaﬁgs;;*gxoup
Treatme Group
Treatment Group
For Entire Sample

Item 59
Treatment Group .
Treatment Group

, Ireatment Group

Treatment Group
Treatment Group

For Entire Sample

U W (S I W S I N B G W N ot W= [V VU N B

O W N

2.70

J 2.74
3.30

2.55°

2.33
2.60

2,35
2.30
2.60
©2.10
2.08
2.21

2.35
2.30
2.70
2.14
2.18
2.26

‘2.40

2.65
2.10
1.83
2.44
2.30

2.175
3.74
2.90
3.14

© 3.31

3.22

2.80
2,70

2.70 .

2.69

2.82

.2‘75

1.17
1.32
.06
.15
.22
.22

[

[N

.93
.02
.17

o

.98

.81
.97

.94
.99

.94
1.23
.99
1.00

297 .

1.05

1.29

1.21

.88
1.48
1.30

$1.32

1.20
1.29
1.49
1.47
1.32
1.32

A

20
23

10

29
39
121

20
23
10
29
39
121

20
23
10
29
39

- 121

20
23
10
29
39

121 -

20
23
10
29.
39
121

20
23

.+ 30

29
39
121



Item 60 ’
Treatment Grqup 1 1.50 .89 20
Treatment Group 2 1.61 .89 23
Treatment Group 3 1.90 .88 10
Treatment Group 4 1,66 1.7 29

- Treatment . Group S 1.36 14 39
For Entire Sample 1.54 .92 121
Item 61 ;

. Treatment Group 1 1.45 .89 20/ )
Treatment Group 2 1.57 .99 23
Treatment Group 3 - 2.10 1.37 10 °
Treatment Group 4 1.69 1.23 29 °

" Treatment Group 5 1.53 1.10 39
For Entire Sample 1.61 1,10 121
Item 2
Treatment Group 1 4.90 .72 20
Treatment Group 2 5.22 .67 23
Treatment Group 3 5.40 1.43 10
Treatment Group 4 5.69 1.11 29
Treatment Groupr 5 6.05 1.12 39
For Entire Sample . 5.58 1.09 121
Multivariate Tests of Significance
(S= 4 M= 4 1/2 N = 50)

. Approx. Hypoth. Error Sigqg.
Test Name Value . F DF DF of QF‘
Pillais .58 56.00 420.00
Hotellings .71 "56.00" 402.00
Wilks ‘ .53 56.00 398.93
Roys .24




' MANOVA Numbég’;ive - Accounting Course

Variable Code Mean Std..Dev. ' N
Maan ' .
Contactt 1 .83 ~.10 34 .
: Contact 2 '.83 .08 21
Contact 3 .86 © .09 15
. Contact ° 4 .83 .10 11
" For Entire Sample .83 .09 81 o
1] e . T
Exam . T
Contact 1 .57 .21 34-
Contact 2 * .53 - .21 21
~ Contact 3 .63 *.23 15 ’
Contact v 4 .56 .28 11 .
For Entire Sample .57 .22 81
Item 62 . ) i
Contact ¢ 1 .3.88 69 34 ‘
Contact 2 3.81. .68 21
Contact 3 4.13 .74 ‘15, .
Contact 4 4.00 1.00 11 -
Fotr Entire Sample  * 3.93° .74 81 .
'Item 2 .
Contact 1 5.65 - 1.07 34 ’
Contact 2. 5.19 .68 21 )
Contact 3 5.87 1.60 15
‘ Contact , 4 5.64 - .92 11
For Entire Sample 5.57 1.09 81
Multivariate Tests of Significance
‘ (S=3M=-1/2 N = 36) .
Approx. Hypoth. Error Sig.
B Test Name Value F DF DF . 'ofF .
Pillais .05 .43 ’ 8.00 -228.00 .92
Hotellings 05 - .42 9.00 218.00, .92
' Wilks .95 .42 9.00 180.25 .92
’ Roys .03 - ' ) .66



°

', MANOVA Number Six — Business Administratioh Course

12

Variable ‘Gode 1 . ' - Mean std.

l\
3

" Multivariate Tests of Significance
(S =3 M=~1/2 N = 43 1/2) ‘ g

.ot
T

» b Approx. . Hypot h

Dev. N
Mean ) .
Contact 1 .84 .08 37
Contact 2 T .81 .08 33
Contact - 3 .79 . .13 13
Contact T4 , .81 .08 13
For Entire Sample o .82~ .09, 95
Exam ) ’ . -
Contact 1 . .63 .11, 37
Contact’ 2. o .59 .11 33
Contact >3 . +» .60 % . ¢ 13
Contact .. 4 - .65 .10 13
For Entire Samplé SN .61 .11 96
Item 62 o , .
Contact 1 3.86 . ‘ .89 37
Contact 2 . 3.79 .89, 33
. Contact 3 3.77 . .93 13
' Céntact . | 4 4.15 .69 > 713
. For Entire .Sample . 3.86 .89 96
- ~ ' a'
.Ttem 2 .
Contact 1 .« 5.9F - 1.18 37
Contact 2 5.21 1.08 . 337
Contact \ 3. 6.15 1.21 13
- Contact 4 5.77 : 1.09 13
For Entire Sample 5.7 1.19 96

Error S?.
Test Name . - Value F DF DF. of F
-pillais ' .08 .86 . 9.00 273.00 ° .52°
Hotellings 09 - .84 . 9.00 243.00 .58
wilks . 92 - ¢ .85 .5 +9.00 © 216.75 .57
Roys .05 . . .65
< , \
A3 . ‘ , L] \ o . o .
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-, B . ¢ .t
. e )
, ; . - -
MANOVA Number Seven — Communication Course ~
AT ) _ - ~
&{agiabl? + . Code >, ,Mean | Std. Dev. N - s
"Mean . - -
’ Contact 1 .80 v .10 - 48
Contact 2 .82 .05 41
‘ Contact 3 .82 .05 39
. - Contact K .83 .04 39
 For Entirg Sample - .81 .07 - 167 ,
\ Exam . x )
Contact = . 1 .75 .10 48 !
Contact 2 , 174 .08 41 '
' Contact ‘ 3 .74 .10 . 39 ’ -
Contact 4 . .76 > .08 39
) For Entire Sample .15 .09 167
: Item 62
, ' Contact 1 3.98 .86 48
Contact 2 3.83 .86 41
Contact ¢ 3 4,08 .87 39
-~ Contact / W4 4.10 .75 . 39
' For.Entire Sample . ‘ 3.99 .84 ) 167
Item % . > .
e Contact - 1 5.71 .90 48 .
Coptact 2 ) 5.51 .84 . ‘41
Contact 3 M 5.62 1.0% 39 .
. Contact 4 5.36 - 1.11 o . ,
For Entiré Sample o 5.56 .97 - 167
. . .
A Multivariate Tests of Significance ) X . -
(8 = 3 M= -1/2 N = 79) s § v )
" Approx. Rypoth. Error Sig.
) N Test Name Value ; F DF DF of F
»Pillais r .os %87 ) 9.00 . 486.00 .55
Hotellings . . ..05 b .86 ' 9.00 . 476.00 .56
1 Wilks _ .95 .86 - 9.00 . 389.55 .59
. Roys . .03 g ' _ g .69
I} s ‘ *
~ N » , { . ] ’o
A
‘ ’ ) I e w ) N
’ . o Q!'s:_%.
) ‘ - ¢
P ¢ " ) . . ) ’
> * [ , ‘/pr‘-””"\a
- »~ . " )
' ' : N r A ° ‘ :
. \ ) " ' &
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“\

\\MANOVA Number Eight — Pooled Sample of All Three Courses
- * ~

Factor Code Mean Std. Dev. N
Item 46
Contact _ 1 4,11 .86 157
Contact 2 4.06 .93 114
Contact 3 4.18‘ .79 2
Contact 4 4.24 .74 74
For Entire Sample 4.13 .85 417
Item 47.
Contact 1 3.96 1.01 157
Contact 2 3.92 1.03 114
Contact *3 3.91 1.00 72
Contact’ 4 3.85 -.97 74
For Bntire Sample 3.92 1.01 417
Item 49 . .
Contact 1 3.85 1.03 157
Contact 2 3.84 1.06 114
Contact 3 3.99 .76 72
Contact i 4 3.91 1.05 " 74
For Entire Sample . 3.88 1.00 . 417
Item S50
Contact 1 3.08 1.23 157
Contact 2 3.06 1.12 - 114
Contact 3 2.96 1.14 72
Contact 4 - 2.88 1.23 74
For Entire Sample 3.02 1.18 417
Ttem 51 , ’
Contact .1 1.57 1.15 157
Contact . 2 1.58 1.12 114
Contact 3 ° 1.42 .92 72
Contact 4 1.64 1.13 74
For Entire Sample 1.56 1.12 417
Item 52 * °
Contact 1. 1.38 1.03 157
Contact , 2 1.21 .1 114
Contact - 3 1,32 .95 3 72
Contact 4 1.28 .82 74
For Ertire Sample 1.30 .90 417
Item 53
Contact . 1 2.48 1.24 157
Contact 2 2.56 1.20 . 114
Contact 3 2.46 1.26 72
Contact .4 2.47 1.22 14
' For Entire Sample 2.50 1.22 417

-



&

\

Item 54
Contact

" Contact
Contact
Contact
For Entire Sample
\ e
Item 56
Contact
Contact
Contact
Gontact
For Entire Sample

-

Item 57

Contact

Contact

‘Contact

Contact .
For Entire Sample

4

. Item 58
.Contact
Contact
Contact,
Contact
For Entire Sample

<em 59
Contact
Contact
Contact
Contact
For Entire Sample

Item 60
Contact
Contact
Contact
Contact .
For Entire -Sample

v

Item 61
“Contact

Contact 4

Contact f
Contact-
For Entire Sample

Item 2
Contact
Contact
Contact
' Contact
For Entire Sample

B W N B W NP T e W e BW N NN e B W N -

W N

W N

2.20
2.38
2.25
' 2.39
2.29

2.21
2.27
2.10
2.30
2.22

3.20
3.34
3.00
2.74

3.12 - g

1712,

.99
.96
1.16

.1.07

1.07
.90
.94

1.14

1.01

1.12
1.12
1.13
1.01
1.10

1.32
1.22
1.21
1.22
1.27

1.29

1.22
“1.26

1.29

1.26

1.14

s .98

1.04
1.23
1.09

1.23

.93
1.01
1.27
1.13

1.11
1\91
1.23

1.10

1.09

157
114

72

74 )
417

137
114
72
74
417

157
114
72
74
417

157
114
72
74
417

157
114
72
74
417

157
1114
72
74 »
417

157
114
"2

74
417

157.
114

72

74 -
417



Y

Multivariate Tests of Significance
(S =3, M=75, N= 198 1/2)

\]

Approx. Hypoth.' Error Sig.
Test Name value F ‘ DF DF .of F .
4 . .o .
Pillais = .10 . .96 42.00 1203.00 .54
Hotellings .10 .96 "42.,00 1193.00 .54
Wilks .91 .96 42.00 1184.39 .54
Roys .06 ' .35
\
»: 1
o/
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Study Group Journal Comments

Accounting Course

.

" Comments , , Frequency
’ ! -

Freq;:ency of Maeting“s

Weekly meetings o L2
N : . . \

Frequently, by phone ' 2
« : : .

Casually, at work ‘ ~ 1

What did you do during the meeting?

Discussed the *assignment ‘ .‘ . ' "4
Discu‘s;ed the A're\tuz.;ned :;ASSignments : K
Discussed the text readings . . 6
'Did the s;lf study problems ana discussed the answers 7
- Made notes toggther o)n the readings R a 1
, Discussed the module notes ’ 5
Studied .for the exam together | 6 4' l *3
i,ist;ene;i to the exam stfategies tape together 2
Discussed Mow we were managing with the course - Bt

'3

How/he;pful was‘ the meeting?

‘Quite hel‘;ful | : : I o, N
Very helpful ' ' | 2
‘Reasonably//heipfﬁl - | j ' i A 2
Not 1;_ery. helpful - ‘ ‘ . ‘ 1

Vefy helpful, everyone -has different views and we had
to work it out to see which was better -3
, 2 !

-



Accoux{ting Co;.u:se, cont'd ' ./'
Hi&pful_— ip took all of us‘to figure it out
It upped our spi;its alot

It provided pétter inéiéhﬁ into the problems
Did you encounter ahy probi;ms in the meeting?

i
We understood each other's views, but were not sure
which was correct: .

No problems

-

We have had ta'go ahead in the. chapter we haven't
read to find answers to some assignment problems

All week, we phoned each other, we had alot of
problems with this assignment )

-,
o~

We tried to call the tutor, but the call was returned
'after the assignment was due r

Both of us got two problems wrong and we did. not
understand the answer glven to us as the correct
answer ..

. ) ' )\y{.' ’ .
‘Getting-behind on an assignment created a problem for use‘’

.

i

10



Study Group Journal Comments

Business Administration Course

i

Comments Frequgnty
gow often did you meet?
Weeicly , | ‘ 2
Miuxe.d formal and infoPmal meetings ‘at work and
over the phone 2
Two to three times per assigr;mept K . 1
How helpful did you find the meeting?
Fai%fly 1
Very heleful * ’ t1T
Gave us a better perspective : 1

Helped us to regain confidence "

Helpful - we have different views of the cases
sometimes ,

Very helpful for some, marginally for others

Motivating

We arg a great team -~ togéhter we See to figure it out

We worked out problems - we all seemed to have. the same

ones

What did you do during the meéting? (

Discussed assigfxments and our diffiw%ities with it.~

Compared corrected assignments and compared answers -

discussed

<

-

Just check with each other to see how we were doing

16



-

' Business Administration Course, cont'd.

.3

3
t o

Met tp ask each other about -  questions that had come up
in the readings . .

'Discussed a company' case study

Discussed our recommendations on a  case study -
our reasons for and aga:.nst

Reviewed the questi?ns in the module and textbook

. )

Dtiscussed outlines for our reports/

Listened to {-(h'e exam strategies tape together

Discussed how}\. the course was related to our work
Discussed pro}\?lems each of us was £inding

\

: :Use‘d the textﬁ‘ook to back up ouyr thinking in-a discussion’

*Helped each ot!her undérgtand things )
} . *

L3

, ' \ - L}
Did ypu encounter any problems in the meeting?

5 ! . ' '
Difficult to aziranqe a time to get together o

+ .

No problems i e -
Discussed the time requirements of the.course" and how -
it is difficult \to fint into our schedules

. DY
N

§

People are getting sick and it is difficult to meet

>
-

Ce



3

Study Group. Journal Comment$

Communication Course ) .

Py
v

Comments = °

How often did you meet?

Casually at work and sn,the phone'

E‘very two weeks oo : »
How helpful did you fipd‘£ﬁe ﬁaatiﬂg? ’
‘\}ery helpful

Helpfui - we differed. on the essays, but understood
each other's point of view . . »

Other points of ?}iew are.helpful

Getting together confirmed we were all at the same level
Helpful - we made sute we gwere on the right. track

Good to know someone is there if neeéea

Much better than being alone

Discuésing with anothér person made you think more

Good support for $ach o££er iﬁ writing essays

‘Good - tried to boost each other's confidence X

]
=

Helpful'- if one ddesn'tlunderstand - sgomeone else
usually does

The Communication course would be difficult.by
yourself : ) v

L S <
3

Being our first correspondence course .— it is '
helpful talking to each other. -

-

- 10



¢

émﬁmu%on Course, cont'd.

What did you do during the meeting?

Disdussec‘l our fears of essay writing

Piscussed our work as an example for the assignment
Discussed problems .with the assignment

Discussed the text readings and modu.:Les

-Talked about the exam and our jitters ‘ .

Discussed the essay topics and our ideas and
suggestions - to get us started -

Discussed the multiple choice questions in the modules

Compared and discussed returned assignments

Viewed the vn.deo together

]
[

Did the unit on exam strategies tagether

N

Started meeting 2 times a week to begin reviewing
the whole course - we took .turns preparing each meeting

We reviewed several chapters - one memeber photo—copled
our questions so we could keep them for review,

Did you encounte: any problems during the meeting?

,We  have to be careful to stay on the subject
No time to get togetpeg

It is‘ more difficult to have a meeting with oniy
one other person )
Self-discipline i's the biggest problem - meet:.ng
weekly helped a great deal 7
)

)
The major problem‘was lack of confidence - we have
to constantly reassure each other




