
IDENTIFICATION OF HIGH RISK TELECOURSE STUDENTS 

UTILIZING LOCUS OF CONTROL AND LEARNING STYLE 

by 

BRIAN KEITH DILLE, B.A., M.A. 

A DISSERTATION 

IN 

HIGHER EDUCATION 

Submitted to the Graduate Faculty 
o-f Texas Tech University in 

Partial Ful-fillment of 
the Requirements for 

the Degree o-f 

DOCTOR OF EDUCATION 

Approved 

December, 1991 



i i i i i i i i i i i i i i i ' 

© Copyright 1991 Brian Keith Dille 



ACKNOWLEDGEMENTS 

This study would not have been possible without 

the participation of the 525 Odessa College students 

enrolled in one or more telecourses during the Spring 

1989, Fall 1989, and Spring 1990 semesters. I am 

grateful for their participation and willingness to 

take the extra time and fill out the three instruments. 

My committee members have provided leadership and 

insight throughout this project. My committee 

chairman, Dr. Michael Mezack, III, was an inspiration 

when the going got tough, providing me with the 

encouragement that I needed to complete the project. 

Dr. Len Ainsworth asked the questions that led me to 

work a little harder, dig a little deeper, and find the 

better answers. Dr. Joe Cornett gave me a better 

understanding of statistics and the confidence to trust 

my instincts. Dr. Dennis Harp's support and role as a 

committee member is much appreciated. Dr. Suzanne 

Logan's encouragement helped to see me through this 

undertaking. Her careful editing and comments helped 

to clarify my thoughts and writing. 

I am grateful to Dr. Sue Blair, my colleague and 

fellow doctoral student. Her advice and encouragement 

often provided the kick that I needed to keep plugging 

away. 

I I 

11 



Special thanks goes to Dr. Bill Howland, who ran 

my statistics and explained the procedures and results 

to me. His expertise was invaluable. Alice Denham's 

editing and constructive criticism were a tremendous 

aid in making the final draft a more polished work. 

I want to thank Judith Purcell, Marjorie Olivas, 

Norma Nunez, and Dora Hernandez for entering my data on 

the computer. I also want to thank Pamela Sodd for 

preparing my tables and figures. Additionally, special 

thanks goes to my colleagues at Odessa College—Elloui 

Moseley, Dr. Betty Gillette, Dr. Judy Cornes, and Mark 

Jordan—for their editing and suggestions during the 

preparation of this dissertation. 

Finally, I want to express my love, appreciation, 

and gratitude to my wife Diana; my daughter Tammi; my 

parents Holmes and Sabina; and my sister Pat. Their 

encouragement, support, patience, sacrifices, and 

understanding during my doctoral program, and 

particularly, during my work on this dissertation, made 

this endeavor possible. I look forward to sharing the 

rewards from our efforts with them. 

111 



TABLE OF CONTENTS 

ACKNOWLEDGEMENTS i i 

ABSTRACT vii 

LIST OF TABLES ix 

LIST OF FIGURES xi 

I. INTRODUCTION 1 

The Research Problem 3 

Purpose of the Study 4 

Contribution of the Study 5 

Limitations of the Study 6 

Research Questions 7 

Conclusion 8 

II. REVIEW OF THE RELATED LITERATURE 11 

Historical Review of Telecourses 11 

Bases of Instructional Television 11 

History of Instructional Television 13 

Role of the Federal Government 20 

The Public Broadcasting System 
and Instructional 22 

Expanded Access of Instructional 

Television 24 

The British Open University Model 28 

Recent Developments 30 

Telecourses in the 1990s 31 

Types of Telecourses 34 

Telecourse Production 38 

IV 



Learning Theories Relevant to Telecourses 43 

Summary of Historical Review 45 

Literature Review 4 6 

Telecourses 46 

Summaries of Research 47 

Empirical Studies 52 

Telecourse Students 61 

Advantages and Disadvantages 64 

College Attrition and Retention 72 

Distance Education and Attrition 87 

Telecourses and Attrition 88 

Rotter's Internal-External Locus of 

Control Scale 96 

Kolb' s Learning Style Inventory 107 

Chapter Summary of Review of Related 

Literature 121 

III. METHODS 128 

The Odessa College Telecourse Experience 128 

Sub jects 131 

Instruments 133 

Procedures 140 

Research Questions 140 

Hypotheses 141 

Definition of Terms 142 
Design and Analysis 143 
Summary 145 

V 



IV. PRESENTATION AND ANALYSIS OF DATA 147 

Statistical Analysis of Data 147 

Hypothesis 1 148 

Hypothesis 2 153 

Hypothesis 3 160 

Additional Analysis 175 

Summary 175 

V. SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 180 

Conclusions 184 

Discussion and Implications 186 

Recommendations 211 

REFERENCES 215 

A. COVER LETTER 244 

B. DEMOGRAPHIC INSTRUMENT 24 6 

C. ROTTER'S INTERNAL-EXTERNAL LOCUS OF 
CONTROL SCALE 248 

D. KOLB'S LEARNING STYLE INVENTORY 251 

VI 



ABSTRACT 

In an attempt to attract nontraditional students 

and counteract stabilizing enrollment trends, many 

institutions of higher education have turned to 

offering telecourses. While telecourses are convenient 

and appeal to a certain segment of the student 

population, the attrition rate is higher than that of 

the equivalent on-campus classes. 

The purpose of this study was to identify certain 

predictors of high risk telecourse students. The study 

included a history of telecourses and a review of the 

literature regarding telecourses, college attrition, 

Kolb's Learning Style Inventory (LSI), and Rotter's 

Internal-External Locus of Control Scale (RIELC). 

Examined were students' locus of control as measured by 

the RIELC, learning style as measured by Kolb's LSI, 

and demographic characteristics as measured by a 

researcher-developed questionnaire, to determine their 

role in the successful completion of a college 

telecourse. The sample population was composed of 525 

telecourse students enrolled in one or more of the nine 

telecourses offered by Odessa College, a West Texas 

community college, during a three-semester period. 

The data revealed that 12 variables were 

significant in predicting lack of success in a 

telecourse. According to the study, the description of 
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a high risk telecourse student is the following: the 

younger (aged 17-27), non-Anglo, single student, with 

fewer than 30 college credit hours completed, with a 

GPA lower than 3.0-2.9, enrolled in their first 

telecourse, with a higher than average RIELC score 

(above 7.6), a higher than average (2 6 or above) 

Concrete Experience score, a lower than average (31 or 

below) Abstract Conceptualization score, a lower than 

average (below 5) AC-CE score, and possessing a 

learning style of either a Diverger or an Accommodator. 

It is hoped that this information can be used by 

colleges and universities—by both faculty members and 

counselors—to lower the comparatively high telecourse 

attrition rate through better identification, 

advisement, and tracking of these high risk telecourse 

students. The additional benefits of this study should 

be to add to the existing literature and research on 

telecourse attrition and to enable institutions to 

reduce telecourse attrition. 
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CHAPTER I 

INTRODUCTION 

Numerous studies have either predicted or 

documented the changing pattern of student enrollment 

in higher education throughout the 1980s and 1990s. 

One of the most authoritative is the Final Report of 

the Carnegie Council on Policy Studies in Higher 

Education (1982), which focused on a 20-year period of 

higher education (1982-2002). The authors wrote that 

"the most dramatic feature of the next 20 years, as far 

as we now know, is the prospect of declining 

enrollments after more than three centuries of fairly 

steady increase" (p. 32). The report cites demographic 

trends, specifically, the decline in the size of the 

traditional college-age population resulting from two 

decades of falling birth rates. The 18-year-old 

population, which peaked in 1979, will decline 26 

percent by 1992; the 18 to 21-year-old group will drop 

24 percent by 1994; and the 18 to 24-year-old group 

will decrease 23 percent from 1981 to 1997. It is 

predicted that these declines will be only partially 

offset by enrollment increases from formerly 

nontraditional students—women, older students, 

minorities, 16 to 17 year olds, and part-timers. 

Stabilizing enrollments and increased competition for 

fewer students, due to these demographic trends, have 



been major concerns. This leads to the next important 

concern facing higher education--student retention. 

Astin (1975) and others (Henry, 1986; Jones & 

Watson, 1990; Kraska, Nadelman, Maner, & McCormick, 

1990; McCabe, 1983; Nemko, 1990; Tinto, 1975) have 

noted the importance of student retention for colleges 

and universities. The very survival of the institution 

may rest with retention efforts, inasmuch as 

institutions of higher education can no longer take for 

granted that dropouts will be replaced by new students 

(Astin, 1975). The Carnegie Report (1982) noted that 

increased competition for students caused many 

institutions of higher education to make serious 

efforts to increase student retention rates by 

developing improved retention programs. Others argued 

that retention is even more cost effective than is 

recruitment (Daniels, Aedlacek, and Stewart, 1979). 

Higher retention rates save significant institutional, 

state, and federal investments. One study by a large 

state university estimated that their 41 percent 

attrition rate over five years led to the loss of 

approximately $10 million in tuition revenue (Jackley & 

Henderson, 197 9). This same study estimated that about 

30 percent of all college students will drop out before 

earning their baccalaureate degrees. 

The retention picture for community colleges was 

even bleaker in the 1970s, comparing unfavorably with 



that of senior-level institutions (Astin, 1975) . Astin 

reported that students attending a community college 

reduce their chances of earning a baccalaureate degree 

by 12 percent, although that was most students' primary 

objective in entering the community college (Institute 

for the Study of Educational Policy, 1980). 

Not only are community college retention rates 

disappointingly low in comparison to senior institution 

rates, but the transfer rate to four-year colleges has 

been equally disappointing (Carnegie Council on Policy 

Studies in Higher Education, 1982). Although the 

Carnegie report cited the improvement in community 

college retention programs, it also noted that the 

community college retention experience has still been 

disappointing. Clearly, if community colleges are 

going to be able to respond effectively to this 

challenge and reduce attrition rates, they must develop 

revised and reenergized retention efforts. 

The Research Problem 

The one major area in which telecourses or 

instructional television compare unfavorably with the 

equivalent on-campus classes is student retention. 

Telecourse attrition rates tend to be higher than those 

of the equivalent on-campus classes, sometimes almost 

double the rate (Scanlon, 1985). With stabilizing 

enrollment in higher education and decreasing 



governmental aid to higher education, the issue of 

retention is particularly significant. The 

student-as-a-consumer movement of the 1970s and 1980s 

further emphasized the importance of this problem 

(Kelsey, 1987). Institutions of higher education 

offering telecourses have an ethical and professional 

responsibility to identify students for whom the 

telecourse format might be inappropriate and either 

help them to learn the necessary new study techniques 

or direct them to other, more suitable instructional 

situations. The focus of this study is to attempt to 

identify predictors of high risk telecourse students in 

order to provide information to other institutions that 

might wish to lower telecourse attrition rates. This 

could be accomplished either by identifying the high 

risk students at the outset of the telecourse, or by 

better advising, which would track high risk telecourse 

students into traditional on-campus classes rather than 

telecourses, thus enabling the institution, 

particularly faculty and counselors, to take the 

necessary steps to minimize the likelihood of 

noncompletion by these high risk telecourse students. 

Purpose of the Study 

The purpose of this study was to identify certain 

predictors of high risk telecourse students. Students' 

locus of control, learning styles, and demographic 



characteristics were examined to determine what role, 

if any, they play in the successful completion of a 

credit college telecourse. 

Contribution of the Study 

It is expected that this study will make several 

contributions. Most importantly, it will fill a gap in 

the current research and literature by combining both 

the Rotter's Internal-External Locus of Control (RIELC) 

Scale and Kolb's Learning Style Inventory (LSI) to 

determine predictors of high risk telecourse students. 

If successful, this will lead to a second benefit. It 

will allow community colleges and other institutions of 

higher education to use this information to increase 

student retention. The identification of independent 

variables that serve as predictors of student retention 

should enable researchers and institutions of higher 

education to develop a model that could be used to 

develop an effective retention program. This 

information would also be an aid to counselors when 

advising students on enrollment alternatives. With 

such information, counselors will be better able to 

identify high risk telecourse students and encourage 

them to enroll in the equivalent on-campus class rather 

than the telecourse. Finally, such information can be 

used by the telecourse instructors themselves to 

quickly identify potential high risk telecourse 



students early in the semester and offer necessary help 

and study suggestions to increase the odds that these 

students will successfully complete the telecourse. 

Higher retention rates can produce additional 

benefits. The community college will lose less tuition 

revenue and governmental funding as attrition rates 

decline. Society will benefit by having fewer college 

dropouts, often related to student frustrations 

resulting from enrolling in a course that is 

inappropriate for them in terms of academic 

preparation, personality trait, or learning style 

(Bock, Clowes, & Belli, 1990). Most importantly, 

college students will benefit by not having their time, 

money, and efforts wasted on courses where chances of 

academic success are minimal. It can contribute to a 

positive and healthy self-image and an enhanced level 

of self-confidence of these "high-risk" students by 

placing them in a more structured educational 

environment more conducive to success. 

Limitations of the Study 

There are several limitations of the study. 

First, it is intrainstitutional, focusing only on 

telecourse students over three semesters at one 

community college. Secondly, the RIELC Scale and LSI 

instruments were administered only to those telecourse 

students who chose to participate. How the 



participation of those students who chose not to 

participate in this study would have affected the 

results is unknown and cannot be predicted. Because it 

is a one institution study, one cannot generalize the 

results to other institutions. 

Research Questions 

The previous research and literature on 

telecourses suggest that the following questions need 

to be pursued: 

1. What type of student, in terms of locus of 

control beliefs, enrolls in a telecourse? 

2. What type of student, in terms of learning 

style, enrolls in a telecourse? 

3. What type of telecourse student, in terms of 

locus of control beliefs, is likely to be 

academically unsuccessful—a high risk 

telecourse stUdent? 

4. What type of telecourse student, in terms of 

learning style, is likely to be academically 

unsuccessful—a high risk telecourse student? 

5. What learning style is successful in the 

unique setup, design, and learning activities 

of the typical telecourse? 

6. What locus of control beliefs are successful 

in the unique setup, design, and learning 

activities of the typical telecourse? 
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7. What appropriate steps can the community 

college take to reduce the comparatively high 

attrition rate of students in telecourses? 

Conclusion 

As attrition rates in higher education increase 

and enrollment in institutions of higher education 

stabilizes, colleges and universities must do a better 

job of retaining their students. Rounds (1984) stated 

it eloquently and succinctly when he wrote: 

As colleges scramble for students, then, it 
becomes increasingly important to characterize . . 
. the potential dropout; to determine the reasons 
why he or she might withdraw, and to see if 
procedures or programs could be established to 
help reduce those numbers that are going back out 
the open door (p.l). 

This newfound concern for reducing student 

attrition has not always received the attention that it 

deserves. Some institutions of higher education have 

been slow to respond to this issue. 

The issue of student retention in telecourses is 

particularly important because of the comparatively 

higher attrition rates from telecourses. Improving 

retention rates can lead to more students returning the 

following semesters, thus counteracting the demographic 

factors that have slowed the growth of enrollment in 

higher education. 

Identifying high risk telecourse students is 

important for another reason, totally unrelated to 
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demographics and finances. A number of studies 

indicate that immature students who cannot handle the 

autonomy of a telecourse generally fail to complete it 

successfully (Purdy, 1986a & 1986b). Institutions that 

choose to offer telecourses have a responsibility to 

identify those students for whom distance learning is 

inappropriate and then either direct them to a more 

appropriate instructional situation (the traditional 

on-campus class) or help them to develop new learning 

skills and study techniques necessary for success in 

the telecourse. While colleges and universities should 

stress the importance of self-discipline and study 

skills for telecourse success in promotional materials, 

they should also use their advising and counseling 

services to lead students to the most appropriate 

courses and instructional formats. 

Students who fail to complete telecourses 

successfully are not necessarily lacking in ability; 

they may have failed to learn effective study habits or 

may not possess a learning style suitable for a 

telecourse. The major goal of this study is to 

investigate predictors of high risk telecourse students 

in order that institutions of higher education may use 

these findings to identify, counsel, advise, and retain 

telecourse students. The findings of this study will 

contribute to the available published research on 



telecourse attrition and ultimately, may influence the 

retention rate of high-risk students. 
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CHAPTER II 

REVIEW OF THE RELATED LITERATURE 

Historical Review of Telecourses 

One of the best and most accepted definitions of 

telecourses was made by Gripp (1977), and it is still 

valid today with some small modifications. According 

to Gripp: 

[A telecourse is an] integrated learning system 
that employs television and various print 
materials. This system is specifically designed 
to involve a variety of learning strategies to 
forge a complete education unit available to the 
student in the convenience of his own home. [It] 
is not a correspondence course with pictures; nor 
is it a televised lecture with supplementary 
readings. It is an examination and presentation 
of a body of knowledge and information through the 
use of sight, sound, color, movement, and print in 
a manner designed to stimulate, clarify, and 
quantify. A telecourse is designed to take 
maximum advantage of the strengths of each 
component to lead the student through a 
"success-oriented" experience. (p. 18) 

Gripp's definition needs to be modified to include such 

new instructional media as personal computer software, 

live components—audio, audio/video, and personal 

computer networks, together with prerecorded 

telecourses (Brey, 1990). 

Bases of Instructional Television 

The advent of instructional television courses, or 

telecourses, has been the result of a number of recent 

developments. New communication technologies--
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television and computers—have led to the development 

of this new form of distance learning. No longer is 

education limited to the spoken or printed word. 

Telecourses are the result of a move to expand access 

to higher education to a greater number of people by 

providing educational alternatives. This movement 

began early in the nineteenth century with the 

development of extension and correspondence courses, 

allowing students to earn college credit hours without 

having to attend regular on-campus classes. Prior to 

the advent of television in the 1940s, radio was used 

by colleges and universities for educational 

programming, especially in land-grant colleges for 

extension courses (Gordon, 1965). Telecourses are 

simply a continuation of this movement beyond the 

classroom. Last, the realization of the need for 

lifelong learning plus changes in the student 

population are further factors in the development of 

instructional television courses. As more and more 

people need to retrain or enhance their existing 

knowledge and skill by updating their education, 

telecourses offer a convenient alternative for 

individuals who often have family and work 

responsibilities and could not regularly attend 

on-campus classes (Purdy, 1986b). 
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History of Instructional Television 

The first instructional telecast was aired on 

January 25, 1933 at the State University of lowa, lowa 

City. Between 1932 and 1939 there were 389 educational 

television programs broadcast by W9XK, the experimental 

television station of the State University of lowa. 

Generally, two broadcasts were shown per week, usually 

airing from 7:30 to 7:45 p.m. In addition to a 

10-minute lecture, a music or dramatic presentation was 

also included (Kurtz, 1959). 

By 194 8, at least eight colleges and universities 

were using and producing instructional television 

programs. The first commercial telecast originated in 

February 194 0 in Detroit, Michigan. Throughout the 

1940s, educators worked with local commercial stations 

to produce and disseminate televised educational 

programs. In 1953, the first educational television 

station in the nation, KUHT, was licensed to the 

University of Houston and started broadcasting. By the 

end of 1958 there were 35 educational television 

stations broadcasting according to Cambre (1987). Many 

large state universities, attempting to deal adequately 

with huge enrollment increases, experimented with 

closed-circuit television courses in the late 1950s and 

early 1960s. They simply transmitted the professor's 

voice and image to additional classrooms on campus via 

television monitors. This was the "talking head" 
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instructional television that made such a poor 

impression on many students and critics (Zigerell, 

1986) . 

During television's early years, commercial 

networks experimented with instructional television. 

NBC offered "Continental Classroom," a show that ran 

from 1958 to 1963. It was the result of the Soviet 

Union's launch of Sputnik and was funded primarily by 

the Ford Foundation. Well-known professors, recruited 

to prepare and present courses, were paid handsomely 

and provided with research assistants. When the Ford 

Foundation ended its financial support, NBC officials 

decided the annual budget of $1.5 million was too high 

and cancelled the program (Zigerell, 1984). 

CBS had more success with "Sunrise Semester," 

which was on the air for 17 years, from 1963 to 1980. 

The budget was low, studio production minimal, and 

credit enrollments were never very high (Zigerell, 

1984). However, as the size of the television 

audience grew, stations discovered that advertisers 

preferred to support the higher-rating entertainment 

programs that attracted larger viewing audiences. As a 

result, the number of instructional or formal 

educational programs on commercial network television 

slowly decreased. As commercial television dropped its 

educational programs, the number of such programs 

increased on public television (Hilliard, 1985c). 
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Another notable early experiment in instructional 

television was the New York University of the Air, a 

broadcast-based distance learning operation that lasted 

from 1966 to 1971. The major problems it encountered 

were the lack of sufficient air time and repeating its 

few effective courses too frequently. It became a 

vicious cycle—the frequent repetition of courses led 

to smaller audiences which, then led New York State's 

public broadcast stations to refuse more air time 

(Zigerell, 1984). 

Those first instructional television courses used 

the "talking head" format, typically filmed lectures of 

a professor standing behind a lectern, with an 

occasional chalkboard as the only teaching aid. These 

talented "master teachers" were to share their 

knowledge with teachers and students in the classroom. 

The programs were dry, boring, and offered little 

variety. Critics condemned these early instructional 

television programs as "radio with pictures" (Zigerell, 

1986, p. 7). Generally, there were no students present 

in the television studio to provide any feedback. Not 

surprisingly, student (and college instructor) reaction 

was overwhelmingly negative. The student viewers were 

bored with the unimaginative educational programs. The 

television instructors, generally university 

professors, often discovered that the programs took too 

much of their time and offered very few rewards. 
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These first two decades of instructional 

television courses were characterized by a lack of 

imagination and variety. Television's potential to 

educate in a unique way and present material in a 

manner not possible in the classroom was apparently 

unrealized and went untapped. Some claimed that the 

reason for this poor early approach was the decision to 

bypass secondary and elementary educators and 

instructional technologists and turn to college and 

university faculty in the production of telecourses and 

televised instruction. A conscious decision was made 

not to imitate instructional film or military 

instructional television, which was much more 

innovative (Becker, 1987). 

One of the few early successes of instructional 

television was Chicago's TV College, an extension of 

the City College of Chicago. Started in 1956, its 

programs were broadcast over Chicago's educational 

television station, WTTW. The early programs produced 

by the college were "talking heads, " typical of early 

instructional programs. Gradually however, the 

instructional programs evolved into a set of integrated 

instructional materials that were not used only at that 

institution, but designed for national distribution and 

use (Hudspeth & Brey, 1986). The college also began to 

lease and use well-designed telecourses produced 

elsewhere. Today both live classes and videotaped 
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programs are broadcast from Chicago to learning centers 

up to 170 miles away. A sufficient number of televised 

programs and courses are offered, enabling many 

off-campus students to complete a major portion of 

their degree requirements via televised instruction. 

It is one of the few successful television-based 

postsecondary institutions in the United States 

(Zigerell, 1984). 

Penn State was one of the pioneers in the use of 

television for closed-circuit broadcasting to large 

groups. Beginning in 1954 with the help of Ford 

Foundation funding, Penn State began offering 

television courses by closed-circuit broadcasting. 

Cameras were mounted in ordinary classrooms and 

connected by coaxial cables to other classrooms where 

matched groups of students viewed the televised 

lessons. This was gradually expanded to the point 

where television programs were sent via microwave link 

to other centers 30 to 40 miles away. Some courses 

were offered by television only. In addition, Penn 

State experimented with "talk-back" devices which 

allowed the students in the television classroom to 

communicate with the instructor in another classroom 

(Gordon, 1965). 

Along with Penn State, a number of other colleges 

and universities have had years of experience using 

television for educational purposes. These 
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institutions include (1) Brigham Young University, (2) 

Concordia Teachers College, (3) Michigan State 

University, (4) San Diego State University, (5) San 

Fransisco State University, (6) Syracuse University, 

and (7) Temple University. The state of Indiana has 

been the most innovative of all states by establishing 

the Indiana Higher Education Telecommunication System 

(IHETS) in 1967, a state-wide telecommunications system 

linking the campuses of Indiana University, Purdue 

University, Ball State University, and Indiana State 

University to share educational resources, including 

transmitting and receiving educational television 

programs (Carlisle, 1976; Gruebel, 1981). 

During the 1960s, a number of colleges and 

universities began televising graduate lecture courses 

to share expertise and to deliver advanced training to 

paying customers in businesses and industry. However, 

as with the Penn State experiment, most of these 

programs televised the classroom or simulated the 

classroom in the studio, a production style that most 

found boring and unappealing (Brock & Goldstein, 1985). 

Governors State University, a small state-funded 

Illinois institution, began an alternative to the 

expensive conventional telecourse in 1982 by offering 

teleclasses. The initial motivation behind the 

teleclass concept was to increase enrollment. The 

teleclass is different from the old one-way 
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telelectures common in early educational television. 

Telelectures are videotaped classes, including both 

instructor and students, so that all of the interaction 

between students as well as between the instructor and 

students is captured on camera for the distant viewer. 

This allows the distant learner to become a "vicarious 

participant in the classroom experience" (Ainsworth, 

1988, p. 73). At the professor's request, certain 

demonstrations, phenomena, or activities can be 

prefilmed and then incorporated into the teleclass. 

Some of the teleclasses were being leased to other 

universities in the early 1990s. 

One of the leaders in instructional television 

among community colleges was Amarillo College (Texas). 

Beginning in 1958, Amarillo College produced live 

telecasts in sunrise-semester courses. This continued 

through 1971-1972. Commercial stations donated air 

time at 6 a.m. as a public service. Later, the 

telecourses were broadcast from a cable channel 

dedicated to public access. Beginning in 1982, 

Amarillo College began offering leased telecourses in 

addition to the usual college productions (Sapper, 

1982). 

Texas became the first state to pass legislation 

regulating the offering of telecourses by public 

community colleges and universities. In Texas, the 

Texas Higher Education Coordinating Board (THECB) must 
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approve a state college or university's request to 

offer telecourses. As of 1991, the THECB has 

authorized 38 community colleges to offer telecourses 

(Gonzalez, 1991). In addition, by 1986 the 

Coordinating Board had authorized three universities 

(North Texas State University, the University of Texas 

at Arlington, and the University of Texas at Dallas) to 

offer live, interactive instruction via the TAGER (The 

Association for Graduate Education and Research) 

delivery system and one (the University of 

Houston-University Park) on InterAct, a microwave 

delivery system serving the Houston area. In the 

1985-86 academic year more than 19,000 students had 

enrolled in telecourses in institutions authorized to 

offer that instructional format. A total of 889 

students enrolled in 82 televised interactive courses 

in 1985-1986, with 39 TAGER receive sites approved for 

use and 45 receive sites for InterAct (Whittington, 

1986) . This indicates the continuing expansion of 

televised instruction in various forms throughout 

Texas. 

Role of the Federal Government 

The federal government also began to take an 

active role in the growth of instructional television. 

In 1952 the Federal Communications Commission (FCC) 

established a category of television station, the 
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nonprofit educational station, usually called public 

television (PTV). These television stations are 

licensed to nonprofit educational institutions or 

organizations and, beginning in 1982, were allowed to 

carry some nonpaid advertising. In the mid-1980s, 

about one-third of the PTV stations were licensed to 

colleges and universities, one-third to state and local 

governments, and one-third to nonprofit community 

groups. By the 1970s, about one-third of total PTV air 

time was devoted to credit and noncredit college 

courses and pre-college-level courses. This had 

dropped to one-sixth by the 1980s as more PTV stations 

began competing with commercial stations for audiences 

and increased their offering of cultural and 

entertainment programs (Hilliard, 1985c). 

In 1962, Congress established a specified 

spectrum, Instructional Television Fixed Service (ITFS) 

for instructional purposes. ITFS uses microwaves to 

carry signals a short distance and has been used to 

offer live, interactive instruction. By the mid-1980s 

there were 250 ITFS systems carrying credit and 

noncredit adult education programs, many by colleges 

and universities. Unfortunately, two FCC actions have 

limited the frequency time and space available for 

educational use of ITFS. First, in 1983 the FCC 

removed some of these ITFS channels from educational 

use and allocated them to the Multipoint Distribution 
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Service (MDS) for private, profit-making entertainment 

programming. Second, the FCC's action allowing ITFS 

licenses to lease unused channel time to MDS further 

reduced the possibility of expansion of educational 

programming on ITFS (Hilliard, 1985c; Whittington, 

1986) . 

The Public Broadcasting System and 
Instructional Television 

In response to a Carnegie Commission report, the 

federally funded Corporation for Public Broadcasting 

(CPB) was created by the Public Broadcasting Act of 

1967 to oversee all noncommerical broadcasting. CPB, a 

nonprofit, private corporation, was established to: (1) 

administer federal funds for the growth and development 

of new stations, (2) establish an interconnecting 

public television system, (3) obtain grants, (4) 

provide funds for program production, and (5) conduct 

research and training projects. Funding from the Ford 

Foundation and other foundations helped establish the 

Public Broadcasting System (PBS) network of educational 

television stations. Initially, PBS's functions were 

to select, schedule, and distribute network programming 

rather than be a production center. In 1981, the 

Public Broadcasting Corporation's Adult Learning 

Service was established to provide "high-quality 

software" over the PBS network. The Adult Learning 

Service distributes programs to coincide with the 
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typical three semesters of most colleges and 

universities. The colleges using the telecourse pay a 

licensing fee, air the course over a local public 

television station, and establish their own 

requirements and procedures for credit. Among the 

telecourses produced and distributed by the Adult 

Learning Service are: "Vietnam: A Television History," 

"Writer's Workshop," "Understanding Human Behavior," 

and "America, the Second Century." During its first 

two years of operation, more than 600 colleges and 

universities, working with more than 80 percent of the 

nation's public television stations, enrolled more than 

130,000 students. A mid-1980s estimate indicated that 

an average of 2.4 million television households watched 

at least one of the programs from the college 

telecourses on PBS every week (Cambre, 1987; Hilliard, 

1985a). In the first two years since the CPB Project's 

telecourses were available, they have won over forty 

awards, an indication of their excellence (Whittington, 

1986) . 

The establishment of the Adult Learning Service in 

1981 was followed in that same year by a $150 million 

grant for software development from Ambassador Walter 

Annenberg, to be used at the rate of $10 million 

annually for 15 years. In that same year, the 

Annenberg/Corporation for Public Broadcasting (CPB) 

Project was established to use Annenberg's grant money 
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to develop "innovative and distinguished college-level 

materials" (Annenberg/CPB Project, 1984, 3) . 

Unfortunately, the Annenberg Foundation decided not to 

put any new funds into the Annenberg/CPB Project at the 

end of the 15-year period (Brock, 1991). 

Expanded Access of Instructional Television 

Several recent developments have been advantageous 

for expanded access to educational programming. The 

dramatic increase in the number of homes with 

videocassette recorders (VCR) or videodisc players has 

created another resource for adult education programs. 

Entire telecourses or individual telelessons can be 

borrowed and used in the home by students who desire to 

take courses for credit or noncredit, often in 

connection with a college or university. 

Another development benefitting educational 

programming has been the recent deregulation of the 

telecommunications industry and the FCC's "open skies" 

policy. These developments provide access to satellite 

technology and have both contributed to the tremendous 

increase in use of television for instructional 

purposes (Texas Higher Education Coordinating Board 

Report, 1987). A number of the satellite networks now 

offer instruction. One of the best examples is the 

University of Alaska Instructional Telecommunications 

Service (UAITS), the first statewide network. 
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Established in 1980, UAITS now serves the University of 

Alaska, Alaska's 53 school districts, the Department of 

Education, other agencies, and the general public 

(Whittington, 1986) . 

The establishment of the Learning Channel, a 

24-hour cable network, has also expanded the public's 

access to educational programming. The Learning 

Channel provided courses primarily to older adult 

learners on a broad range of subjects and, by 1985, 

served 17 colleges and 515 cable companies, provided 74 

hours of programming each week, and broadcast seven 

days a week. 

Another development contributing to expanded use 

of television for educational purposes is the 

requirement that cable companies donate air time for 

noncommercial programming over their public access 

channel. Many colleges have taken advantage of this by 

offering either telecourses or other forms of televised 

instruction (Linville & Moore, 1985). 

A number of universities have established their 

own television networks. On example is SITN, 

established by Stanford University in 1969 to offer 

undergraduate and graduate instruction. Using SITN, 

Stanford has used both live, interactive videocourses 

and tutored video instruction or TVI (unrehearsed, 

unedited videotapes of on-campus lectures) often used 

at industrial locations (Gibbons, Kincheloe, & Downs, 
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1977; Gibbons, Allen, & Lemon, 1986). Stanford's 

program is one of the largest and most successful in 

the United States and was honored by MIT as a national 

model for lifelong learning (Whittington, 1986). 

Arizona State University's program is another example 

of a university successfully offering televised credit 

courses on its own television station for a number of 

years (since 1958). 

The University of Mid-America (UMA), a consortium 

in Lincoln, Nebraska, contributed another important 

development. Made up of the Midwest's Big Eight 

universities, it received funding from the National 

Institute of Education and other organizations, 

enabling it to produce television and radio courses 

aimed at extending university-level education to a 

wider adult population. UMA attempted to expand into 

an American Open University to offer students the 

opportunity to earn degrees in certain areas by 

combining credits earned at other institutions with 

credits earned by media-based courses, correspondence 

courses, credit by examination, and credit for life 

experiences (Zigerell, O'Rourke, & Pohrte, 1980) . 

During its existence from 1974 to 1982, UMA enrolled 

20,000 adult students in college courses within the 

consortium's seven states. Another 20,000 students 

enrolled in UMA-produced or distributed courses outside 
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the UMA region (McNeil & Wall, 1983) . Unfortunately, a 

gradual loss of federal funding led to its demise. 

Another development was the establishment of the 

International Consortium for Telecommunications in 

Learning. It was originally intended to be an 

adaptation of the British Open University and used 

British Open University courses in its curricula. Its 

principal objective was to enable colleges and 

universities to provide off-campus part-time bachelor's 

degree programs for adult learners. It used television 

programs, conferences, and a variety of print materials 

to supplement classroom meetings (Hilliard, 1985a). 

Finally, the increase in ownership of personal 

computers has added a new twist to telecourses. Some 

producers have provided computer-based or 

computer-managed materials as an optional component. 

One example is Miami-Dade Community College's RSVP 

(Response System with Variable Prescriptions), used for 

testing, recordkeeping, and prescribing corrective 

steps. Students enrolled in a telecourse link their 

personal computers with "Electronic Mailboxes". This 

hookup can be used for testing, for messages to 

students or instructors, and for conferences with the 

telecourse instructor. Zigerell (1986) predicted that 

computer-related components will become important 

add-ons to telecourses. 
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The British Open University Model 

Abroad, one of the most notable examples of using 

television technology for educational purposes is the 

British Open University (BOU) , established in 1969. It 

was established on the assumption that most of its 

students would be employed fulltime and thus would need 

to study primarily in their spare time, at home (Bates, 

1983). Its teaching system has been based on a 

combination of broadcasting, specially written printed 

texts, study kits, study groups, a correspondence tutor 

for each student and, for some courses, a compulsory 

one-week summer school. From the beginning, the 

British Open University was technologically based, 

designed to be "The University of the Air." Both 

television and radio have been used to broadcast the 

courses. By 1984, it had expanded from 25,000 to 

100,000 students, from 4 to 150 courses, and from 4 to 

more than 35 hours of broadcast time weekly (Bates, 

1984b). In partnership with the British Broadcasting 

Company (BBC), television programs are produced, with 

the BBC providing television transmission time and 

funding support (Bates, 1984a). In spite of its 

reputation for televised instruction, one estimate put 

at five percent the course content that is conveyed 

through television (Wiesner, 1983). Despite its 

success in Great Britain, the BOU has not been an 

appealing model in the United States because of its 
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centralized administration that runs counter to the 

American tradition of locally controlled education 

(Brock & Goldstein, 1985) . 

The operation in the United States that comes 

closest to the BOU is the National University 

Consortium (NUC), started in 1980. It includes 22 

television and cable stations and 17 colleges and 

universities (Hewitt, 1982). Funded by the Carnegie 

Corporation, the Maryland Center for Public 

Broadcasting, and the University of Maryland, the NUC 

uses BOU-designed courses, adapted for American use by 

the University of Maryland College, as its core 

curriculum. Television programs are delivered by 

satellite to participating PBS stations for direct or 

delayed broadcast, and course credit and degrees are 

awarded by member NUC institutions. Each institutional 

member of the consortium adopts those consortium 

courses it wishes as its own and determines the 

course's credit, value, place in the curriculum, and 

the tuition. The course can be modified by the 

adopting institution to fit the needs of its students. 

NUC's goal is "to create a nationwide system of 

colleges, universities, broadcast stations, and cable 

systems to work together to offer quality B.A. degree 

programs to highly motivated adult parttime students" 

(Hershfield, 1981, p. 43). 
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The National Technological University is a 

different model, which aims to provide master's degrees 

to practicing professionals. Its courses, taught by 

faculty from institutions all over the country, are 

delivered via satellite to reception sites at 

participating workplaces. In contrast to the NUC, NTU 

gives credit for the courses and grants the degree 

earned (Mayor & Dirr, 1986). 

Recent Developments 

The National University Teleconference Network 

(NUTN), a coalition of one hundred institutions, was 

established to offer teleconferencing services to its 

members and to external groups. It offers programs in 

professional development, continuing education, and 

other services; and it promotes teleconferencing on 

college campuses (Kressel, 1986). 

A number of consortia have been established to 

further the use of instructional television and 

telecommunications. These include the American 

Association of Junior and Community College's ITC, the 

Easter Educational Consortium (EEC), the Southern 

California Consortium for Community College Television, 

the Bay Area Consortium, the Southern Illinois 

Collegiate Common Market, and others (Zigerell, 

O'Rourke, & Pohrte, 1980). 
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Because broadcast instruction is limited by the 

amount of air time and the station's need to attract 

sufficient viewers, PBS has developed the National 

Narrowcast Service (NNS) to provide an alternative 

delivery system for programming that will have a 

relatively small audience. Using a combination of 

microwave and satellite technology, NNS was developed 

in 1986 to offer a regular schedule of college courses 

and training programs to colleges, community centers, 

and worksites (Mayor & Dirr, 1986) . 

Telecourses in the 1990s 

Learning from the criticism of early instructional 

television programs and relying more on the expertise 

of television producers and directors, telecourse 

producers began to experiment. Moving away from the 

filmed lecture or "talking head" program, telecourse 

producers began to use the documentary approach to 

spice up the telelesson. Through trial and error and a 

growing sophistication of the capabilities of the 

medium, telecourses gradually evolved into polished, 

productions with a set of integrated instructional 

materials. Telecourses today offer much more 

professionalism and variety. They include narration, 

graphics, animation, interviews with experts in the 

field, dramatizations, and film footage of events, 

places, and materials that would be impossible to 

31 



duplicate in the equivalent on-campus course classroom. 

Telecourse producers began to fully use the 

capabilities of television as a mode of delivery. 

Telecourses began to convey information both verbally 

and visually. 

The typical telecourse of the early 1990s is "a 

multimedia coordinated instructional package" (Purdy, 

1986b, p. 8), characterized by high television 

production values and strong instructional design. It 

was sometimes forgotten that television is only one 

medium used in a telecourse to deliver the material to 

the student-learner. Telecourses generally include 

these major elements: the telelessons (videoprograms), 

a textbook, a study guide, an on-campus instructor, 

examinations, and various communications (usually 

review sessions, newsletters, postcards, or phone 

calls) with the students. They may also include 

audiotapes, computers, and newspapers. Most 

telecourses use commercially available textbooks rather 

than texts specifically written for the telecourse. It 

is generally acknowledged that the print medium can 

perform a better job of presenting certain types of 

information (detailed complex explanations, lists of 

facts, complex graphic displays, and routine drill and 

practice) than other media (ITV Center, 1978). Each 

component of the telecourse handles specific 

instructional activities and is coordinated and 
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integrated so that each component reinforces the 

information presented by the other mediums. The study 

guide is particularly important because it provides 

learning activities, learning objectives, key terms, 

reading assignments to go along with each telelesson, 

and self-test questions for each unit. 

The most frequent telecourse users today appear to 

be community colleges. The major reason for this is 

that most of the telecourses produced are in lower 

level (freshman-sophomore) courses, the focus of 

community college offerings. A second contributing 

factor is that community colleges are open-entry 

institutions whose students are more likely to be 

nontraditional—older, working, parttime students—with 

families and dependents and many conflicting 

responsibilities. These nontraditional students have 

more difficulty fitting the standard on-campus course 

into their hectic schedules. The telecourse, offering 

more flexibility and requiring less on-campus time, 

seems ideal for this student population. 

Along with PBS stations and the BBC, Chicago City 

College, Coastline Community College, Dallas County 

Community College District, and Miami-Dade Community 

College District have also been important telecourse 

producers (Hudspeth & Brey, 1986) who have successfully 

marketed their telecourses directly to other colleges. 

As the success of these producers grew, other colleges, 
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universities, and consortia of postsecondary 

institutions entered the telecourse production business 

(Brock & Goldstein, 1985). Since the 1970s, about 80 

percent of the most widely used college telecourses 

have been produced by five agencies: Dallas County 

Community College District, Coast Community College 

District, Miami-Dade Community College District, the 

Maryland Center for Public Television, and the Southern 

California Consortium for Community College Television. 

More than 1,000 two- and four-year colleges and 

universities have used their telecourses. It has been 

estimated that enrollments in their telecourses have 

been in excess of one million students in the last 16 

years (Pohrte, 1990) . 

Types of Telecourses 

Six basic types of telecourses had been developed 

and were in use as of the early 1990s. Although most 

of the studies discussed and observations shared will 

deal with the first type, all six must briefly be 

explained. As defined by the Texas Higher Education 

Coordinating Board, the most common type is the 

prepackaged telecourse that is developed and filmed by 

a national producer with accompanying textbooks, study 

guides, and supplementary materials. This type is 

usually broadcast on television or transmitted by cable 

and can also be viewed from videocassettes in a public 
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facility. In Subchapter J of the THECB's rules and 

regulations, telecourses are defined as "the subset of 

televised instruction that use pre-produced television 

programs as the primary mode of instructional delivery" 

(Texas Higher Education Coordinating Board, 1987, p. 

49) . 

A second type is the "live, interactive 

instruction," with immediate "talk-back capability" 

between students and instructor. Used for more than 20 

years, this type of telecourse allows for discussion 

with the instructor and feedback from the students 

(Texas Higher Education Coordinating Board, 1987). 

A third type, a variation of the live, interactive 

instruction, is known as "tutored video instruction" 

(TVI) . Designed primarily to reach students unable to 

participate in live, interactive classes, it is often 

used with small groups of students at industrial 

locations. Unrehearsed, unedited videotapes of 

on-campus lectures are shown, with a paraprofessional 

tutor responsible for stopping the tape at frequent 

intervals to allow for an opportunity for discussion. 

The old-fashioned televised class, with two 

variations, is the fourth type. The first variation is 

the telelecture or "talking head" that was common in 

the early years of instructional television. The 

camera focuses in on the professor lecturing over the 

unit, with little variation. In the second variation, 

35 



the teleclass, the camera includes not only the 

instructor, but the entire classroom, to catch the 

interaction between instructor and students and among 

the students. It also includes prefilmed segments that 

have been prepared in advance by the instructor. These 

segments could include visual aids, demonstrations, 

experiments, or a short video presentation. 

A fifth type, "audio-teleconferencing," involves 

two-way interactive instruction between students and 

the instructor without the video component. The key 

difference here is the lack of a video component. 

The "wrap-around" telecourse, the sixth type, is 

similar to the first type discussed, but with a 

critical difference. These telecourses are those in 

which the programs or television series were originally 

produced for general audience viewing on television, 

usually on PBS. However, because the content and 

academic quality of the programs are suitable for 

educational use, colleges could offer these productions 

as telecourses. Along with the video programs, an 

integrated package of instructional materials 

(textbook, study guides, and instructor's guide, a test 

bank) are developed to use with the telelessons. Many 

have been produced by the Annenberg/CPB (Corporation 

for Public Broadcasting) Project, established in 1981 

to finance and develop projects "using 

telecommunications technologies to enhance the quality 
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and availability of higher education" (Annenberg/CPB 

Project, 1984, 3). Examples of such telecourses 

include "Vietnam: A Television History," "The 

Constitution: That Delicate Balance," "COSMOS," "The 

Ascent of Man," and "The Shakespeare Plays." 

Occasionally, even commercial entertainment programs 

have been offered as credit courses. The 8-part, 

12-hour Roots miniseries is a case in point. 

Miami-Dade Community College developed "wrap-around" 

curriculum materials (an anthology, study guide, and 

instructional and administrative materials) that 

allowed 286 colleges and universities to offer Roots as 

a credit telecourse to an estimated 30,000 students 

(Kelly & Anandam, 1977-78). 

Telecourses place the primary responsibility for 

learning on the students themselves. Because a 

telecourse does not have the classroom's captive 

audience, it must be clear and interesting from the 

beginning. It must also show the importance and 

relevance of the material to the student early in the 

course if it is to capture and maintain that student's 

interest and commitment. Because student voluntary 

commitment is essential to success in a telecourse, 

institutions that offer telecourses must design and 

offer appropriate support services for these students. 

These would include enrollment by mail, frequent 

written communication between instructors and students, 
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evening and weekend faculty office hours, expanded 

library and counseling hours, purchase of textbooks by 

mail, and prompt feedback to students concerning exams 

and assignments (Purdy, 1986b). 

New technology is constantly expanding the 

possibilities of telecourses and instructional 

television. The media technologies available in the 

early 1990s for distance learning include personal 

computers, fiber optics, videocassettes, videodiscs, 

teleconferencing, broadcast television, cable 

television, instructional television fixed service 

(ITFS), and narrowcast service. Particularly exciting 

is the videodisc's capability of combining still or 

full motion video with interactive computer-aided 

instruction (Palmer, 1986; Brey, 1988a). With 

microcomputer conferencing and electronic mail 

networks, students are able to communicate with 

telecourse faculty on a one-to-one basis, asking 

questions and leaving messages (Field, 1986). 

Telecourse Production 

The production of a typical telecourse involves a 

number of important steps. First, an academic advisory 

committee consisting of college and university faculty 

is formed. The committee's task is to develop a 

blueprint for the development of the telecourse. 

Typically, a design workshop is held to define the 
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course goals, identify the major course themes, and 

establish the general parameters of the content. In 

addition, the workshop includes the discussion of unit 

objectives, lesson objectives, course components, 

learning activities, commercially available print and 

film materials, and course management procedures. 

The next step is the naming of the content 

specialist from the faculty members on the advisory 

committee. This content specialist is the chairperson 

of the advisory committee and works with the 

instructional designers, video crew, and the course 

implementation team to design and develop the most 

effective telecourse. The responsibilities of the 

content specialist include specifying the essential 

concepts to be included in the telecourse, establishing 

the sequencing of topics, and approving the test bank 

items. Much effort is spent on developing an effective 

study guide because research indicates that this is the 

component which students most frequently find is 

essential to the mastery of the course objectives. The 

study guide and faculty manual are generally produced 

by a team consisting of the subject matter authorities 

and the instructional design specialists. 

Often, a professional video production team is 

assigned to each telecourse. This team includes a 

television producer, an assistant producer, a 

film/video director, a film/video editor, graphic 
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artists, instructional designers, professional 

scriptwriters, and freelance professionals. These 

freelance professionals, generally college faculty 

teaching in the subject field of the telecourse, are 

hired to write the background scripts. Professional 

scriptwriters use the background scripts to develop and 

write the telelessons, incorporating the unit 

objectives selected by the academic team and the facts 

and suggestions from the freelance professionals. The 

video production team, with the faculty content 

specialist and the instructional designers, plans the 

substance and form of the telelessons. 

The time frames to produce a telecourse have 

expanded from a five to six-month schedule to the 

current 24 to 30-month one. The new "Government by 

Consensus: A National Perspective," the American 

government telecourse produced by the Dallas County 

Community College District, had a 30-month time frame. 

Budgets increased from the first 30-lesson sequence of 

the "American Government" telecourse at $40,000 to 

$900,000 for the newly released 26-lesson "Government 

by Consensus: A National Perspective" (Forshee, 1990) . 

The cost of developing a telecourse can range from 

$800,000 to $3 million or more (Wiley, 1991). 

Staff and freelance personnel have become more 

numerous and skillful. The typical telecourse has 

changed from the lecture format with mimeographed 
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handouts to a much more sophisticated instructional 

system which includes professionally produced video and 

print components combined into a well-designed learning 

package. Most importantly, most telecourse producers 

regularly use student surveys to evaluate telecourses 

from the students' perspectives. The results of those 

student surveys are helpful in improving individual 

elements of the telecourse, particularly the study 

guides, video lessons, and tests. 

There are a number of checks to ensure that the 

telecourses are academically credible. The academic 

content of most telecourses is developed by an advisory 

committee composed of college and university faculty 

members. Further assistance is provided by a team of 

instructional design specialists. Standards and 

objectives are the equivalent of their on-campus 

counterparts. Experts and authorities from around the 

nation offer their expertise as consultants, as 

reviewers, and as on-camera interviewees. At each step 

of the production process, the emerging telecourse is 

evaluated by various panels of experts in academia and 

television (Quinn & Adams, 1984). 

The production and financing of the new telecourse 

are quite interesting. Generally, consortia are 

approached to contribute to the financing of a new 

telecourse. In return, they are be able to lease the 

new telecourse at a reduced cost. It is not uncommon 
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to have publishers whose textbooks have been adopted 

offer additional financial support. In return, the 

telecourse producers often commit themselves to use the 

publisher's textbook for five years. If additional 

funding is needed, it comes from the telecourse 

producers. It is estimated that Dallas County 

Community College District (DCCCD) will recoup its 

costs on the newly released "Government by Consensus: A 

National Perspective" in three to four years and then 

begin to make a profit. The costs for producing the 

new "Government by Consensus: A National Perspective" 

and "Government by Consensus: A Texas Perspective" 

telecourses were $900,000 and $350,000, respectively. 

According to Forshee (1990), the lower cost of the 

Texas telecourse was due to the fact that there were no 

partners for funding because of its more limited appeal 

and potential usage. 

When colleges and universities offer telecourses, 

they must pay the producers for the license to use the 

telecourse. Generally, a base license fee is charged 

on an annual or semester basis. In addition, a 

per-student fee of $10 to $15 is charged for each 

telecourse student. The college must also pay to 

obtain a set of master tapes of the telelessons for 

cable, broadcasting, and Learning Resource Center 

copies (Hudspeth & Brey, 1986). 
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Today, most telecourses consist of 26 half-hour 

programs, a reduction from the 30 half-hour series that 

was typical in the 1970s. The number of telelessons 

was reduced to better fit the typical fall and spring 

13-week season broadcast schedules; to more adequately 

fit into the typical 15 to 16 week college semester; 

and to meet the required 45 to 4 8 student contact hours 

for a typical three-credit hour college course. (Using 

the three/one ratio of lecture to video, the student 

contact is equivalent to on-campus classes when adding 

the required orientation session and periodic exams to 

the 13 hours of video programs.) (Hudspeth & Brey, 

1986) 

Learning Theories Relevant to Telecourses 

Telecourses are based on a number of educational 

theories. An individualist theory of knowledge and 

education is the philosophical basis for telecourses. 

The traditional Cartesian theory of knowledge 

hypothesizes that a person can learn alone 

successfully. What is important is the source--the 

teaching instrument. That teaching instrument can be 

any one of a number of things—a book, a teacher, 

another student, a television screen, or even nature 

itself. What education does require is communication, 

but that need not always be discussion with others. 

Television conveys knowledge and communicates 
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information to the student viewer (Bruffee, 1982) . As 

Purdy (1986b) noted, the individualist learning theory 

expands the possible sources of learning because it 

recognizes that learning can occur from many sources, 

not just a teacher. It also allows the student learner 

more control over the learning process. 

The cognitive psychology or information-processing 

theory argues that "when learning occurs, it is a 

result of the information being designed and presented 

in a way appropriate to the learner's cognitive 

framework" (Purdy, 1986b, p. 6). Rather than having a 

bias toward the delivery of the material by classroom 

faculty, the emphasis is placed on correctly designing 

and preparing the instructional materials and 

accurately identifying the learning characteristics of 

the students. These are two important maxims in the 

development of telecourses. 

B. F. Skinner's behaviorism is another 

psychological school of thought to which telecourses 

are indebted. Skinner's systems approach attempts to 

make a more scientific and orderly instructional design 

based on the structure of the subject matter, the 

teaching capabilities of the medium, and what is known 

about the target student group. Most telecourse 

producers use these techniques by identifying the 

target group and organizing the course around specific 

instructional objectives written in terms of 
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demonstrable student performance. Based on a 

description of the target student group, telecourse 

developers attempt to choose appropriate teaching 

strategies and present content that is at the students' 

learning levels. The instructional objectives not only 

provide a focus for the production of the telecourse, 

but also help direct telecourse students' attention, 

and serve as study and review aides (Purdy, 198 6b). 

Summary of the Historical Review 

It is clear from the historical review just how 

far televised instruction has come and how much it and 

telecourses have evolved. From the simple, monotonous 

"talking head" lesson to the slick, elaborate, 

multimedia instructional package, telecourses have 

belatedly come to utilize all of the unique attributes 

of television as a medium of delivery. New 

technology--videorecorders, videodiscs, fiber optics, 

videocassettes, cable television, instructional 

television fixed service (ITFS) , national narrowcast 

service (NNS), satellite technology, and personal 

computers—has made it possible to increase the 

public's access to telecourses and other forms of 

instructional television. New institutional structures 

such as the Public Broadcasting System (PBS), the 

Corporation for Public Broadcasting (CPB) and the Adult 

Learning Service (ALS), the Learning Channel, the 

45 



National Technological University, the National 

University Teleconference Network (NTU), the ill-fated 

University of Mid-America, the International Consortium 

for Telecommunications, and various state and regional 

consortia have all expanded the scope and reach 

telecourses and instructional television. While 

educators and the public have belatedly recognized that 

instructional television is unlikely to replace the 

instructor, they have also come to realize and 

experience something closer to the full educational 

potential of television. 

Literature Review 

Telecourses 

There has been considerable research on retention 

and attrition in higher education; on the use of the 

RIELC Scale and Kolb's LSI on students and faculty in 

higher education; and on telecourses—their success, 

types, faculty and student attitudes towards the 

telecourse, faculty and student satisfaction towards 

the telecourse, and comparisons between students 

enrolled in telecourses and those enrolled in 

equivalent on-campus classes. Some of these 

comparisons have focused on student profiles, grade 

distributions, and attrition rates. Few studies have 

attempted to combine all of these factors and focus on 

the community college, however. The purpose of this 
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study is to fill this gap in the existing scholarly 

literature. 

The research literature consists primarily of two 

types of studies. The first type, summaries of 

research, has analyzed and made conclusions about the 

numerous research experiments testing various 

hypotheses about instructional television. The second 

type is the research experiments themselves. Both 

types are discussed below. 

Summaries of Research 

One of the most comprehensive studies on 

telecourses was the Brey and Grigsby study (1984) which 

surveyed 8,000 telecourse students enrolled in 42 

different college credit courses offered primarily by 

community colleges. The study found that telecourse 

students differed from on-campus students in several 

important characteristics. Telecourse students are 

more likely to be female, older than the average, have 

dependents at home, and be employed. The report also 

found that the major reason students enroll in 

telecourses is the conflict between on-campus classes 

and their work. Brey and Grigsby (1984) also found 

that 63 percent of the telecourse students were also 

currently enrolled in on-campus courses, an indication 

that telecourses were not primarily attracting 

nontraditional students who otherwise would not be 
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enrolled in college, but on-campus students who wanted 

to add additional courses to their already full 

schedules. The report also revealed that the overall 

reenrollment rate was 36 percent. In states with a 

long history of offering telecourses (California, 

Florida, Illinois, and Texas) the enrollment rate is 

significantly higher, an indirect measure of student 

satisfaction. Brey and Grigsby also summarized earlier 

reviews of telecourse student achievement (studies by 

Chu and Schramm, 1967; Dubin and Hedley, 1969; 

O'Rourke, 1980; Stickell, 1963; and others). The 

report concludes by posing a number of unanswered 

questions to be addressed by future research, including 

the effectiveness of telecourse instruction, student 

retention, and grade performance. 

A second significant study on telecourses was a 

report by Nil Whittington (1986) for the Texas Higher 

Education Coordinating Board. This report contained an 

historical background on telecourses, provided the 

major findings of a literature review, and compared 

enrollments and grade distributions in telecourses and 

in equivalent on-campus classes. It emphasized that 

research in the vast majority of cases illustrated no 

statistically significant differences in student 

achievement when comparing telecourse students in 

equivalent on-campus courses. When differences were 

detected, televised instruction was more often superior 

48 



to conventional instruction. For students who remained 

in the courses until the semester's end, the scores on 

standardized tests and posttests more likely to be 

higher rather than lower for telecourse students when 

compared to on-campus students in equivalent courses. 

Whittington also found that telecourse students 

generally reported a higher level of course 

satisfaction. Students seemed more likely to assess 

the rigor of the telecourses as great or greater than 

the equivalent on-campus classes. The report noted 

that one half of the telecourse faculty and 

administrators randomly selected and interviewed in one 

study rated the performance of students in the 

telecourses as equal to that of students in on-campus 

classes. Another one third said telecourse students 

performed better. The report also emphasized that the 

mean grade distribution for telecourse students was 

comparable for students in equivalent on-campus 

classes. Successful completers generally earned 

equivalent grades in telecourses and on-campus classes. 

Only in the area of attrition did telecourse students 

compare unfavorably. Other telecourse studies 

generally mirror these findings (Fleming, 1984; Nelson, 

1985; and Sutterfield, 1981). 

A third significant telecourse study is Brey's 

(1988b) Telecourse Utilization Survey—First Annual 

Report: 1986-1987 Academic Year. This report focused 
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on the institutions and the administration and usage of 

telecourses rather than on student outcomes. Most (8 9 

percent) of the 172 institutions submitting data 

reported no difference in the general acceptance or 

identification of telecourse credit as compared to 

on-campus credit. Brey found that 98 percent of the 

telecourses had the same number of credit hours as 

their on-campus equivalent. The study also found that 

the more viewing options students had, the greater the 

average enrollment per telecourse use. 

These findings mirrored the results of earlier 

telecourse studies. Schramm (1962) reviewed 100 

studies comparing college level telecourses to 

equivalent on-campus courses, and 84 of the researchers 

reported no significant difference between the two. 

Telecourses were judged to be significantly more 

effective in three cases and significantly less 

effective in 13. 

In Stickell's 1963 classic study, about 250 

telecourse studies were evaluated against a set of 

specific experimental evaluation criteria. Only 10 of 

the 250 studies that he reviewed satisfied his 

criteria. No significant difference was found between 

telecourses and parallel on-campus courses in all 10 

cases. In 23 other studies that he found marginally 

acceptable (because of minor design flaws), only three 
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showed statistically significant differences—all in 

favor of telecourses. 

In a landmark study, Chu and Schramm (1967) 

updated Schramm's 1962 work and reviewed 207 studies 

comparing telecourses to on-campus courses at the 

college level. They found that a majority (152) of the 

studies found no significant differences between 

telecourses and their on-campus equivalents, and 22 of 

the studies showed telecourses to be more effective 

than the on-campus courses. Chu and Schramm further 

updated this study in 1975 under a contract with the 

U.S. Department of Health, Education, and Welfare, with 

similar findings. In their 1975 update, Chu and 

Schramm also reviewed six experimental studies 

comparing the achievement of students viewing 

television at home with students who viewed television 

on-campus or received traditional on-campus 

instruction, or both. In each study the at-home group 

was found to achieve as well or better than the 

on-campus groups. 

Reid and MacLennan (1967) studied 333 experimental 

research studies comparing student learning by 

televised instruction with student learning in 

traditional on-campus classes using traditional 

teaching methods. They found that the vast majority of 

the studies showed no significant differences between 

the two groups. 
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Dubin and Hedley (1969) reviewed 381 experimental 

studies comparing classes taught by television with 

control classes receiving no televised instruction. 

The authors focused on 42 studies that could be 

considered comparable in terms of similar methods of 

instruction, identical examinations, and several other 

criteria. Dubin and Hedley concluded that one-way 

instructional television resulted in the same amount of 

learning as did face-to-face teaching by lecture, a 

combination of lecture/discussion/demonstration, or by 

discussion. 

O'Rourke (1980) reviewed 30 years of research, 

stretching from 1949 to 1979, using established 

criteria for selection. Most of the studies reviewed 

involved a comparison of televised instruction with 

direct face-to-face instruction. The vast majority 

concluded there was no difference between the learning 

of those taught through traditional classroom methods 

and those instructed by television. 

Empirical Studies 

Performance studies of television courses done at 

Chicago's TV College between 1957 and 1960 (Erickson 

and Chausow, 1960) are considered among the most 

sophisticated done. Achievement of the 

television-at-home students was compared with that of 

traditional, on-campus students in equivalent classes, 
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taught by the same instructor and given the same 

examinations. Not only did the studies conclude that 

student achievement in televised courses was as good as 

that in traditional on-campus courses, but the 

researchers concluded that "the at-home TV student, who 

is typically a highly motivated mature adult, tends to 

outperform his counterpart in age and ability [who is] 

taking evening courses on campus" (p. 8). 

A broad study (Gross, 1972) compared the grades 

made by 8,000 television students enrolled in 

telecourses in 20 community colleges in southern 

California with the grades of on-campus students 

enrolled in the same courses. The study uncovered no 

significant differences between telecourse students and 

on-campus students. 

Adams (1987) conducted an interesting study 

designed to compare the academic achievement of 

students taking telecourses to those taking print-based 

independent study courses at an eastern community 

college. Comparing the final course grades of 321 

telecourse students with 1,4 60 independent study 

students, Adams found that, in general, telecourse 

students received better final grades than did the 

independent study students. The study also revealed 

that the independent study students had a higher 

attrition rate, 61.3 percent to 40.1 percent. Others 

have also noted that although telecourse attrition 
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rates are higher than those of equivalent on-campus 

courses, they are generally lower than in the 

"old-fashioned correspondence courses" (Zigerell, 1986, 

p. 8) . 

Other researchers, studies, and reviews of 

research have come to similar conclusions. They all 

report that telecourse or television students learn at 

least as well as do on-campus students and generally 

with no statistically significant differences: (Becker, 

Dunlap, & Gerber, 1957; Craft & Wagner, 1985; Curtis & 

Blatecky, 1977; Davis & Johnson, 1966; Ellis & Mathis, 

1985; Klapper, 1958; McClure, 1975; McLuhan, 1960; 

Michael and Knapp-Lee, 1985; Perrin, 1977; Purdy, 1978; 

Sales, 1976; Smith, 1983; Svobodny, 1969; and Wagner, 

1985) . 

Numerous studies have compared individual 

telecourses or televised courses to the equivalent 

on-campus courses. Results of studies comparing 

student performance in courses taught both by live 

lecture and by television transmission all indicate no 

significant difference in overall student achievement 

(Ainsworth, 1988; Alexander, 1962; Bailey, 1959; 

Barron, 1987; Berger, 1962; Bickel, 1965; Buckler, 

1958; Coast Community College, 1981; Dallas County 

Community College District, (DCCCD), 1977, 1978; 

Davies, Gross, & Short, 1958; Dyer-Bennet, Fuller, 

Seibert, & Shanks, 1958; Lofthouse, 1957; Spencer, 
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1963; Thorman, 1975; and Thorman & Amb, 1974). Studies 

by Agler (1976a, 1976b), LaRose (1986), Mount and 

Walters (1980), Parkinson and Parkinson (1989), 

Pollack, Cargill, Loomis, & Zorbaugh (1956), Purdy and 

Icenogle (1976), Stover (1986), Wagner & Craft (1988), 

and Wergin, Boland, and Haas (1986) are all in 

agreement. The DCCCD has conducted a number of 

comparative studies using a pretest/posttest design. 

In all instances, both the on-campus and television 

students showed statistically significant improvement 

in achievement of the cognitive objectives of the 

courses. Overall, the results indicated no significant 

difference in learning although in some instances, the 

telecourse students showed larger achievement gains 

(Cunningham, 1988; DCCCD, 1977; Donsky, Vaughn, Burk, & 

Hite, 1979; Stover, 1986; Whittington, 1986). 

After reviewing hundreds of studies and 

laboratory-type experiments on learning from different 

media, Schramm (1977) concluded that the better the 

design and control the more likely they would show no 

significant or no consistent differences. When 

comparing grade distributions of telecourse students to 

those of students in equivalent on-campus courses, the 

Dallas County Community College District found that two 

were equivalent (DCCCD, 1978). In every case, 

researchers have come to the conclusion that telecourse 

students have the same or a higher achievement rate 
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than the on-campus students. The studies indicating 

superior achievement by students in televised 

instruction are likely comparing highly motivated adult 

distance learners with significantly younger on-campus 

students (Mount & Walters, 1983). Chu and Schramm 

(1975) said it best, writing: 

There can no longer be any real doubt that 
children and adults learn a great amount from 
instructional television . . . . The effectiveness 
of television has now been demonstrated . . . in 
many parts of the world, in developing as well as 
industrialized countries, at every level from 
pre-school through adult education, and with a 
great variety of subject matter and methods. (p. 
20) 

The research also indicates that telecourse 

students are pleased with the telecourse experience. 

Telecourse students generally assess the rigor of the 

telecourses as being as great or greater than on-campus 

classes (Parkinson & Parkinson, 1989; Steinke & 

Griffin, 1982). Many studies have found that 

telecourse students had a high level of enthusiasm for 

telecourses and gave "overwhelmingly" favorable 

(Topper et al., p. 19) responses when surveyed (Dirr, 

1985a; Karman, 1986; Research Communications, 1985; 

Topper, Singleton, Attebury, Birdwell, & Schumann, 

1975). 

One study presented slightly different findings. 

Willett (1986) conducted a four-year longitudinal 

analysis of an entering group of 61 students who 

selected at least one telecourse during their first 

56 



semester in college. Willett discovered that the 

majority (74 percent) enrolled in a telecourse to 

supplement a traditional academic load. Thus, the 

telecourses in this study did not attract a new 

population of students. In spite of a variety of 

telecourses available at this two-year college and the 

institution which they eventually transferred to, a 

majority (53 percent) never enrolled in another 

telecourse during their four years. The initial 

telecourse experience clearly did not stimulate further 

interest in that learning format. 

If there is one comparison between telecourses and 

on-campus classes that places telecourses in an 

unfavorable light, it is the attrition rate. Most 

studies (Claggett, 1983; Fleming, 1984; Nelson, 1985; 

Sutterfield, 1981; Whittington, 1986) reveal that 

telecourses have higher attrition rates than do the 

equivalent on-campus classes taught with traditional 

instructional methods. 

Coast Community College District (1981), one of 

the major telecourse producers, conducted a 

comprehensive survey of 1,500 campus-based students and 

2,000 telecourse students using a slightly different 

perspective—cognitive style mapping. Cognitive style 

mapping is a technique that determines how people 

receive information—visually, audibly, independently, 

in small groups, in large groups, and so forth. The 
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study comparing the campus-based and telecourse 

students detected five factors that were significantly 

different between the two groups. Telecourse students 

tended to be visually oriented; they learned through 

nonverbal language; they work well independently; they 

are good managers of their time; and they are mature, 

highly motivated students who have strong self-images 

(Luskin, 1985). 

Bates (1981), of the British Open University, 

argued that "Each type of medium presents knowledge in 

a different way and thus provides a different 'way of 

knowing'" (p. 86). He argued further that learning from 

television depends on the learners possessing the 

necessary skills to "decode" or "recode" information in 

a manner that will lead to the development of mental 

skills. He cautioned, however, that the development of 

high-level learning skills is difficult and learners 

may require special training in the educational use of 

television. 

Many of the critics of research on televised 

instruction are now conceding that most of the 

comparative studies do indicate that equivalent 

learning has occurred between students in traditional 

on-campus courses and those enrolled in courses with 

televised instruction. At the same time, however, they 

often question the value of that very research (Allen, 

1971; Clark, 1983; Johassen, 1981; Whittington, 1986; 
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Wood & Wylie, 1977). The defenders of televised 

instruction respond that the comparative studies were 

necessary to convince decision makers to accept 

televised instruction. As a result of the 

preponderance of research demonstrating the 

effectiveness of televised instruction, many now argue 

that the critical factor determining student 

achievement is not so much the method of delivery 

(traditional or televised instruction), but the quality 

of the instruction itself (Whittington, 1986). 

Very little research has been conducted to 

determine the unique qualities of television and how 

they can best be utilized to improve instruction and 

learning (Whittington, 1986). Schramm (cited in Sales, 

1976) put it best when he wrote, "Television is a very 

flexible medium, but it makes its most effective 

contribution when it's being used like television, not 

like classroom teaching" (p. 7). Used as such, it does 

an excellent job in magnifying small objects, bringing 

the outside world directly to the student, and 

demonstrating processes and sequences. Video does not 

do as good a job as print material to simply transmit 

information or show graphics or other displays 

requiring a wide eye span. There is also the constant 

danger that unless integrated properly into the course, 

noninteractive video can make the student passive and 

nonresponsive (Zigerell, 1986). Schramm (1977) hit 
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the proverbial nail on its head when he said that the 

effectiveness of media depends as much on how the 

medium is used as on its delivery system. We tend to 

overlook the fact that televised instruction "is really 

multimedia teaching anyway" (Schramm, 1977, p. 277) 

with its use of various printed instructional 

materials. 

Telecourse use has expanded tremendously since its 

early beginnings. It is currently estimated that 

between 750 and 1,000 postsecondary institutions in the 

United States use telecourses. An estimate for the 

total number of college students enrolled in 

telecourses is difficult to determine because most 

postsecondary institutions do not keep accurate records 

of student enrollment in telecourses. Conservative 

estimates were that there were 500,000 telecourse 

students in 1979 (Dirr, 1985b), 550,000 in 

college-level telecourses in 1982 (Hewitt, 1982) and, 

according to the U.S. Office of Technology Assessment, 

650,000 as of 1990 (Wood, 1990). A more conservative 

estimate (Wiley, 1991) places the 1990 telecourse 

enrollment at 500,000 adult learners. 

Although community colleges have traditionally 

been the heaviest users of telecourses, some reports 

indicate that between one-third and one-half of all 

postsecondary institutions using telecourses today are 

upper level. Institutions using telecourses offer an 
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average of seven telecourses per semester, the most in 

the spring semester and the fewest during the summer 

term (Brey, 1990). The overwhelming majority of 

telecourses are designed as introductory lower level 

courses, core courses generally attracting high 

enrollments (Brey, 1990). 

Telecourse Students 

Telecourses, with their lessened requirement for 

mandatory on-campus attendance, would seem particularly 

suited to certain groups who, for various reasons, find 

getting to campus difficult. This telecourse target 

population consists of eight major groups: 

(1) homebound people, including physically 

disabled people and those who are restricted 

to home by perceived or actual 

responsibilities; 

(2) aged or retired people; 

(3) persons who either chose not to attend 

college initially and now wish to do so, or 

those having some college but having dropped 

out to pursue a career, raise a family, or 

serve in the armed forces; 

(4) workers prevented from attending classes for 

economic and occupational reasons, such as 

erratic or periodic work schedules 

(firefighters, police officers) or having to 
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work or sleep when the on-campus classes are 

scheduled; 

(5) persons lacking transportation to and from 

the college or university; 

(6) persons geographically isolated and unable to 

commute to and from the institution of higher 

education; 

(7) persons currently enrolled who desire to 

supplement their on-campus courses with an 

additional class; and 

(8) persons who face psychological or 

sociological barriers to attend college, 

including unemployment, family or peer group 

pressures, or cultural environments making it 

difficult to regularly attend college classes 

(Luskin, 1985). 

The research and literature indicate that the 

typical telecourse student differs from on-campus 

students in several important characteristics. 

Telecourse students are more likely to be female, older 

than the average student (generally around 30), have 

dependents at home, and be employed. The racial/ethnic 

background of the telecourse students is different from 

that of the on-campus classes—the percentage of 

minorities is somewhat lower (Brey and Grigsby, 1984; 

Zigerell, 1984; Zigerell, O'Rourke, & Pohrte, 1980). 

Donsky, Vaughn, Brock, and Hite (1979) noted that 
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telecourse students are often more similar to part-time 

evening students than to full-time day students. Like 

evening students, a higher percentage of telecourse 

students are working fulltime and are only parttime 

students. The major reason students enroll in 

telecourses is the conflict between on-campus classes 

and their work or other activities. More than half 

said the on-campus sections did not fit into their 

schedules. Over half were concurrently enrolled in 

on-campus courses (Brey & Grigsby, 1984). This profile 

is similar to that found by other researchers (Brey, 

1991; Claggett, 1983; Crane, 1985; Donsky, Vaughn, 

Burk, & Hite, 1979; Gruebel, 1981; Julian, 1982; 

Livieratos, 1988, 1989). 

Brey and Grigsby (1984) found that 63 percent of 

the telecourse students were also currently enrolled in 

on-campus courses, an indication that telecourses were 

not primarily attracting nontraditional students who 

otherwise would not be enrolled in college, but 

on-campus students who wanted to add additional courses 

to their already full schedule. Other studies have 

come up with similar findings (Linville & Moore, 1985; 

Luskin, 1979; Zigerell, 1984). However, PBS ALS data 

provides a more complete picture. They found that 30 

percent of the telecourse students were drawn to 

postsecondary education by television. Once they 

succeed in the telecourse, these students continue 
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their education and enroll in on-campus courses. Thus, 

telecourses are successful recruiters for conventional 

classrooms (Zigerell, 1986). Furthermore, 60 percent 

say that they never could have enrolled if the course 

had not been available on television. The 1984 survey 

also revealed that 20 percent of the telecourse 

students were taking college courses for the first time 

(Zigerell, 1986). Clearly, telecourses are increasing 

enrollment and student contact hours in higher 

education and are attracting some students who might 

otherwise find it impossible to attend college. 

Advantages and Disadvantages 

Based on the literature and the research on 

telecourses, it is evident that telecourses offer both 

advantages and disadvantages. On the positive side, 

telecourses are a way of reaching new groups of 

potential students. Telecourses offer an alternative 

form of education which expands the public's access to 

educational opportunities—particularly to off-campus 

students. Secondly, it offers convenience—for those 

who might otherwise have to commute long distances to 

the nearest college or university, or for students who 

have busy schedules with home and career 

responsibilities and would find it difficult or 

impossible to attend college. The college student 

population is changing. Studies indicate that college 
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students are increasingly parttime, working fulltime, 

and responsible for family and home. Telecourses have 

made it possible for these students to study and 

receive credit for courses without having to attend 

regular, on-campus classes. 

A third advantage that telecourses provide is a 

college-entry option for students who are intimidated 

by traditional classroom instructional experiences. 

Telecourses provide a comfortable educational 

alternative for students who are older than the 

traditional college student and returning to college 

after years out of school, who lack self-confidence in 

their academic abilities, or who simply feel 

uncomfortable sitting in the traditional on-campus 

classroom. These types of students generally enjoy the 

autonomy and anonymity that telecourses offer. 

Cost is a fourth advantage. Colleges and 

universities with financial restrictions are often 

unable to hire additional faculty to handle an 

expanding student body. These institutions can often 

deal adequately with higher enrollment by offering 

telecourses. Education is one of the most 

labor-intensive industries (Curtis & Blatecky, 1977; 

Wilkinson, 1984) . Using telecourses and other new 

instructional technologies will increase the 

cost-effectiveness of education (Whittington, 1986). 

One study (Morris et al., 1974) concluded that the cost 
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of off-campus student televised instruction can be, if 

properly planned, significantly lower than the cost of 

serving the equivalent on-campus students. That same 

study also pointed out that energy conservation, the 

environment, transportation costs, commuting time, and 

out-of-pocket money are "hidden" savings for students 

enrolled in televised instruction. 

A fifth advantage is television's ability to bring 

to the student unique resource material and visuals 

from laboratories, historical settings, field visits, 

archival films, dramatizations, interviews with 

nationally known experts in the field, and foreign 

places that enrich the educational process. These 

cannot easily be duplicated in the on-campus classroom. 

Another often overlooked advantage is that 

learning through telecourses may be more effective for 

today's college population raised on television. 

Educators should use the learning mode of most people 

under 40 years of age: visual and aural learning. By 

the time the average student has graduated from high 

school in the United States, he or she will have spent 

over 12,000 hours watching television compared to about 

10,800 hours in a classroom (Hilliard, 1985b). 

According to Mayor and Dirr (1986), 99 percent of all 

homes in the United States have a television set, and 

more than 70 percent have two or more sets. Much less 

time is spent reading print material than watching 
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television. These students are accustomed to the 

faster pace and glitz of television and may very well 

be more receptive to material presented from a 

videoprogram than to material presented in the more 

traditional lecture/class discussion method. Education 

should be redesigned to reflect this. One researcher 

raised a pointed question when he asked, "Are we 

clinging to 18th and 19th century standards of 

education going into the 21st century?" (Hoffman, 1982, 

p. 116). Another scholar noted, "For higher education 

not to deal with this new medium is to risk creating a 

serious gap in communication between a print-oriented 

faculty and students who have grown up watching 

television" (Purdy, 1986a, p. 29). 

Telecourses also offer the advantage of allowing 

self-paced independent study. With videocassettes 

available in the library, students can complete the 

units of the course at their own pace and take 

examinations whenever they are ready. Additionally, 

colleges can also give students a flexible course entry 

option, which allows them to start the telecourse at 

any time during the semester. In this way, telecourses 

offer an "open entry/open exit" option to students who 

may want to proceed at a slower or faster pace and 

start and finish the course at times other than the 

traditional beginning and end of an academic semester. 
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Telecourses' emphasis on studying and learning 

individually also helps to promote student 

independence. This, in turn, helps to achieve one of 

the goals of higher education--the growth of student 

autonomy that leads eventually to self-directed 

learning. Telecourses also offer an ideal way to 

provide expanded educational opportunities as the need 

for lifelong learning becomes increasingly important. 

As the pace of technological change continues to 

increase—and it will—more and more people will either 

need to make career changes and retrain or upgrade 

their job skills. Increasing technology will require 

more education from the workforce, thus adding to the 

number of people wanting some form of postsecondary 

education (Purdy, 1986b). 

Another advantage of telecourses often overlooked 

is its impact on the affective domain—attitudes, 

values, and beliefs. Television's visual delivery and 

the resultant emotional impact on the viewer may be 

especially effective at changing values, beliefs, and 

attitudes (Blackie, 1986). 

There are several additional advantages to 

telecourses. They allow students to see the top names 

in the field. Visual delivery can show students 

concrete examples of abstract concepts. Also, unlike 

an on-campus class (unless it is taped), students can 

review the telelessons as many times as necessary on 
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videocassette. Telecourses can also show different 

points of view better than one instructor in a 

traditional on-campus classroom (Dillon, 1989) . 

Surprisingly, telecourses have a positive impact on the 

enrollment in on-campus courses. Students whose first 

contact with college is a telecourse often enroll in 

on-campus classes after successfully completing a 

telecourse (Linville & Moore, 1985; Mittelstet, 1978; 

Purdy, 1978; Zigerell, 1986). 

Last, it should not be forgotten that telecourses 

can enrich classroom instruction like films and other 

audiovisual materials. On-campus instructors can 

either show individual telecourse videoprograms in the 

on-campus classes or have them placed on reserve at the 

college library for required or optional viewing. 

On the negative side, telecourses have been 

accused of impersonalizing education by separating the 

teacher from the students. This lack of personal 

interaction between students and faculty troubles more 

traditional educators who argue that this is an 

essential component in the educational process. 

Critics also argue that telecourses threaten faculty 

control of the curriculum and instructional process. 

Because telecourses are often produced by one 

institution and then leased to other institutions, the 

local faculty members teaching the telecourse have 

little input into the course set-up, the materials 
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used, and the emphasis and pace of the course (Purdy, 

1986b). As use of telecourses expands, some fear this 

could lead to the "homogenization of instruction" 

(Grossman, 1987, p. 104). Other critics charge (and 

fear) that telecourses can be used by colleges and 

universities that want to cut instructional costs. 

This possibility that faculty positions and on-campus 

classes can be cut and replaced by telecourses which 

often have a higher student/faculty ratio troubles many 

educators. In today's tougher and tighter job market 

for college faculty, this is a legitimate faculty 

concern. 

An additional weakness of television as a learning 

medium is that the television is unable to determine 

whether the content of the program has been properly 

understood before continuing on to another topic. 

Unlike the classroom teacher, the television cannot 

deal with individual problems and questions students 

may have. 

Another disadvantage has been cited earlier in the 

paper—the higher attrition rate telecourses experience 

when compared to equivalent on-campus courses. It 

should not be forgotten that telecourses are designed 

to appeal to and serve mature and self-motivated 

learners. This is the major cause of the higher 

attrition rate that plagues telecourses. Not all 

telecourse students are ready or able to benefit from 

70 



the autonomy offered by a telecourse. Students who 

need a large amount of personal guidance or social 

interaction may be more suited to the traditional 

on-campus course. The higher dropout rates may be the 

result of an immature student's inability to handle the 

autonomy (Waters, 1983). As convenient as they are, it 

is clear that telecourses are not suited to all 

students. 

In terms of the learning process, Bates (1984a) 

summarized the strengths and weaknesses of television. 

Among television's strengths, Bates cites its ability 

to: 

(1) encourage individual interpretation 

(2) stimulate creative thinking 

(3) provide an overview or synthesis 

(4) demonstrate continuous processes 

(5) model learning processes 

(6) raise awareness 

(7) develop skills of evaluation 

(8) narrate or tell a story 

Conversely, Bates believes it is bad for: 

(1) mastery learning 

(2) feedback or self-evaluation 

(3) analysis of processes or situations 

(4) storage of information 

(5) development of abstract thinking 

(6) presentation of complex ideas 
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Perhaps most often mentioned is the common 

complaint that students often lack the interpretive 

skills required to pull out the intended messages or 

achieve the intended learning objectives of television 

programs. Rather than analyzing the underlying 

message, students are more likely to concentrate on the 

factual content and follow the story line. (Brown, 

1984) . Other critics argue that students' tendencies 

to be passive viewers is one of the major obstacles to 

the use to television as an instructional tool. Many 

students simply lack the experience to use and view the 

television programs critically and analytically 

(Dallas, 1984). 

College Attrition and Retention 

Although there are numerous studies dealing with 

retention and attrition in higher education, there are 

comparatively fewer focusing on the community college 

and its unique retention and attrition problems. 

Community colleges are institutions geared to the 

"facilitation of ease of entrance, exit, and reentry" 

(ERIC Digest, 1984). By their very nature, such 

open-door institutions have an even greater problem 

with retention and attrition (Astin, 1975; Beal & Noel, 

1980; Jaffe & Adams, 1970; Pantages & Creedon, 1978; 

Peng, Ashburn, & Dunteman, 1977; Summerskill, 1962). A 

number of studies indicate that the attrition rate 
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approaches 50 percent between the first and second 

years (DeVecchio, 1972; Medsker & Tillery, 1971; 

Monroe, 1972). A likely explanation for this higher 

attrition rate is that community colleges attract high 

risk students (Astin, 1978, Pantages & Creedon, 1978; 

Peng, Ashburn, & Dunteman, 1977) who are characterized 

by attributes which are consistently reported as 

predictors of low retention—lower ability, lower 

socioeconomic status, and lower educational aspirations 

(Eckland & Alexander, 1980; Summerskill, 1962). 

The fact that students frequently use community 

colleges for their own purposes and often achieve those 

purposes without program completion or earning a degree 

makes it even more difficult to determine the 

proportion of attrition that represents student failure 

(Cohen and Brawer, 1982). One study (Sheldon, 1982) 

identified three categories of attrition: "positive 

attrition"—students who have met their objectives or 

transferred; "neutral attrition"—students who leave 

due to a job or other scheduling conflicts, and 

"negative attrition"—students who are unprepared or 

unmotivated for their studies and thus do not succeed. 

After reviewing over 350 works on attrition and 

retention, Lenning, Beal, and Sauer (1980) proposed 

using the terms "attainer" and "persister" along with 

"dropout." An attainer is one who "drops out prior to 

graduation, but after attaining a personal goal" 
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(p. 10). A persister is the student who continues to 

enroll in the college in consecutive semesters and 

graduates on-time. In light of this, each community 

college needs to determine the type and extent of its 

own attrition/retention problems. 

Sheldon argued that only the "negative attrition" 

is under the control of the college. Not only is it 

often difficult to determine the proportion of 

attrition that is "negative attrition" representing 

student failure, but this proportion may very well vary 

from institution to institution. Because community 

colleges are open entry institutions, it is generally 

assumed that negative attrition is a larger share of 

the total community college attrition than it is of the 

total four year college and university attrition. 

While many of these studies have reviewed the 

literature dealing with causes of attrition, described 

promising practices, and made recommendations to 

enhance retention, their descriptions of the 

characteristics of students most likely to drop out 

generally have ignored the psychological type and 

learning style aspects; instead they have focused on 

cultural, economic, social, and academic factors 

associated with student attrition (Claggett, 1982; 

Easton & Guskey, 1982; Gardner, 1983; Harrower, 

Herrling, & Maugle, 1980; Hollins, 1984; Johnson, 1982; 

Rounds, 1984; and Staff and Program Development, 1981). 
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One study (Rounds, 1984) did identify the ways schools 

contribute to the attrition problem and cited 

inadequate counseling procedures and inappropriate 

instructional approaches. This emphasis on inadequate 

counseling, advisement and screening procedures as a 

contributing factor to community college retention 

problems is also emphasized by Claggett in a 1982 

study. Because attrition is the result of the complex 

interaction of a large number of variables--many 

nonacademic, attempts to isolate single causal factors 

are futile (Levitz & Noel, 1980). 

One of the most comprehensive reviews of the 

literature on college attrition from 1950 to 1975 is 

the study by Timothy Pantages and Carol Creedon (1978). 

Their review of the attrition research led them to 

conclude that although the results have been ambiguous, 

the most significant single predictors of attrition are 

academic factors—high school GPA, high school rank in 

class, and scholastic aptitude measures, which account 

for half of the variance. Most socioeconomic status 

variables were found not to be significant when 

controlled for the student's high school GPA. The 

research shows that once a student has enrolled in 

college, low first semester grades are an accurate 

predictor of attrition. However, many researchers 

caution that high grades do not guarantee persistence; 

if all students with unsatisfactory grades are 
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excluded, those who withdraw have superior grade 

performance and higher levels of intellectual 

development than do the average persisters. They 

maintain that research on motivational factors and the 

significance of personality characteristics has been 

hampered by lack of accurate measures and assessment 

techniques. 

Pantages and Creedon believe that the most 

meaningful research on attrition includes those studies 

that cover more than four years and that utilize 

precise operational definitions of dropout and 

nondropout. They argue against the use of the 

traditional two-way analysis of the categories of 

dropout (temporary and permanent dropouts) and 

nondropout (persisters), because these terms have 

obscured many important details of student withdrawal 

and have produced excessively high estimates of 

attrition rates. Pantages and Creedon recommend 

distinguishing between those who graduate in four years 

at the same institution, those who drop out and later 

reenroll, and those who are permanent dropouts. They 

stress that attrition is the result of 

an extremely intricate interplay among a multitude 
of variables. As such, attempts to isolate single 
casual factors or groups of major determinants are 
misguided and ultimately futile for the practical 
concerns of individual colleges. (p. 94) 

They do believe, however, that one of the best 

theoretical frameworks for understanding the causes of 
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attrition is the "college fit" model (or needs/press 

model), developed by Tinto (1975). 

A number of different conceptual models of student 

attrition and retention have been proposed. Spady 

(1970) emphasized social integration, satisfaction, and 

institutional commitment. Pascarella's (1980) model 

stressed informal contact between students and 

instructors as the important variable affecting 

retention. Aitken (1982) proposed a model based on the 

hypothesis that student retention is based primarily on 

the student's experience at the institution. Fishbein 

and Ajzen (1975) suggest that the student's intention 

to perform a behavior (to remain at or leave the 

institution) is the key predictor of actual behavior. 

Bean's (1982) "synthetic" conceptual model identified 

four types of variables that influence the intent to 

drop out, the precursor to dropping out. These 

variables are background variables, attitudinal 

variables, environmental variables, and organizational 

variables. 

Tinto (1975) made a major contribution to the 

study of attrition in higher education through his 

development of a longitudinal model. Tinto believed 

that much of the past research in dropout from higher 

education had the following major shortcomings: the 

failure to develop a theoretical model that sought to 

explain, not just describe, the attrition process; 
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sloppy definitions that failed to distinguish dropout 

resulting from academic failure from voluntary dropout; 

and grouping permanent dropouts with temporary dropouts 

(those who transfer to another institution or later 

reenroll at the same institution). Tinto's theoretical 

longitudinal model attempted to link the interaction of 

various individual and institutional characteristics to 

the process of college attrition. The model also 

distinguished between the processes that result in 

different forms of attrition. 

In the formulation of his model, Tinto drew from 

Durkheim's theory of suicide, which asserts that 

individuals who are insufficiently integrated into the 

fabric of society are more likely to commit suicide. 

Applying this to college attrition, Tinto hypothesized 

that insufficient social and academic interactions with 

others in college and "insufficient congruency with the 

prevailing value patterns of the college collectivity" 

will lead to low commitment to the college's social and 

academic systems and increase the likelihood that those 

individuals will leave college "to pursue alternative 

activities" (Tinto, 1975, p. 92). Tinto argues that 

all other things being equal, the greater the student's 

level of involvement in the academic and social life of 

the college, the greater the likelihood the student 

will continue at that institution. 
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Academic integration can be measured by grade 

point average, intellectual development, the congruency 

between the intellectual development of the student and 

the prevailing intellectual climate of the institution, 

and academic faculty/student interaction. Social 

integration includes congruency between the student and 

the college's social climate, informal peer group 

associations, semi-formal extracurricular activities, 

and social interaction with faculty and administration. 

Integration into the academic system of the college 

most directly affects goal commitment, while social 

integration most directly impacts a person's 

institutional commitment. Of the two, Tinto concluded 

that academic integration, and thus goal commitment, is 

slightly more important than social integration and 

institutional commitment to persistence in college . 

Interaction between the student and the academic 

and social systems of the college continuously 

influence and modify the student's goals and 

institutional commitments in a manner that either leads 

to persistence or to several types of dropout (Figure 

2.1). The higher the degree of integration of the 

student into the college systems, the greater the 

commitment to the specific institution and the goal of 

college completion. The interplay between the 

student's commitment to college completion and to the 

institution determines whether the student persists or 
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decides to drop out of college. Low goal and 

institutional commitment are likely to lead to dropout 

(Tinto, 1975, 1987a, 1987b). 

Tinto acknowledged that the decision to persist or 

drop out of college is initially influenced by 

students' personal and pre-enrollment characteristics 

—their background characteristics and individual 

attributes. Once on campus, the students' integration 

in the academic and social systems of the institution 

is the critical variable in successfully predicting 

persistence or dropout. Tinto also accepted the 

traditional view that events and factors external to 

the college social and academic systems impact a 

student's decision to persist or drop out. This does 

not contradict Tinto's model; these external events 

(the changing job market, financial problems, the end 

of the draft) can all affect integration into the 

college's social and academic systems and impact the 

student's commitment to college completion and the 

commitment to the institution. 

Tinto's focus is on voluntary withdrawal, which he 

distinguished from forced withdrawal, or dismissal, 

which is primarily the result of "insufficient levels 

of academic performance" or breaking the established 

rules concerning proper social and academic behavior. 

It is voluntary withdrawal that is related to the lack 

of congruency between the student and the social and 
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academic climate of the institution. Students who 

voluntarily withdraw are most likely to be both social 

isolates or deviants concerning the institution's 

intellectual norms (Tinto, 1975). 

More recently, Tinto (1988) applied Van Gennep's 

(1960) notion of three distinct phases (separation, 

transition, and incorporation) in an individual's 

movement from membership in one group to another to a 

student's integration into the college's social and 

academic systems. Each of the three phases is 

characterized by different challenges and problems with 

which to deal. Student dropout may result from the 

student's inability to make the necessary changes 

during each of the three phases. Tinto argued that 

institutions hoping to develop successful strategies to 

reduce college attrition must take these three distinct 

phases into account and realize that different 

institutional actions may be required to attack 

attrition in each phase. To support this, Tinto cited 

a recent study by Louis and Potter (198 6), which found 

that orientation programs are most needed and 

successful during the first year while financial aid is 

most effective during the later stages of a college 

student's career. Since attrition is highest during 

the first year of college, certain retention strategies 

may be more appropriate and effective than others. 

Thus, Tinto's application of Van Gennep's distinct 
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phases to college attrition may lead to the adoption of 

more effective retention strategies. 

A number of studies have tested Tinto's 

theoretical model and have confirmed the model's 

assumptions. These include Pascarella and Terenzini 

(1977, 1980) and Terenzini and Pascarella (1977, 1978). 

Pascarella and Terenzini found that the most important 

variable in positively influencing the persistence of 

freshman with entering characteristics and levels of 

academic and social integration predictive of 

withdrawal was the frequency and quality of 

student-faculty relationships. This is notable in 

attempting to deal with college attrition because this 

variable is subject to the influence of institutional 

policies and programs. 

Tinto's model is important because it focuses 

attention on the impact the college itself has on the 

dropout behaviors of its own students. In doing so, 

the model can indicate to what extent the institution 

itself is somewhat responsible for the attrition 

problem and how the institution can change to reduce 

student dropouts. In relation to this study involving 

identifying predictors of high risk telecourse students 

in a community college, Tinto's model may have less 

value. Tinto (1982) acknowledged that his model is not 

very sensitive to the "forms of disengagement" that 

occur within the two year college. This is because 
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attrition in community colleges is more likely to be 

influenced by attendance for a limited time to achieve 

limited goals such as boosting work skills. Also, 

two-year colleges are generally commuting institutions 

where institutional communities are more tenuous. 

Thus, academic and social integration in a two-year 

college may not be as essential to student persistence 

as it is in a four-year residential institution. 

This viewpoint has been supported by several 

studies of community college attrition. Bers (1986) 

concluded that student interaction or linkages with the 

college were not associated with either passing the 

course or persistence at the college. The vast majority 

of the students reported few interactions with the 

college—one-half attended class and left without 

participating in college-related activities or meeting 

with friends or faculty. Astin (1975, 1978) confirmed 

Bers' conclusions, arguing that community college 

students are less involved in campus activities and 

experience fewer interactions with their instructors 

and fellow students. However, Astin argued that this 

lack of interaction leads community college students to 

have a poorer college experience and this is a key 

factor in the higher attrition rates community colleges 

experience. 

The literature also indicates that community 

college students are four times more likely to drop out 
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for nonacademic reasons than for academic ones (Jones, 

1986) . Thus, the common community college retention 

strategy of focusing on the academic problems of high 

risk community college students may be misguided and 

have limited success in reducing community college 

attrition. 

Tinto's emphasis on academic and especially social 

integration as important predictors in college 

persistence raises the question as to the applicability 

of the model to the study of attrition in telecourses 

and other forms of distance learning, courses that are 

noted for the comparative isolation of their students. 

Previous validation studies of tinto's model have 

suggested that social integration factors have little 

impact on the attrition of nontraditional students in 

both two- and four-year schools (Pascarella & Chapman, 

1983). Tinto acknowledged that it may be necessary to 

make modifications to his model when applying it to 

nontraditional students in nontraditional settings 

(Tinto, 1982) . 

Tinto (1982) made one final thought-provoking 

observation on attrition, arguing that there are limits 

to our ability to reduce college attrition. There are 

a number of dropout behaviors in higher education and 

Tinto believes they do not all equally merit our 

attention. Some students entering college lack the 

skills and intellectual abilities to graduate. Others 
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simply lack the desire or drive. According to Tinto, 

the question that should be debated is "what types of 

policies should be implemented to reduce dropout among 

given types of students in the general student 

population" (Tinto, 1982, p. 687) . Jones (1986) 

agreed, arguing that colleges and universities should 

focus on "unnecessary" student attrition, attrition 

that can be predicted and prevented by the institution. 

"Natural attrition," which occurs due to conditions 

beyond the control of the college, should be ignored. 

Jones and others have argued that all student attrition 

is not "necessarily bad" (p. 15), a philosophy that 

some might find difficult to accept. 

Data reveal that college attrition has been 

surprisingly stable during the last 110 years, the rate 

of the first degree completion hovering around 45 

percent. This is amazing, considering the tremendous 

expansion of public higher education and the investment 

of "billions of dollars in educational programs 

designed to enhance the likelihood that individuals 

would enter and persist within the higher educational 

system" (Tinto, 1982, p. 695). Tinto did note that 

although the attrition rate has remained stable, 

certain subgroups have benefited from programs designed 

to increase retention. He concluded that while there 

is little that can be done at the national level to 

"substantially reduce" college attrition without 
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altering the "character of that education," much can 

and should be done to reduce attrition among certain 

subgroups where "evidence supports the claim that those 

groups are being unjustly constrained from the 

completion of higher education" (Tinto, 1982, p. 696) . 

Distance Education and Attrition 

Harrington (1979) discovered that student dropouts 

in distance education most often cite the sense of 

isolation they experience as the major reason for 

dropping out. One way to increase personal contact 

with the student is with the telephone. Two studies 

(Rekkedal, 1981; Williams, 1980) showed a positive 

relationship between the frequency of student telephone 

contact with tutors. Fink (1978) discovered that 

telephone links made students feel less isolated. 

Sweet (1986) conducted a study of 356 students 

enrolled in college courses at The Open Learning 

Institute (OLI) in Richmond, British Columbia to 

validate Tinto's model of student dropout in college 

distance education. Many OLI students are 

geographically isolated from the college and university 

campuses. Courses are delivered through print-based 

home study packages, which are supplemented by a 

telephone tutoring service made available to all 

students. Sweet found, contrary to Pascarella and 

Chapman (1983), that social integration had just as 
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much influence on commitment and persistence among 

nontraditional students as did academic integration. 

Social integration, through tutor telephone contact, 

was significantly related to institutional commitment. 

Application of Tinto's model to study attrition in 

print-based home study distance education found that 

the model explained 32 percent of the variance in 

persistence-withdrawal decisions. Academic and social 

integration variables alone predicted 18 percent of the 

variance in attrition. Thus, it does seem to indicate 

that Tinto's model is an appropriate framework to study 

attrition of nontraditional students in nontraditional 

learning situations. 

Telecourses and Attrition 

A number of studies have focused on telecourse 

attrition. A 1984 doctoral dissertation by Anita 

Fleming compared attrition and the grades earned in 

Freshman Composition I and II by 323 telecourse and 213 

on-campus students at Tulsa Junior College from 

1980-1982. Fleming found that the major difference in 

grade results occurred because of the higher attrition 

rate in telecourses. However, a mean GPA for 

completers was computed and telecourse students 

performed better than did on-campus students. Looking 

only at telecourse students, Fleming found that older 
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students performed significantly better than younger 

students. 

In a 1984 doctoral dissertation study, David McKay 

utilized a measure of general achievement motivation 

traits to study academic performance in college-level 

telecourses and independent study programs. McKay 

concluded that in addition to selected demographic 

factors, measurable student characteristics found to be 

significant included achievement motivation traits, 

study habits, and student expectations, with study 

habits and achievement motivation being the most 

important. 

Thomas Maher (1985) looked at the relationship 

between student satisfaction and persistence in or 

withdrawal from a telecourse in his dissertation. In a 

random sample of 340 telecourse students, Maher found 

that the components of satisfaction were not predictive 

of individual student behavior. Almost half (4 6 

percent) of the dropouts withdrew during the first four 

weeks. He did find that dropouts were more motivated 

to enroll because of the convenience and time savings 

of the telecourse than were persisters. Maher also 

discovered that the convenience features produced some 

false expectations about time and work requirements of 

telecourses. Tinto's attrition model, Maher believes, 

has the most potential for application with 

telecourses. 
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Matabane's 1986 dissertation examined the 

relationship between selected sociodemographic factors, 

college support services, and the achievement of 260 

telecourse students enrolled in an Introductory to 

Sociology telecourse at three urban Texas community 

colleges. The study found a positive and significant 

relationship between successful course completion and 

age, marital status, employment status, income level, 

lesson viewing site, and the college attended. 

Ethnicity, gender, parental education, student 

enrollment status, and reason for telecourse enrollment 

were not significantly related to successful telecourse 

completion. 

Tate (1983) attempted to study the relationship 

between the cognitive styles of 134 field-dependent and 

field-independent students and their satisfaction with 

and persistence and achievement in a telecourse at an 

urban community college. Tate found a significant 

difference in the persistence, achievement, and 

satisfaction of telecourse students related to their 

field-dependent and field-independent cognitive styles. 

Field-independent students persisted in greater numbers 

and achieved higher final grades than did their 

field-dependent counterparts. Field-independent 

students also indicated a higher level of satisfaction 

with the telecourse. Tate concluded that 

field-independent students possessed the ideal 
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cognitive style for learning by television and worked 

well without teacher and student support and 

interaction. 

John Trickel (1980) used a success prediction 

formula (using a reading test, an academic motivation 

inventory and a demographic survey) to create a high 

risk sample of 63 telecourse students out of 177 

enrollees. The high risk students were young—18 to 25 

years of age, had low reading scores, and worked a 

higher-than-average number of hours per week. The high 

risk students were randomly assigned to one of the 

following three study groups: one group received extra 

credit for attending on-campus review and discussion 

sessions; a second group were sent a letter each week 

designed to summarize, organize, and condense that 

week's lessons; and a third group served as a control 

group. Trickel found that the group of telecourse 

students sent letters each week did significantly 

better and had a significantly greater proportion of 

successful students than did the other two groups. He 

concluded that the on-campus discussion technique 

proved ineffective because of the unwillingness of the 

high risk students to come to campus. 

Greene (1987) examined whether opportunities for 

personal, face-to-face interaction with their 

field-dependent peers and with their telecourse 

instructor would significantly improve the academic 
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performance of field-dependent community college 

telecourse students. The results of Greene's study 

showed significant differences, with the telecourse 

students in instructor-led discussion groups scoring a 

higher mean score on a posttest than students attending 

small-group discussion sections. 

Scott (1990) focused on a comparative analysis of 

student achievement in traditional classroom courses 

and in telecourses over a four-year period. In 

addition, an evaluation of student achievement in 

"follow-on related courses" was performed. Consistency 

in student grades was present in both the telecourses 

and the traditional classroom courses. Student 

achievement in the "follow-on" courses showed concrete 

understanding and retention of the material from both 

the telecourse and traditional classroom course 

students. 

An evaluation of the telecourse program at 

Saddleback College (Smith, 1983) led to some 

interesting findings. The focus of the evaluation was 

student retention and achievement, with a special 

emphasis on developing comparative profiles of students 

who finished the telecourses and those who did not, and 

on comparing the achievement of telecôurse and 

on-campus students. The sample included students 

enrolled in four telecourseS in Spring, 1983. Smith 

found no differences between telecourse completers and 
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noncompleters in 21 of 26 questionnaire items regarding 

personal and academic characteristics. However, in 

comparison to noncompleters, completers more frequently 

preferred to study alone, were taking the course for 

degree requirements or career advancement, and had 

previously taken telecourses. In comparing the 

academic performance of the telecourse students to 

on-campus students, no significant difference was found 

in the posttest scores of the two groups. 

Another important telecourse study (Scanlon, 1985) 

focused on academic success and retention in the 

community college (using another instrument, the 

MBTI—the Myers-Briggs Type Indicator). Scanlon's 

major emphasis was telecourse attrition, which often is 

double the student-attrition rate in traditional 

on-campus lecture courses. The study included 138 

telecourse students and 12 6 on-campus students from 

three courses (Introduction to Psychology, Introduction 

to Political Science, and Introduction to Sociology) 

matched by sex, age, and cumulative college credit 

hours up to the time of enrollment in the telecourses. 

Personality type and its relationship to academic 

success and persistence were examined by utilizing the 

MBTI. Scanlon found no statistically significant 

differences between students who were academically 

successful (grades "A," "B," "C") and students who were 

not. The study also concluded that there were no 
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statistically significant differences between 

completers and noncompleters. Although this might 

discourage some from further research on telecourse 

achievement and retention rates as related to MBTI, it 

can be argued that because it is just one study and the 

MBTI was used as the sole instrument, there is a need 

to continue the search for an instrument that will 

prove to be a valid predictor of telecourse success. 

A number of other studies on telecourses report 

similar findings: telecourses have higher attrition 

rates than equivalent on-campus courses. These studies 

include one on telecourses in the California community 

college system (Peterson & Berg, 1981) and another 

examining eleven years of data on telecourses at Prince 

George's Community College in Maryland (Claggett, 1980, 

1982) . 

The comparatively higher telecourse attrition rate 

may have one explanation that is often overlooked—the 

type of student who is attracted to telecourses. Most 

telecourse studies indicate that the typical telecourse 

student is somewhat different from the typical 

on-campus college student. A recent study (Dallas 

County Community College District, 1991) mirrors the 

findings of previous telecourse surveys. The typical 

telecourse student tends to be female, between the ages 

of 22 and 50, working full or part-time, having 

conflicting obligations and some college experience. 
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Compared to on-campus college students only, telecourse 

students are more likely to be female, older than the 

average student, responsible for dependents at home, 

and to be employed. Telecourse students often find it 

difficult to schedule the proper amount of time for 

viewing the videoprograms and reading the text with 

their heavy job and family responsibilities (Crane, 

1985). It is certainly possible that these conflicting 

obligations on the typical telecourse student, which 

are greater than on the typical college student, are a 

contributing factor to the higher telecourse attrition 

rate. 

Another explanation for the higher telecourse 

attrition rate is false expectations by the telecourse 

students themselves. A typical preconception of 

first-time telecourse students is that the course will 

be fun and easy, similar to watching television for 

entertainment. They envision all of the extra time 

they will have becáuse they are not required to attend 

any regularly scheduled on-campus classes and fail to 

realize the time that will be necessary to accomplish 

the textbook reading and the videoprogram viewing 

(Dille, 1991) . First-time telecourse students are 

often surprised by the amount of work demanded of them 

(Crane, 1985). 

Commitment and motivation are seen by some 

researchers as the most important factors 
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differentiating the successful telecourse students from 

those who drop out. The availability of the telecourse 

instructor for contact by phone or during office hours 

is also seen as a vital ingredient for a successful 

telecourse (Crane, 1985). Miami-Dade Community College 

also found that telecourse students who receive regular 

telephone contact have a higher course completion rate 

than do telecourse students who are not contacted 

(Levine, 1987). 

Rotter's Internal-External 
Locus of Control Scale 

There have been a number of studies conducted 

examining the relationship between locus of control and 

academic performance, grades, and retention in colleges 

and universities. The assumption is that those 

students believing their successes and failures are due 

to their own behavior (an internal locus of control 

orientation) are more likely to show initiative and 

persistence in seeking achievement goals (Lefcourt, 

1976; Rotter, 1966). Students attributing their 

success to luck, chance, fate, or forces beyond their 

control (an external locus of control) would tend to 

give up or become immobilized when confronted with 

difficult situations or situations requiring a use of 

their knowledge or skills. The implication for 

academic achievement would be that these internals 

would have lower attrition rates in college than would 
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the externals who believe their successes and failures 

are independent of their behavior. Surprisingly, the 

results of these numerous studies are ambiguous 

(Daniels & Stephens, 1976; Edwards & Waters, 1981b; 

Keller, Goldman, & Sutterer, 1978; Lefcourt, 1976). As 

Lefcourt (1976) concluded in his comprehensive review 

of locus of control research, the studies "are often 

riddled with inconsistent and . . . 'weird' results" 

(p. 71) . 

Fojtasek (1987) used both Rotter's 

Internal-External Locus of Control (RIELC) Scale and 

Kolb's Learning Style Inventory (LSI) to investigate 

differences in cognitive style and locus of control 

between associate degree and baccalaureate degree 

nursing students. Although telecourse students, grade 

distribution, and retention were not her focus, her 

study is worth noting because of her use of both the 

RIELC Scale and Kolb's LSI. Fojtasék did find few 

significant differences in the cognitive styles of ADN 

and BSN students. There were significant differences 

in the locus of control of the two student groups, but 

not in the anticipated direction. The ADN students 

were found to have a more internal locus of control 

because they were older than anticipated and older than 

the BSN students. 

Bers (1986) conducted a study to determine the 

effect of several variables, including locus of control 
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(as measured by the RIELC), on the academic performance 

and retention of community college students enrolled in 

introductory baccalaureate coursés. The sample 

included students enrolled in 24 baccalaureate classes 

in both day and evening courses during the spring of 

1983 at a suburban Chicago community college. Although 

the association between locus of control and academic 

performance was not significant, Bers found that locus 

of control was minimally related to performance, but 

more strongly related to retention. The study also 

uncovered an interesting pattern between Rotter scores 

and grades. Students with a high internal locus of 

control, resulting in more confidence in their 

abilities to be in control and be responsible for their 

lives, tended to earn either A's (28 percent) or no 

credit (31 percent). Bers hypothesized that some of 

those students, havihg great confidence, evaluated a 

course as being of "little value" to them and took 

control by withdrawing officially or "behaviorally" (p. 

45) . (The college had no failing grade at this 

time—failure to complete the course was not recorded 

on the student's transcripts, so there was no penalty 

for dropping out.) Bers concluded that students with a 

high internal locus of control (and thus high 

confidence) were more likely to take control of their 

lives by transferring to another institution or 
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deciding they have little to gain by remaining in 

college. 

Markert (1982) studied the relationship between 

first-year medical school grades and academic, 

personality and attitude measures, using the RIELC 

Scale and two other instruments. His study of 99 

first-year medical students concluded, contrary to much 

of the literature, that students who scored higher in 

external locus of control did slightly better 

academically. Markert found the academically 

successful medical students were characterized as 

competitive, persevering, responsible, independent, and 

achievement-oriented. 

Ochroch and Dugan (1986) conducted a study over 

four semesters of 411 high-risk, full-time day students 

enrolled in a community college in the Northeast in 

1979. Their goal was to determine the factors related 

to academic success in high-risk college students. 

When comparing the successful and nonsuccessful 

high-risk students, Ochroch and Dugan found that the 

successful group scored significantly higher on 

internal locus of control (as measured by Levenson's 

Locus of Control Scale, not the Rotter). The study 

indicated that belief in control by chance was a 

powerful discriminator. The authors hypothesized that 

the academically unsuccessful students, believing their 

lives were controlled by chance rather than from 
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within, were more apathetic, passive, reluctant to try, 

and less inclined to interact meaningfully with their 

environment. Having little control over their lives, 

attempts to control or improve their situation would, 

in their eyes, be futile. 

Singer (1987) studied 102 female nursing students 

at a Houston, Texas, community college. She found a 

significant relationship between locus of control and 

academic achievement. Anderson (198 6) conducted a 

study of 168 full-time community college typing 

students over three consecutive academic cruarters. She 

also found a significant relationship between locus of 

control and academic achievement, with internals faring 

better than externals. Ross (1985) studied 56 

community college students in two sections of a 

computer programming course. Like Singer and Anderson, 

Ross discovered a significant relationship between 

locus of control and achievement, with the internally 

oriented students scoring higher than the externally 

oriented ones. 

Other studies that found internality to be related 

to academic performance include Anderson (1986) , Mink 

and Watts (1973), Phares (1976), Pigge and Marso 

(1989), and Prociuk and Breen (1974). Spitzer (1985) 

came up with some contradictory findings. Spitzer 

focused on 209 part-time community college students and 

found that adult learners who persisted tended to be 
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externally controlled, contrary to findings of all of 

the aforementioned studies. This and several other 

findings in his study contradicted the findings in 

numerous other studies, raising questions about his 

methodology. 

Four studies (Allen, Giat, & Cherney, 1974; 

Daniels & Stevens, 1976; Horak & Horak, 1982; and 

Parent, Forward, Center & Mohling, 1975) found an 

interactive relationship between perceived locus of 

control, course structure, and achievement, with 

externals performing better under highly structured 

conditions and internals excelling in low structured 

situations. Externals performed better under 

conditions with greater structure because they seemed 

to feel more comfortable when the teacher took 

responsibility for setting the instructional pace and 

summarizing the rules (Horak & Horak, 1982). These 

findings could definitely apply to telecourses, which 

by their very nature are less structured than the 

corresponding on-campus classes. 

Two other studies disputed the findings mentioned 

above, linking perceived locus of control and course 

structure to achievement. Johnson and Croft (1975) and 

Keller, Goldman, and Sutterer (1978) found no 

differences in achievement due to locus of control or 

course structure. 
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Several studies have concluded that there was no 

significant .relationship between locus of control (as 

measured by the RIELC) and attrition or retention. 

Kronquist, Prater, & Whittaker (1983) conducted a study 

of community college students to identify the 

characteristics and variables contributing to 

successful course completion. The study fôund no 

significant relationship between locus of control and 

successful course completion. 

Ross (1989) used a sample of 157 community college 

students in continuing education—68 enrolled in 

independent study videocassette telecourses and 8 9 

enrolled in instructor-assisted videocassette 

telecourses to determine the relationship between 

student locus of control (as measured by the RIELC) and 

preference for and achievement in instructor-assisted 

or independent-study telecourses. Ross found that 

students who selected independent study videocassette 

telecourses demonstrated a higher internal locus of 

control than did those who chose instructor-assisted 

telecourses. However, she found no correlation between 

locus of control orientation and performance in either 

telecourse format. The study did indicate that 

students who enrolled in the instructor-assisted 

telecourse were likely to receive higher grades 

irrespective of an internal or external orientation. 
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Edwards and Waters (1981a, 1981b) also found that 

locus of control scores were unrelated to academic 

achievement as measured by grade point average. They 

also found that the more externally oriented students 

were as capable and performed as well as the more 

internally oriented students, but tended to relate 

their performance to luck rather than to effort or 

ability. 

There are several other studies that found no 

significant correlation between academic achievement 

and locus of control. Johnson and Napier (1987) 

studied 322 black freshmen at a predominantly and 

historically black campus in Mississippi and found 

locus of control was not significantly related to GPA. 

Biaggio and Pelofski (1984) studied 260 college 

students from three mathematics course levels and found 

no significant differences in locus of control and 

achievement. Ziegler (1985) also found no 

statistically significant relationship between locus of 

control and academic achievement in his study of 100 

community college students enrolled in study skills 

classes. Similarly, Levitz (1981) found no significant 

relationship between locus of control and persistence 

in his study of 76 community college students enrolled 

in a mental health technology program. Killiam (1983) 

and Reinertson (1980) echoed these findings, with 

Reinertson concluding that successful community college 
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students are less internal than one would expect from 

reviewing the literature. 

These inconsistencies in locus of control research 

could be due to a number of factors, including 

differences between studies in regard to methodology or 

interaction in subjects (Cronbach, 1975; Cronbach & 

Snow, 1977). Rotter (1966, 1975) argued there is an 

explanation for the lack of a significant relationship 

between generalized expectancies for locus of control 

and performance in situations that are familiar to the 

individual. According to Rotter, individuals are 

likely to base their expectations on actual experiences 

in familiar situations. Because perceived differences 

in many courses are not that great, students are facing 

a familiar situation and generalized expectancies would 

not then be a good predictor in typical academic 

situations (Rotter, 1975, Phares, 1976). 

Rotter (1966) and Prociuk and Breen (1975) 

hypothesized that one possible explanation for the 

research inconsistencies using locus of control is that 

in reality there are two types of externals—"defensive 

externals" and "congruent externals." Defensive 

externals are those "who adopt an external locus of 

control as a way of defensively avoiding responsibility 

for expected negative outcomes" (Levenson, 1981, p. 

46). These defensive externals can be highly 

achievement-oriented in the academic world but 
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rationalize failures by blaming external circumstances. 

In contrast, the congruent external lacks achievement 

motivation. This would contribute to the 

inconsistencies and weak correlations between the RIELC 

score and academic achievement in college because many 

of the college externals "may be only defensively 

external" (Wong & Sproule, 1983) . Because the RIELC 

cannot differentiate between the two types of 

externals, Prociuk and Breen (1975) administered 

Levenson's I, P, and C Scales to the sample of college 

students and discovered that the internals were more 

academically successful than were defensive externals, 

who having a powerful others orientation, were more 

academically successful than congruent externals 

(chance orientation). 

Another explanation of these inconsistencies in 

locus of control research is offered by Weiner (1974) . 

Weiner's theory hypothesized that locus of control is 

more directly related to attitudes than achievement. 

The following four determinants to which an outcome of 

behavior may be attributed are ability, effort, task 

difficulty, and luck (Heider, 1958). Confusion results 

when these four determinants are collapsed into a 

single dimension of perceived internal (ability and 

effort) versus external (task difficulty and luck) 

determinants (Weiner et al., 1971). What is often 

overlooked is that is it possible to combine these four 
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elements in a manner reflecting perceived stability of 

the determinants rather than perceived locus of 

control. This dimension is the result of combining 

ability with task difficulty (stable elements) and 

effort with luck (unstable elements). The mixed 

results in locus of control research are the result of 

comparing ability-related tasks (a stable, internal 

determinant) to luck-related tasks (an unstable, 

external determinant). Thus, these studies differ on 

both the dimension of stability and the dimension of 

locus of control and produce conflicting results. 

Weiner argued that performance is related more to 

the stability dimension than to locus of control. 

Locus of control is related to affective responses 

(pride of accomplishment or fear of failure). Applying 

this to the academic context where achievement is 

presumed to be primarily the result of effort and 

ability, the internally oriented students would have a 

greater affective response than would the externally 

oriented ones. A study by Keller, Goldman, and 

Sutterer (1978) was conducted with 138 students in a 

self-paced introductory psychology course to determine 

whether locus of control would be related more to 

academic attitudes than academic performance. The 

study found that locus of control was highly correlated 

with the attitude scales used but not to performance in 
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the course. This supported Weiner's attribution theory 

explanation. 

It is clear from the literature on the RIELC that 

there are inconsistencies in the research findings on 

the relationship between internality and academic 

achievement, retention, and attrition. Rotter, Prociuk 

and Breen, Phares, Cronbach, and Weiner have all 

advanced hypotheses explaining those inconsistencies. 

Although logic, locus of control theory, and the 

majority of the research seem to indicate that 

internality, as measured by the RIELC, is positively 

correlated to academic achievement, more research and 

stricter methodology are clearly needed. 

Kolb's Learning Style Inventory 

Kolb's Learning Style Inventory (LSI), developed 

by David A. Kolb in 1976 and revised in 1985, is a 

self-descriptive instrument designed to measure 

cognitive learning style preference on two bipolar 

dimensions—Active Experimentation (AE)/Reflective 

Observation (RO) and Concrete Experience/ (CE)/Abstract 

Conceptualization (AC) (Figure 2.2). The 12-item 

questionnaire requires the respondent to rank order 

four sentence-completion endings according to the 

degree to which each ending characterizes their 

preferred cognitive style. Through the process of 

developing preferences, a learning style results 
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KOLB'S CYCLE OF LEARNING 
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(Figure 2.3). Each of the four basic learning 

styles—Accommodators, Assimilators, Convergers, and 

Divergers—each has certain strengths and weaknesses 

(Figure 2.4). Kolb hypothesized that certain learning 

styles are more congruent with certain majors, career 

choices, and learning situations. 

A number of studies have been conducted using the 

Kolb Learning Style Inventory (LSI), many focusing on 

academia. Some researchers have studied the 

relationship between learning style and occupational 

preference or career choice. Others have examined the 

relationship between learning style and a student's 

choice of major field of study, finding that different 

subject areas seem to be characterized by a dominant 

learning style. Drawing on those studies, other 

researchers have examined whether a student's 

congruency with the dominant learning style of his or 

her chosen field of study has a significant 

relationship with academic achievement. A number of 

researchers have focused on comparing the learning 

style of the instructor with the learning style of the 

students in the instructor's course to determine if 

students sharing the instructor's learning style were 

more likely to perform better in the course. Studies 

examining the link between learning style and academic 

achievement, persistence, and retention are fewer in 

number. This is particularly true of attempts using 
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ACCOMMODATOR 
Strengths: 

- leam from hands-on 
cxpenence 

Wcaknesses: 
- tendency to act on gut feelings 

rather than on logical analysis 

- may rely more heavily on 
people for information 

- are at ease with people 

DIYEHCER 
Strengths: 
- best at viewing situations from 

many points of view 

Wesilfflcsscs: 
- good at brainstorming 

- prefer to observe rather than 
takeaction 

- imaginative and sensitive to 
feelings (feeling-oríented) 

- like discussions/group work & 
feedback 

CONVERGER 
Strengths! 

- prefer dealing with technical 
tasks & problems than with 
social & interpersonal ones 

- best at finding practical uses for 
ideas & theoiies 

- have ability to solve problems & 
finding solutions to questions or 
problems 

- deductive reasoning 

Weaknesses: 

ASS MILATOR 
Strengths: 
- less focused on people & more 

interested in abstract ideas & 
concepts 

- best of understanding a wide 
range of info & putting it into 
concise, logical form 

inductive reasoning 

a systematic planner/ogal setter 

value sequential thinking 

Weaknesses: 

FIGURE 2 . 4 

KOLB'S LEARNING STYLES' 
STRENGTHS AND WEAKNESSES 
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the LSI to compare academic success and retention in 

on-campus courses and telecourses or distance learning 

situations. 

Although there have been comparatively fewer 

community college student success and retention studies 

done using Kolb's LSI, there have been some interesting 

findings. Williams (1987) attempted to isolate 

predictors of academic success in both lecture classes 

and self-paced classes in introductory accounting. His 

sample included 4 63 students at a suburban community 

college in the Southwest. Williams found that the 

concrete learning style, as measured by Kolb's LSI, 

along with age, reading ability, and accounting work 

experience, did have a positive relationship to success 

in the self-paced introductory accounting course. The 

study also noted that, not surprisingly, there is a 

different set of predictors of success for accounting 

classes taught using the two different teaching 

methods. 

Vondrell and Sweeney (198 9) undertook a study to 

determine if identification of learning styles would 

aid in predicting 131 adult students' success in an 

independent study course at a midwestern university. 

Divergers rated their experience with the format the 

lowest and the Accommodators rated it the highest. 

There were significant differences in grades by 

learning style. Convergers performed the best, earning 
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the highest percentage of "A's" and the lowest 

percentage of "W's." Accomitlodators ranked second in 

terms of highest number of "A's" and fewest "W's." 

Divergers had the fewest "A's" and the highest combined 

percentage of "D's," "F's," and "W's." Overall, the 

study indicated that Accommodators and Convergers did 

quite well and the Divergers performed significantly 

worse than the group as a whole. 

Caskey (1981) attempted to investigate the effects 

of sex, age, ethnicity, college major, socioeconomic 

status, and grade point average on the preferred 

cognitive styles of a group of 595 community college 

students. She found that grade point average was 

significantly correlated with cognitive style 

preference. Higher GPA's were associated with 

abstract, active learning styles, while subjects with 

lower GPAs tended to have a reflective, concrete 

learning styles. Caskey concluded that achievement, as 

measured by grade point average, appeared to be related 

to one's ability to analyze and form abstract concepts. 

Thus, the study concluded that abstract, active 

learners were more highly rewarded than were concrete 

reflective learners. The study also found that the 

instructors tended to have different learning styles 

than their students. The largest number of students in 

her sample of community college students fell into the 

Diverger category, described by Kolb as imaginative, 
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people-oriented, preferring to learn from a global 

perspective, and generally relying on concrete rather 

than theoretical reasoning. 

Moore (1985) focused on how to better predict, for 

underprepared college freshmen, freshman-year grade 

point average, academic performance in core-curriculum 

courses, and academic status. Moore used a number of 

instruments, including Kolb's LSI, to assess 171 

freshmen college students in a learning skills class. 

The study attempted to discover if predictability of 

academic success would be improved when the LSI and 

other instruments were added to the regression 

equations containing high school grade point averages 

and ACT scores. The LSI significantly improved 2 9 

percent of the equations. Moore also noted the lack of 

predictive power of the reflective observation and 

abstract conceptualization components of the LSI and 

recommended cautious use of the LSI for advising 

purposes. 

Kirk (1986) studied the relationship between the 

learning styles of 70 adult learners at a large, urban, 

commuter state college and their GPA, among other 

variables. The study found that learning styles were 

correlated to grade point average, with Accommodators 

earning the highest GPAs. Kirk also found that action 

over reflection was correlated with a desire for a 

higher educational degree. 
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Trayer (1989) examined whether a relationship 

existed between 544 second-year language students' 

learning styles and attrition. Trayer found a 

significant difference between learning style and 

continuation of language study and GPA with the 

Assimilator having the most observed differences. The 

relationship between regular and gifted language 

students by learning style was significant for both 

Spanish and French students. Accommodators were more 

likely to be in the Spanish gifted group and 

Assimilators in the French gifted group. 

Kevin and Liberty (1975) used the LSI and several 

other instruments to determine predictors of 

performance in an organic chemistry course using 

computer-based instruction. Another organic chemistry 

class using traditional instructional methods was the 

control group. The study's findings were not as 

expected concerning the correlation between major and 

LSI. However, one significant relationship was 

discovered. The AC scale of the LSI varied positively 

with the grade earned in the course. 

Wilkerson (1988) studied 133 basic baccalaureate 

nursing students enrolled in a junior-year course. The 

study found that students scoring high on the AC 

subscale had higher overall achievement in the nursing 

curriculum. Wilkerson concluded that the AC subscale 

115 



indicated a preference for a mode in the learning cycle 

that was linked to achievement in the nursing program. 

Lee (1986) focused on the relationship between the 

learning style and success of 110 students enrolled in 

an internship program. The study found that Convergers 

had the highest success rate and the Accommodators the 

lowest success rate in the internship program. 

Kolb and Goldman (1973) conducted a large survey 

of M.I.T. seniors in four disciplines (mechanical 

engineering, humanities, mathematics, and economics) to 

examine learning styles, academic performance, and 

adaptation to the university and came up with some 

interesting findings. They discovered that in two of 

the four departments (mechanical engineering and 

economics) students whose learning style matched the 

demands of the discipline earned higher GPAs than those 

students whose learning style was not congruent with 

their major area of study. The study also revealed 

that students whose learning style was congruent with 

their discipline rated the workload to be lighter in 

three of the four disciplines than did those students 

whose learning styles did not "fit." Kolb and Goldman 

also found that those students whose learning style 

"fit" their major had lower feelings of anomie in three 

of the four disciplines. The research also revealed 

that in all four departments, those students with 
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learning styles matching discipline norms tended to be 

highly involved with their peers. 

The importance of the Kolb and Goldman study is 

clear when linking it to the growing trend in college 

attrition research emphasizing the relationship between 

a student's fit into the academic and social systems of 

the institution and the likelihood to persist or drop 

out. The greater the fit, the more likely the student 

is to persist. As Kolb (1984) stated, "Rather than 

being a cause of successful academic performance, 

motivation to learn may well be a result of learning 

climates that match learning styles and thereby produce 

successful learning experiences" (p. 182). 

Winant (1990) studied student and faculty learning 

style preferences and the effects of these preferences 

on academic achievement. The sample included 19 

courses, 17 faculty, 157 on-campus students, and 138 

off-campus students at several eastern universities. 

The study revealed that both on-campus and off-campus 

students were predominantly Convergers and 

Assimilators. The findings indicated there was no 

effect on achievement by faculty members having the 

same learning style preference as students. The study 

also found that there were no significant learning 

style differences between on-campus and off-campus 

students. Winant looked at four years of data 

comparing mean grades of on-campus students with those 
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of off-campus television students and found that the 

grades of off-campus students were slightly lower. 

However, the effect of student learning style on the 

achievement of off-campus television students was not 

examined in the study. 

Several studies found no significant relationship 

between learning style and academic success. Taylor 

(1986) found that learning-style preference did not 

influence classroom success and that the relationship 

between students' and instructors' learning-style 

preferences did not influence classroom success. Weiss 

(1989) discovered no significant relationship between 

learning style and academic achievement (as measured by 

a pretest and posttest) among 78 women over the age of 

60 participating in a four-week health education 

program. Phyfer (1987) reported no significant 

association between learning style and eligibility for 

the second year of study in good standing in an 

engineering program. Herron (1983) examined the effect 

of learning style on the academic success of 129 

aviation officer candidates and found no significance 

between academic success and learning style. 

Thompson, Finkler, and Walker (1979), studying college 

freshmen enrolled in a learning analysis course, 

discovered no significant relationship between 

students' learning styles as measured by Kolb's LSI and 

academic achievement. Reifle and Edwards (1975) found 
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no significant relationship between learning style and 

student performance in computer-based instructional 

settings. Davis, Murrell, and Davis (1988) reported no 

significant differences in course grade point averages 

among students who were either matched or partially 

matched with, or held opposite styles to, their 

instructors. The study also concluded that there were 

no significant differences in grade point averages 

between students who were Assimilators, Accommodators, 

Convergers, or Divergers. 

Several additional studies also reported no 

significant relationship between student learning 

styles and academic achievement. These include studies 

by Sales (1985), whose sample included 79 elementary 

education majors enrolled in a teaching methods course 

at a midwestern university; Mitchell (1984), who 

studied 50 freshmen enrolled in a calculus course at a 

northwestern community college; Ballard (1980), whose 

sample included all students enrolled in basic 

Introduction to Management classes at a Florida 

community college; and Zemaitis (1986), who studied 121 

registered nurses in five baccalaureate nursing 

programs in the East. Studies by Sewall (1986) and 

Brenenstuhl and Catalanello (1979) came to similar 

findings. 

Telecourse studies using Kolb's LSI are few in 

number. Relaford (1988) used Kolb's LSI in her study 
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of Frank Phillips College microwave system for delivery 

of instruction. Although she found no significant 

differences in the learning styles between the 

off-campus and on-campus students, her study did 

indicate that there was a significant difference in 

grade distribution by learning style by the 

instructional television students as a group. 

Assimilators and Convergers tended to make "A's" and 

"B's." Divergers had no tendency for a particular 

grade distribution and Accommodators tended to make 

"C's." When ranked from high to low in terms of grade 

distribution, Relaford found Assimilators ranked at the 

top, Convergers were next, followed by Accomodators, 

with Divergers having the lowest GPAs. Her findings 

indicate that there is a need to continue this 

direction of study and attempt to find instruments that 

are valid predictors of student success in telecourses. 

Nisbet, Ruble, and Schurr (1981) did study Ball 

State University's counseling model which was designed 

to improve retention and academic success of high risk 

students. Both Kolb's LSI and the RIELC (along with 

several additional instruments) were utilized by 

counselors to better advise students. The academic 

advisors were trained through workshops to use 

information on student learning styles, locus of 

control, behavior styles, behavior preferences, and 

anxiety to devise more effective advising strategies. 
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After six years and 3,000 high risk students, data 

indicated that retention improved from 75 percent to 91 

percent for the first year, and from 48 percent to 91 

percent for the baccalaureate degree. The study's 

authors concluded that the keys to the success of Ball 

State's counseling model was the quality of information 

flowing to the advisors and team members and the 

training of the advisors in the correct use of the 

information. Clearly, the information provided by 

Kolb's LSI and the RIELC aided advisors to better 

diagnose the problems facing each high risk student and 

then facilitated the formulation of effective 

strategies to deal with each student's deficiencies and 

problems. 

Chapter Summary of Review of 
Related Literature 

The chapter began with a review of the history and 

development of televised instruction, including 

telecourses. The history of instructional television 

was traced, from its beginnings at lowa State 

University in 1933, through the closed-circuit 

television courses of the 1950s and 1960s, the 

televised instruction on the commercial networks, and 

the commonly-used "talking head" format of those early 

years. The institutions of higher education that were 

the pioneers in the use of instructional television 

were discussed: the City College of Chicago, Penn 

121 



State, Governors State University, and Amarillo 

College, among others. The role of the federal 

government and the Federal Communications Commission 

(FCC) was noted. The importance and contributions of 

the Public Broadcasting System (PBS), the Annenberg 

Foundation, the Corporation for Public Broadcasting 

(CPB), and the Adult Learning Service (ALS) were also 

examined. 

The development of new technology and 

institutional structures which have expanded access to 

instructional television were discussed. These 

included the growth of videorecorder ownership, the 

establishment of the Learning Channel, the failed 

experiment—the University of Mid-America, the 

establishment of the International Consortium for 

Telecommunications in Learning, and the increasing 

ownership of personal computers. 

As a point of comparison, the British Open 

University (BOU) experience was examined and compared 

to the National University Consortium (NUC), the 

National Technological University, and the National 

University Teleconference Network (NUTN). Recent 

developments were discussed, including the growth of 

consortia and the development of the National 

Narrowcast Service (NNS) by PBS. 

The growing sophistication and professionalism of 

instructional television were also noted. The 
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evolution of telecourses was discussed, from the 

"talking head" format to the documentary approach using 

narration, graphics, animation, dramatizations, and 

interviews with experts. The growth of the telecourse 

into a multimedia coordinated instructional package, 

consisting of telelessons, textbooks, a study guide, 

and other components was traced. 

The six basic types of telecourses as of the early 

1990s were explained. These included the prepackaged 

telecourse with supplemental materials; the live, 

interactive instructional telecourse with immediate 

talk-back capability; the tutored-video instruction 

telecourse; the talking-head telecourse; the 

audio-teleconference telecourse ; and the wrap-around 

telecourse. 

The steps and growing costs and time frames 

involved in telecourse production were reviewed, as was 

the financing of telecourse production. Additionally, 

the learning theories relevant to telecourses were 

examined. These included the traditional Cartesian 

theory, the cognitive or information-processing theory, 

and Skinner's behaviorism. 

The literature review first focused on telecourse 

research. The major reviews of telecourse research 

were discussed: Brey, Brey and Grigsby, Schramm's 

landmark works—individually and with Chu, Stickell's 

classic study, Whittington, and the studies of Reid and 
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MacLennan, Dubin and Hedley, and O'Rourke. The major 

individual research experiments were also reviewed: 

Erickson and Chausow, Gross, Adams, Willett, Coast 

Community College, and Dallas County Community College 

District. Numerous additional telecourse studies were 

also cited. It was noted that academic achievement in 

telecourses equals, and in some cases, exceeds the 

academic achievement in equivalent traditional 

on-campus courses. A discussion of the eight major 

target populations for telecourses followed. The 

research on the profile of the telecourse student was 

reviewed, emphasizing that the typical telecourse 

student is different from the on-campus counterpart; 

telecourse students, in comparison to their on-campus 

counterparts, are more likely to be female, older than 

the average student, responsible for dependents at 

home, and employed. This was followed by a discussion 

of the advantages and disadvantages of telecourses. 

The telecourse section ended with a review of the 

strengths and weaknesses of television as an 

educational medium. 

The review of the literature on college attrition 

and retention first discussed the problem scholars have 

had defining attrition, and several types of 

attrition—positive, neutral, and negative—were 

examined. One of the most comprehensive reviews of the 

literature on college attrition—that of Pantages and 

124 



Creedon—was reviewed. Tinto's longitudinal model on 

college attrition was discussed, as were several 

studies testing his theoretical model. The value of 

Tinto's model and its applicability to the community 

college and telecourses were also examined. Concerning 

distance education and attrition, the studies of 

Harrington, Rekkedal, Williams, and Sweet were 

reviewed. 

A number of studies which focused on telecourses 

and attrition were examined, including those of 

Fleming, McKay, Maher, Matabane, Tate, Trickel, Greene, 

Scott, Smith, and Scanlon. A number of explanations 

for the higher telecourse attrition rate were also 

discussed. These reasons included the type of student 

telecourses attract (one with many conflicting 

obligations); the misperception or false expectation 

that telecourses are easy and fun; and the greater need 

for telecourse students to possess commitment and 

motivation. 

The literature review then discussed a brief 

summary of Rotter's Internal-External Locus of Control 

Scale before examining the various studies using the 

RIELC. It was noted that the findings have been 

ambiguous. The studies finding a link between locus of 

control and attrition or academic achievement were 

first discussed: those by Fojtasek, Bers, Market, 

Ochroch and Dugan, Singer, Anderson, Ross (1985), and 
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others. Generally, these studies indicated that the 

more internally-oriented students were likely to 

experience greater academic achievement than their 

externally-oriented counterparts. This was followed by 

a review of the studies finding no significant 

relationship between attrition or academic achievement 

and locus of control: those by Kronquist, Ross (1989), 

Edwards and Waters, Johnson and Napier, Biaggio and 

Pelofski, Ziegler, and others. Possible explanations 

for these inconsistencies in the locus of control 

research were discussed, including those by Rotter, 

Prociuk and Breen, and Weiner. 

Chapter II also included a brief explanation of 

Kolb's Learning Style Inventory and a review of the 

literature on the LSI. Numerous studies finding a 

significant relationship between learning style and 

academic achievement were reviewed. In addition, 

several studies finding no significant relationship 

between learning style and academic success were also 

discussed. Relaford's study on Kolb's LSI and 

achievement in televised distance education at Frank 

Phillips College was reviewed, noting that Assimilators 

and Convergers p^rformed best, followed by 

Accommodators and Divergers. Chapter II concluded with 

a discussion of the Nisbet, Ruble, and Schurr study of 

the Ball State University experiment using the RIELC 

and Kolb's LSI to better advise students. It was noted 

126 



that the retention rate improved as a result of the use 

of these two instruments. 
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CHAPTER III 

METHODS 

This study was designed to determine predictors of 

nonsuccess for community college telecourse students. 

The methods used in collecting and analyzing the data 

in this study will be discussed in this chapter. The 

elements of the study to be discussed include the 

following: the subjects of the study, the three 

instruments utilized, the data collection procedures, 

the three hypotheses of the study, the treatments used 

on the subjects, and the design and analysis of the 

data. 

The Odessa College Telecourse Experience 

Odessa College has used the most common type of 

televised instruction, the prepackaged telecourse, 

developed and filmed by a national producer with 

accompanying textbooks, student study guides, and 

supplementary materials (an instructor's manual and a 

test bank). These telecourses are televised by the 

local (Midland-Odessa) PBS television station, KOCV, 

Channel 36 (cable 13), located on the Odessa College 

campus. This is convenient not only in terms of its 

geographical proximity, but also in terms of expenses. 

In contrast to community college telecourses in Dallas, 

Fort Worth, Austin, and many other cities around the 

nation, the telecourses aired for Odessa College did 
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not mitially entail any direct air-time cost to the 

ITV (instructional television) program. In contrast, 

most other community colleges must pay for the airtime, 

which can sometimes approach $300 an hour. This 

increases telecourse costs and requires a larger 

student enrollment in the telecourses to pay for the 

high cost of airtime. Currently, Odessa College pays 

about $30 an hour for airtime for telecourse 

broadcasts. In addition, each college offering a 

telecourse (including Odessa College) must pay a 

licensing fee to the telecourse producers. It is a per 

semester license fee that can range from $400 to $2,000 

per telecourse. 

Although the original KOCV television signal has a 

range of only about 30 miles, the telecourses actually 

reach a wider West Texas audience because the 

telecourses are carried by several other West Texas 

cable companies besides the three serving the 

Odessa-Midland area. Thus, students in Andrews, 

Monahans, Crane, Stanton, and several other West Texas 

communities are able to enroll in the Odessa College 

telecourses and are able to view these programs in the 

convenience of their homes. This is extremely 

important, because one of the major advantages of 

offering telecourses is to reach those "nontraditional" 

students who are unable to come to a regularly 

scheduled on-campus class. The farther a student lives 
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from the Odessa-Midland area, the greater the 

convenience of the telecourse. 

For the convenience of the telecourse students, 

each telelesson is aired two to three times during the 

week in morning, afternoon, and evening hours. In 

addition, one copy of each telelesson is available on 

reserve at the front desk of the Odessa College 

Learning Resources Center for building use only. This 

allows students who missed an airing of a telelesson, 

lacked a VCR to record the program, or desired to view 

it again for review, to watch the program. 

Odessa College first began offering telecourses in 

the fall of 1986 after the required approval was 

received from the Texas Coordinating Board. Three 

telecourses, with a combined enrollment of 64 students, 

were offered that first semester: American Government 

I, Principles of Marketing, and Principles of Biology. 

Odessa College has gradually expanded its telecourse 

offerings to seven telecourses in the fall of 1991 with 

a much greater array of telecourses offered: two 

semesters of American Government, two semesters of 

American History, Introduction of Psychology, Child 

Psychology, Principles of Marketing, Principles of 

Management, Principles of Biology, Business Law, and 

Introduction to Sociology (to be offered for the first 

time at Odessa College in the spring of 1992). As the 

telecourse offerings have grown, so has telecourse 
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enrollment. The number of telecourse students at 

Odessa College has steadily grown to 264 students 

enrolled in the fall of 1991. The average number of 

students per telecourse has also increased, from 21 to 

more than 37. 

Subjects 

The sample consisted of students at Odessa College 

enrolled during the Spring 1989, Fall 1989, and Spring 

1990 semesters in at least one of the following nine 

lower division telecourses: State and Federal 

Government 2301 and 2302, United States History 2301 

and 2302, Introduction to Psychology 1301, Introduction 

to Management 1301, Principles of Management 1321, 

Principles of Biology 1300, and Child Psychology 2302. 

All of the telecourses offered by Odessa College are 

the prepackaged type, developed and filmed by a 

national producer with accompanying textbooks, study 

guides, and supplementary materials. They are 

broadcast on the local public television station 

(KOCV-TV, channel 36 or cable channel 13) and can also 

be viewed from videocassettes in the Odessa College 

Learning Resources Center (LRC). Of the 629 students 

enrolled for college credit in those nine-lower 

division telecourses offered by the college those three 

semesters, 525 were in the final sample for the study 

(Table 3.1), a participation rate of 83.5 percent. Of 
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Table 3.1 

SAMPLE PROFILE 

N=525 

GENDER 
MALE 32% 
FEMALE 68% 

MARITAL S ATUS 
MARRIED 55.4% 
SINGLE 35.4% 
DIVORCED 9.1% 

ETHNTC RAr nROnND 
ANGLO 83.6% 
NON-ANGLO 16.4% 

ASIAN 1% 
BLACK 3.4% 

HISPANIC 12.0% 

AVFRACF AGE 28.49 

AVFRAr.F GPA 3.08 

AVFRAP;F fíonR.q FNROT.T.FD TN 9 . 9 8 

AVFRAC;F C R F D T T HonRS COMPLETED 3 3 . 8 9 

FTR.9T TET.FnonRSE 
YES 69.5% 
NO 30.5% 

TFT.FCOTTR.<̂ F .qnCCESS 
YES 67.2% 
NO 32.8% 

T.FTTFR nRADE 
A 14.3% 
B 26.9% 
C 26.1% 
D 3.8% 
F 5.3% 
W 23.6% 
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the 104 students not in the final study, 26 failed to 

complete all three instruments fully and 78 chose not 

to participate in the study. Taking into account this 

nonresponse bias, the participation rate was 87.1 

percent. 

Instruments 

Data were collected from the subjects on the 

following three instruments: a researcher-created 

demographic questionnaire, Julian B. Rotter's 

Internal-External Locus of Control Scale (RIELC), and 

David A. Kolb's Learning Style Inventory (LSI). The 

three instruments were filled out by the telecourse 

students when they áttended one of the mandatory 

orientation sessions required of all telecourse 

students. (See appendix for complete instruments.) 

Rotter's Internal-External Locus of Control Scale 

(RIELC), first developed by J. B. Rotter in 1966 and 

revised in 1975, is one of several instruments designed 

to measure locus of control beliefs. It was chosen as 

one of the instruments for this study because it is the 

most frequently used test to measure this concept. 

After reviewing much of the research using the RIELC, 

Lefcourt (1981) concluded, "It has proven to be a 

stimulating and useful research tool" (p. 3). The 

RIELC Scale is designed to determine an individual's 

beliefs about the nature of the environment and 
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expectations about how reinforcement is controlled. 

Individuals characterized by an internal locus of 

control tend to believe that achievement or academic 

success is due to their own abilities or efforts. In 

contrast, individuals who possess an external locus of 

control attribute success to luck, fate, or to external 

support or instruction. 

The RIELC Scale consists of 29 paired items (six 

are filler items), with a forced-choice measure 

offering alternatives between internal and external 

control interpretations of various events. Respondents 

are asked to select from each of the 29 pairs of 

statements, the statement most similar to how they 

perceive the world to be. A low score indicates an 

internal locus of control and a high score is 

indicative of an external locus of control (Lefcourt, 

1976) . 

Rotter (1966) reported test-retest reliability 

coefficients of .78 and .72 for one-month periods. The 

split-half, Kuder-Richardson, and test-retest 

reliabilities of the RIELC cluster around .70 

(Anastasi, 1976). Frerichs (1973) administered the 

RIELC to 1400 undergraduate nursing students in 

Illinois to determine the scale's validity. The 

reliability coefficient for a four-week, test-retest 

period was .75. According to Phares (1976), the RIELC 

predicts fairly accurately over a variety of 
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situations, especially those requiring personal mastery 

or coping efforts. Phares also asserted that the RIELC 

is the most useful instrument for adult populations. 

The numerous research studies conducted with the scale 

support its usefulness over a variety of predictive 

situations. 

Kolb's Learning Style Inventory (LSI), developed 

by David A. Kolb in 1976 and revised in 1985, is a 

self-descriptive instrument designed to measure 

cognitive style preference on two bipolar 

dimensions—Concrete Experience (CE)/Abstract 

Conceptualization (AC), and Active Experimentation (AE) 

/Reflective Observation (RO). Composed of a 

twelve-item questionnaire, it requires the respondent 

to rank order the four sentence-completion endings 

according to the degree to which each ending 

characterizes his preferred cognitive style. 

The LSI is based on Kolb's (1984) experiential 

learning theory in which learning is viewed as a 

four-stage cycle. According to Kolb's experiential 

learning theory, the learner utilizes concrete 

experience as the basis for reflection and observation. 

From observation, the learner forms abstract concepts 

or generalizations, which will then be tried and 

tested. Gradually, individual learners develop 

preferences for either an abstract or concrete approach 

to learning and a preference for either active or 
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reflective experimentation. There are four possible 

learning orientations: Concrete Experience (CE) , 

Abstract Conceptualization (AC), Active Experimentation 

(AE), and Reflective Observation (RO) . 

How an individual perceives new information is 

measured by the concrete-abstract dimension. Concrete 

Experience is characterized by an experience-based, 

involved approach to learning. Immersing oneself in 

concrete reality and relying heavily on one's 

intuition—sensing and feeling—rather than thinking 

through elements of the situation analytically is 

typical of the Concrete Experience learning 

orientation. A conceptually based, analytical approach 

characterizes Abstract Conceptualization. Rather than 

using intuition or sensation as a guide, the Abstract 

Conceptualization learning orientation relies on 

thinking, analysis, or systematic planning. 

How a person processes what is perceived is 

measured by the active-reflective dimension. Active 

Experimentation can be described as an action-based, 

active approach to learning. Doers favor Active 

Experimentation. In contrast, watchers favor 

Reflective Observation. An observation-based, 

impartial approach to learning describes Reflective 

Observation. 

The LSI measures an individual's relative emphasis 

on these orientations and produces combination scores 
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that indicate the extent to which a person's preferred 

style is either Abstract or Concrete and Active or 

Reflective. The concrete-abstract dimension and the 

active-reflective dimension are, in reality, continua, 

with individual orientations falling at different 

locations along the continua. Both ends of the 

continua have their strengths and weaknesses and are 

equally valuable. 

Through the process of developing preferences, a 

learning style is formed. According to Kolb (1981), 

there are four basic learning styles: Accommodators, 

Assimilators, Convergers, and Divergers. 

The Accommodator has the ability to learn 

primarily from "hands-on" experience. These learners 

enjoy involving themselves in new, challenging 

experiences and have a tendency to act on "gut" 

feelings rather than on logical analysis. They rely 

more heavily on people for information rather than on 

their own technical analysis to solve problems. 

Accommodators are more likely to be risk-takers than 

individuals with other learning styles. These persons 

tend to excel in situations that require adaptation to 

specific circumstances because they will most likely 

discard a theory or plan that does not fit the "facts." 

Their dominant thinking abilities are Active 

Experimentation (AE) and Concrete Experience (CE). 
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Assimilators have the opposite learning strengths 

of the Accommodator. The Assimilator's dominant 

learning abilities are Abstract Conceptualization (AC) 

and Reflective Observation (RO). Individuals with this 

learning style are best at understanding a wide range 

of information and putting it into concise, logical 

form. They are less interested in people and more 

focused on abstract concepts. Assimilators are less 

concerned about a theory's practical value than its 

logical soundness. 

Convergers excel in the application of ideas and 

have dominant thinking abilities of Active 

Experimentation (AE) and Abstract Conceptualization 

(AC). Persons characterized with this learning style 

are best at finding practical uses for ideas and 

theories. They have the ability to solve problems and 

make decisions based on finding solutions to questions 

or problems. Like Assimilators, Convergers tend to be 

relatively unemotional, preferring to deal with 

technical problems and tasks rather than with social 

and interpersonal issues. 

Divergers have the opposite learning strengths of 

the Converger. They are people-oriented, imaginative, 

and emotional with dominant thinking abilities of 

Concrete Experience (CE) and Reflective Observation 

(RO). These individuals perform better in situations 

that require the generation of ideas, such as a 
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"brainstorming" session. Divergers are best at viewing 

concrete situations from many different points of view. 

Observation rather than taking action is often their 

approach (Kolb, 1986). 

The Kolb LSI was revised in 1985 and is an 

improved version of the original. The improvements, 

"designed to enhance the scientific measurement 

specifications and the inventory's practical uses in 

education" (Smith & Kolb, 1986, p. 95) include such 

features as simplified language, improved reliability, 

a more representative normative sample (more ethnically 

diverse, clearer instructions, and simplified scoring). 

Reliability for the four basic scales and the two 

combination scores were .73 and .88, as measured by 

Cronbach's Standardized Scale Alpha (Smith & Kolb, 

1986). Reliability coefficients for the individual 

scores ranged from .71 to .84 (Smith & Kolb, 1986; Kolb 

1986). Correlations between LSI scores and learning 

situation preferences have generally produced the 

expected relationships (Fojtasek, 1987; Smith and Kolb, 

1986) . Research using the LSI supports the claim that 

it measures factors related to cognitive style 

preferences (Kolb, 1976, 1984, 1986; Smith & Kolb, 

1986) . 
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Procedures 

All 525 subjects voluntarily completed the three 

instruments during attendance at the mandatory 

telecourse ôrientation sessions. Of the remaining 104 

telecourse students (from the original sample of 629 

students enrolled in telecourses at Odessa College 

during the three semesters studied), 78 chose not to 

participate in the study and 2 6 failed to completely 

fill out all three instruments. This was a 

participation rate of 83.5 percent. 

Research Questions 

The previous research and literature on 

telecourses suggested the following questions need to 

be pursued: 

1. What type of student, in terms of locus of 

control beliefs, enrolls in a telecourse? 

2. What type of student, in terms of learning 

style, enrolls in a telecourse? 

3. What type of telecourse student, in terms of 

locus of control beliefs, is likely to be 

academically unsuccessful—a "high risk" 

telecourse student? 

4. What type of telecourse student, in terms of 

learning style, is likely to be academically 

unsuccessful—a "high risk" telecourse 

student? 
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5. What learning style is successful with the 

unique set-up, design, and learning activities 

of the typical telecourse? 

6. What locus of control beliefs are successful 

with the unique set-up, design, and learning 

activities of the typical telecourse? 

7. What appropriate steps can the community 

college take to reduce the comparatively high 

student attrition rate in telecourses? 

Hypotheses 

Based on the review of the literature in Chapter 

II, the research questions in this study were tested 

using the following null hypotheses: 

1. There is no significant difference by locus of 

control beliefs between academically 

successful and unsuccessful telecourse 

students. 

2. There is no significant difference by the Kolb 

Learning Style between academically successful 

and unsuccessful telecourse students. 

3. There is no significant difference between 

those students enrolled in a telecourse and 

those students who successfully complete the 

telecourse. 
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Definition of Terms 

The following definitions are to be used for 

purposes of this study: 

1. academically successful student. A student 

who has completed the required course during 

the first semester enrolled with a grade of 

"C" or better. 

2. academically unsuccessful student. A student 

who has either withdrawn before completing the 

course or who has failed to complete the 

course with a grade of "C" or better. 

3. attrition rate. The percentage of withdrawals 

during the semester from the course. 

4. course grade. The letter grade earned based 

on the number of percentage points earned by 

the student in the semester, according to the 

following grading system: "A" = 90-100%; "B" = 

80-89%; "C" = 70-79%; "D" = 60-69%; and "F" = 

below 69%. 

5. equivalent on-campus course. A course in 

which the material is presented by an 

instructor in the classroom and has the same 

course number, course title, and credit hours 

as the corresponding telecourse. 

6. grade point average. The number of grade 

points earned divided by the number of units 

of credit completed as of enrollment in the 
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course, on a four-point system. Four points 

are awarded for an "A," 3 points for a "B," 2 

points for a "C," 1 point for a "D" and 0 

points for a failing grade of "F." 

7. telecourse. A course that presents material 

via video "telelessons" with study guides, 

standard textbooks, and other print materials 

comprising a major portion of the course. 

These video "telelessons" may be viewed as 

they are broadcast on television or cable or 

from videocassettes on a VCR in a public 

facility. These are prepackaged telecourses 

(other types exist), developed and filmed by a 

national producer with accompanying texts, 

study guides, and supplementary materials. 

Design and Analysis 

The two independent variables in this study were 

letter grades in the telecourse and success or 

nonsuccess in the telecourse. The dependent variables 

were the telecourse students' locus of control scores 

as determined by the RIELC Scale and the students' 

learning styles scores as determined by Kolb's LSI. 

The covariates included selected. demographic data. 

Appropriate statistical analyses of the study's 

findings were utilized. Analysis of variance (ANOVA) 

was used to test Hypothesis 1: "There is no significant 

143 



difference by locus of control beliefs between 

academically successful and unsuccessful telecourse 

students." Analysis of variance was used because this 

hypothesis included categorical independent variables 

(academic success or nonsuccess and letter grade) and a 

metric or numerical dependent variable (the locus of 

control score determined by the RIELC instrument). 

Both ANOVA and the Chi-Square test for Stochastic 

Independence were used to test Hypothesis 2: "There is 

no significant difference by the Kolb Learning Style 

between academically successful and unsuccessful 

telecourse students." The Chi-Square test was used to 

test whether one's learning style was significantly 

related to success or nonsuccess in the telecourse. 

This was the appropriate test because both the 

independent variable (success or nonsuccess and letter 

grade) and the dependent variable (the student's 

learning style) were categorical. ANOVA was used to 

determine whether the student's LSI score on any of the 

four columns or the X-axis or Y-axis scores was 

significantly related to success or nonsuccess. 

Because the independent variables were categorical 

(success or nonsuccess and letter grade) and the 

dependent variables were metric or numerical, ANOVA was 

the appropriate method to utilize. 

For Hypothesis 3: "There is no significant 

difference between those students enrolled in a 
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telecourse and those students who successfully complete 

the telecourse," both the Chi Square test for 

Stochastic Independence and ANOVA were utilized. The 

Chi Square test was used when dealing with categorical 

dependent variables (gender, ethnicity, race—Anglo 

versus non-Anglo, telecourse enrolled in, whether it 

was the student's first telecourse, and marital status) 

and their relationship with a categorical independent 

variable (success or nonsuccess and letter grade). 

ANOVA was used when dealing with metric dependent 

variables (age, semester credit hours currently 

enrolled in, semester credit hours currently completed, 

and grade point average) and their relationship to a 

categorical independent variable (success or 

nonsuccess) and when dealing with categorical dependent 

variables and a metric independent variable (numerical 

grade). 

Summary 

From a total of 629 students enrolled in lower 

division college credit courses at Odessa College in 

three semester—Spring 1989, Fall 1989, and Spring 

1990—525 voluntarily participated in the study by 

completely filling out all three instruments during the 

mandatory telecourse orientation sessions. This was a 

participation rate of 83.5 percent. The instruments 

used to determine if predictors could be found for high 
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risk telecourse students—students not completing the 

telecourse with the grade of "A," "B," or "C" were 

described as was the procedure used to gather the data. 

The three hypotheses for the study were listed and the 

appropriate research methods to be used to evaluate the 

hypotheses were detailed. 
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CHAPTER IV 

PRESENTATION AND ANALYSIS OF DATA 

The major goal of this study was to identify 

certain predictors of nonsuccess in community college 

telecourse students. Specifically, the study attempted 

to answer whether locus of control beliefs, learning 

style, and certain demographic variables were 

predictors of high risk telecourse students. It should 

be remembered that the Rotter internal-external scores 

and the Kolb learning style scores are measures of 

complex personality traits. These scores are used as 

indicators of certain personality traits. These 

complex personality traits affect telecourse success 

and nonsuccess. 

Statistical Analysis of Data 

Using the standard .05 significance level, it was 

found that 12 variables were significant in predicting 

success or nonsuccess in a telecourse. These variables 

include the following: (1) Rotter's Internal-External 

Locus of Control Scale (RIELC) ; (2) the column one 

score on Kolb's Learning Style Inventory (LSI)—which 

measures CE or Concrete Experience; (3) the column 

three score on Kolb's Learning Style Inventory—which 

measures AC or Abstract Conceptualization; (4) the 

score for the Y-axis on the Kolb Learning Style 
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Inventory, i.e., the Abstract Conceptualization score 

minus the Concrete Experience score; (5) learning 

style, as determined by Kolb's LSI; and the following 

demographic data: (6) ethnicity—in terms of being 

Anglo or non-Anglo; (7) age; (8) marital status; (9) 

the telecourse enrolled in; (10) credit hours 

completed; (11) grade point average (GPA); and (12) 

prior telecourse experience. Thus, all three null 

hypotheses were rejected. 

Hypothesis 1 

The first hypothesis stated, "There is no 

significant difference by locus of control beliefs 

between academically successful and unsuccessful 

telecourse students." ANOVA was used to test the 

hypothesis. The null hypothesis was rejected because 

the data revealed the locus of control, as determined 

by Rotter's Internal-External Locus of Control Scale, 

was significant at the .01 level for predicting success 

or nonsuccess in a telecourse (Table 4.1). The average 

RIELC score for the 353 successful telecourse students 

was 7.12, compared to an average of 8.04 for the 172 

unsuccessful telecourse students (Table 4.2). The 

importance of the Rotter internal-external score as a 

predictor of telecourse success is clearly evident by 

the fact that divorced students (less likely to 

successfully complete the telecourse than married 
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T a b l e 4 . 1 

ANALYSIS OF VARIANCE FOR TELECOURSE 
SUCCESS USING THE RIELC 

Source of variation 

MAIN EFFECTS 
success 

RESIDUAL 

TOTAL (CORR.) 

Sum of 
Squares 

97.648558 
97.648558 

7666.4772 

7764.1257 

d.f. 

1 
1 

523 

524 

Mean square 

97.648558 
97.648558 

14.658656 

F-ratio 

6.661 
6.661 

Sig. level 

.0101 

.0101 

0 m i s s i n g v a l u e s have been exc luded . 
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Table 4.2 

PROFILE OF SAMPLE, SUCCESSFUL AND UNSUCCESSFUL 
TELECOURSE STUDENTS 

VARIABLE SAMPLE AVERAGE 
SUCCESSFUL 
AVERAGE 

3.16 

37.06 

29.16 

73.9% 
58.1% 
62.5% 

UNSUCCESSFUL 
AVERAGE 

2.89 

27.39 

27.12 

26.1% 
41.9% 
37.5% 

GPA 

Hours Completed 

Age 

Marital Status 
Married 
Single 
Divorced 

First Telecourse 
Enrolled In? 

No 
Yes 

Ethnic Background 
Anglo 
Non-Anglo 

3.08 

33.89 

28.49 

55.4% 
35.4% 
9.1% 

30.5% 
69.5% 

83.6% 
16.4% 

Rotter Score 7.42 

76.3% 
63.3% 

69.2% 
57.0% 

7.12 

23.8% 
36.7% 

30.8% 
43.0% 

8.04 

Kolb Scores 
Col 1 CE 
Col. 3 AC 
Y-axis AC-Ce 
Col. 2* 
Col. 4* 
X-axis* 

Leaming Style 
Diverger 
Accomodator 
Assimilator 
Converger 

25.56 
31.50 
6.14 

31.47 
31.96 

.47 

22.5% 
18.3% 
42.3% 
17.0% 

24.67 
32.04 
7.46 
31.73 
31.89 

.22 

57.6% 
54.2% 
76.6% 
70.8% 

27. 
30. 
3. 
30. 
32. 

42 
45 
23 
29 

37 
,41 
,42 
.93 
.12 
.98 

.4% 

.8% 

.4% 

.2% 

* variables not significantly related to telecourse success 

150 



students) who successfully complete a telecourse have a 

very low average Rotter score-4.30—compared to 6.80 

for married students who were successful in completing 

the telecourse and 8.54 for single students who were 

successful in completing the telecourse. 

The RIELC score was also significant in predicting 

the level of success in the telecourse, as measured by 

letter grade. The significance level was <.0001 (Table 

4.3). The 75 telecourse students earning the course 

grade of "A" had the lowest RIELC score of 6.20; the 

141 students earning the letter grade of "B" had an 

average Rotter score of 6.59; the 137 students earning 

the letter grade of "C" had a relatively higher Rotter 

score of 8.18; the 20 students earning a "D" had an 

average Rotter score of 9.80; students earning an "F" 

had an average Rotter score of 8.18; and those 

withdrawing from the telecourse and earning a "W" had 

an average RIELC score of 7.73 (Table 4.4). 

This study's finding that internals were more 

likely to successfully complete the telecourse 

confirmed the findings of a number of earlier studies. 

Previous researchers have found that the more internal 

the student, the better the academic performance 

(Anderson, 1986; Mink & Watts, 1973; Phares, 1976; 

Pigge & Marso, 1989; Prociuk & Breen, 1974; Ross, 1985; 

and Singer, 1987). 
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T a b l e 4 . 3 

ANALYSIS OF VARIANCE FOR TELECOURSE 
LETTER GRADE USING THE RIELC 

Source of v a r i a t i o n Sum of 
Sq[uares 

d.f. 

MAIN EFFECTS 
letter grade 

RESIDUAL 

TOTAL (CORR.) 

O missing values have been excluded. 

Mean square F-ratio Sig. level 

428.20369 
428.20369 

7335.9220 

7764.1257 

5 
5 

519 

524 

85.640738 
85.640738 

14.134725 

6.059 
6.059 

<.0001 
<.0001 

Table 4.4 
RIELC MEANS BY TELECOURSE LETTER GRADE 

Level Count Average 
Stnd. Error 
(intemal) 

Stnd. Error 
(pooled s) 

95 Percent Confidence 
for mean 

letter 
grade 
A 
B 
C 
D 
F 
W 

75 6.2000000 
141 6.5886525 
137 8.1751825 
20 9.8000000 
28 8.1785714 
124 7.7258065 

.4508251 

.2875447 

.3388882 
1.1507435 
.6977924 
.3202942 

4341232 
,3166169 
,3212058 
,8406761 
,7105009 
,3376236 

5.3469570 
5.9665069 
7.5440199 
8.1480893 
6.7824521 
7.0623832 

7.053043 
7.210798 
8.806345 
11.451911 
9.574691 
8.389230 

Total 525 7.4228571 .1640832 .1640832 7.1004372 7.745277 
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More importantly, four studies reported that in 

comparison to externals, internals were more likely to 

excel in courses with low-structured situations: Allen, 

Giat, and Cherney (1974); Daniels and Stevens (1976); 

Horak and Horak (1982); and Parent, Forward, Center, 

and Mohling (1975) . Telecourses, with less structure, 

would be one of these "low-structured" situations. 

Hypothesis 2 

The second hypothesis stated, "There is no 

significant difference by the Kolb Learning Style 

between academically successful and unsuccessful 

students." Both ANOVA and the Chi Square test were 

used to test this hypothesis. The null hypothesis was 

rejected because the data revealed that the following 

four variables gleaned from Kolb's Learning Style 

Inventory (LSI) were significant: (1) the column-one 

score on Kolb's Learning Style Inventory—which 

measures CE or Concrete Experience; (2) the 

column-three score on Kolb's Learning Style 

Inventory—which measures AC or Abstract 

Conceptualization; (3) the score for the Y-axis on the 

Kolb LSI, i.e., the Abstract Conceptualization score 

minus the Concrete Experience score; and (4) the 

learning style—Accommodator, Assimilator, Converger, 

or Diverger. 
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The data indicate that the LSI column-one score 

measuring CE-Concrete Experience—was significant at 

the .0001 level (Table 4.5). The 353 successful 

telecourse students had an average LSI column one 

Concrete Experience score of 24.67 compared to the 

average Concrete Experience score of 27.37 for the 172 

nonsuccessful students (refer back to Table 4.2). The 

lower the LSI Concrete Experience score, the greater 

was the likelihood of success in a telecourse. This 

was contrary to the findings of Williams (1987), who 

found that students with a concrete learning style had 

a higher degree of success in self-paced accounting 

courses. 

The data indicate that the column-three score on 

Kolb's Learning Style Inventory—which measures 

Abstract Conceptualization (AC) was significant at the 

.0069 level (Table 4.6). The 353 students who 

successfully completed the telecourse had an average 

Abstract Conceptualization score of 32.04 compared to 

the 30.41 average AC score for the 172 nonsuccessful 

students (Table 4.2). The higher the LSI AC score is, 

the greater the likelihood of success in a telecourse. 

The data also indicate that the KOLB LSI Y-axis 

average score—AC-CE—Abstract Conceptualization minus 

Concrete Experience for predicting telecourse success 

was significant at the .0001 level (Table 4.7). The 
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Table 4.5 

ANALYSIS OF VARIANCE FOR TELECOURSE 
SUCCESS USING KOLB'S LSI COLUMN ONE 
CONCRETE EXPERIENCE (CE) SCORE 

Sum of 
Source of varxatxon ê  «^^- d«f« 

Squares 

Mean square F - r a t i o S i g . l e v e l 

MAIN EFFECTS 
success 

RESIDUAL 

TOTAL (CORR.) 

841.75664 
841.75664 

28351.721 

29193.478 

1 
1 

523 

524 

841.75664 
841.75664 

54.209792 

15.528 
15.528 

.0001 

.0001 

0 mxssxng v a l u e s have been excluded. 

T a b l e 4 . 6 

ANALYSIS OF VARIANCE FOR TELECOURSE SUCCESS 
USING KOLB'S LSI COLUMN THREE ABSTRACT 

CONCEPTUALIZATION (AC) SCORE 

Source of variation 

MAIN EFFECTS 
success 

RESIDUAL 

TOTAL (CORR.) 

Sum of 
Squares 

305.02499 
305.02499 

21708.213 

22013.238 

d.f. 

1 
1 

523 

524 

Mean square 

305.02499 
305.02499 

41.507100 

F-ratio 

7.349 
7.349 

Sig. level 

.0069 

.0069 

0 m i s s i n g v a l u e s have been excluded. 
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T a b l e 4 . 7 

ANALYSIS OF VARIANCE FOR TELECOURSE SUCCESS 
USING KOLB'S LSI Y-AXIS — ABSTRACT 

CONCEPTUALIZATION MINUS CONCRETE 
EXPERIENCE (AC-CE) SCORE 

Sum of 
Source of v a r i a t i o n . _ d.f. Mean square F - r a t i o Sig . l e v e l 

squares 
MAIN EFFECTS 

success 

RESIDUAL 

TOTAL (CORR.) 

1887.7447 
1887.7447 

63621.825 

65509.570 

1 
1 

523 

524 

1887.7447 
1887.7447 

121.64785 

15.518 
15.518 

.0001 

.0001 

0 missing values have been excluded. 

156 



average AC-CE score for the 353 successful telecourse 

students was 7.4 6 compared to the average of 3.42 for 

the 172 nonsuccessful telecourse students (Table 4.2). 

The higher the AC-CE score is, the more likely a 

student would have success in the telecourse. The 

AC-CE score was also significant at the <.0001 level 

for predicting letter grade earned in a telecourse 

(Table 4.8). Students earning an "A" had the highest 

average AC-CE score. Students earning a "B" had the 

second highest average AC-CE score, with progressively 

lower scores by the "C" students, the "D" students, and 

the "F" students (Table 4.9). 

That data also indicate that learning style is a 

significant variable in predicting success or 

nonsuccess in a telecourse at the .00007 level (Table 

4.10). When comparing the four learning styles, 

Assimilators have the highest success rate at 7 6.6 

percent, followed by the Convergers at 70.8 percent, 

the Divergers at 57.6 percent, and the Accommodators at 

54.2 percent (Table 4.11). Learning style was also a 

significant predictor for letter grade earned in the 

telecourse at the .0006 level (Table 4.12). Not only 

did Assimilators have the highest success rate at 76.6 

percent but also the highest percent of "A's" at 22.5 

percent and "B's" at 28.4 percent. Convergers, with 

the second highest success rate (70.8 percent), also 

had the second highest percent of "A's" (11.2 percent) 
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T a b l e 4 . 8 

ANALYSIS OF VARIANCE FOR TELECOURSE LETTER 
GRADE USING KOLB LSI Y-AXIS — ABSTRACT 

CONCEPTUALIZATION MINUS CONCRETE 
EXPERIENCE (AC-CE) SCORE 

Source of v a r i a t i o n 
Sum of 
Squares 

d.f. Mean scpjare F-ratio Sig. level 

MAIN EFFECTS 
1 grade 

RESIDUAL 

TOTAL (CORR.) 

4931.3989 
4931.3989 

60578.171 

65509.570 

5 
5 

519 

524 

986.27978 
986.27978 

116.72095 

8.450 
8.450 

<.0001 
<.0001 

0 missing values have been excluded. 

Table 4.9 

ABSTRACT CONCEPTUALIZATION MINUS CONCRETE 
EXPERIENCE (AC-CE) MEANS BY 
TELECOURSE LETTER GRADE 

Level 

1 e t t 

grade 
A 
B 
c 
D 
F 
W 

Total 

Count 

e r 

75 
141 
137 
20 
28 
124 

525 

Average 

12.960000 
6.716312 
5.226277 
3.200000 
2.857143 
3.588710 

6.140952 

Stnd. Error 
(internal) 

1.1714994 
1.0033039 
.8802855 

2.1208241 
2.0280534 
.9523813 

.4715142 

Stnd. Error 
(pooled s) 

1.2475092 
.9098396 
.9230264 

2.4157912 
2.0417162 
.9702051 

.4715142 

95 Percent 
for 1 

10.508671 
4.928496 
3.412550 
-1.546979 
-1.154786 
1.682277 

5.214437 

Confidence 
nean 

15.411329 
8.504128 
7.040005 
7.946979 
6.869072 
5.495142 

7.067468 
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Table 4.10 

CHI SQUARE FOR TELECOURSE SUCCESS 
USING KOLB LEARNING STYLE 

C h i - s q u a r e D.F . S i g n i f i c a n c e 

21 .6915 .00007 

T a b l e 4 . 1 1 

TELECOURSE SUCCESS BY KOLB LEARNING STYLE 

s t y l e 
s u c c e s s 

No 

Yes 

AOCCMCDATOR 

44 
45 .8% 

52 
54 .2% 

ASSIIMILATOR 

52 
23 .4% 

170 
76.6% 

CONVERGER 

26 
29 .2% 

63 
70.8% 

DIVERGER 

50 
42.4% 

68 
57.6% 

Column 
T o t a l 

96 
18.3% 

222 
42.3% 

89 
17.0% 

118 
22.5% 

Row 
To ta l 

172 
32.8% 

353 
67.2% 

525 
100.0% 

T a b l e 4 . 1 2 

CHI SQUARE FOR TELECOURSE LETTER GRADE 
USING KOLB LEARNING STYLE 

C h i - s q u a r e D.F . S i g n i f i c a n c e 

39.1480 15 .0006 

159 



and "B's" (28.1 percent). Divergers had both the third 

highest success rate (57.6 percent) and the third 

highest percent of "A's" (7.6 percent) and "B's" (25.4 

percent). Lastly, Accommodators had the lowest percent 

of "A's" (6.3 percent) and "B's"' (24.0 percent) and the 

lowest success rate (54.2 percent) (Table 4.13). 

These findings are similar—although not 

identical—to those of Relaford (1988) and Vondrell and 

Sweeney (198 9). Vondrell and Sweeney found that in 

independent study courses, Convergers had the best 

grades and best retention rate, followed by the 

Accommodators and Assimilators. In their study, 

Divergers had the lowest percentage of "A's" and 

highest percentage of "D's," "F's," and "W's." 

Relaford's findings were closer to those of this study. 

In her study of off-campus students receiving 

instruction by a microwave system, Assimilators had the 

highest percentage of "A's" and "B's," followed by 

Convergers and Accommodators, with Divergers earning 

the lowest grades. 

Hypothesis 3 

The third hypothesis stated, "There is no 

significant difference between those students enrolled 

in a telecourse and those students who successfully 

complete the telecourse." Both ANOVA and Chi Square 
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T a b l e 4 . 1 3 

TELECOURSE LETTER GRADE BY 
KOLB LEARNING STYLE 

l e a r n i n g 
s t y l e 
l e t t e r 
g r ade 

A 

B 

C 

D 

F 

W 

A CCM1X»ATCH 

6 

6 . 3 % 

2 3 
24 .0% 

2 3 
24 .0% 

6 
6.3% 

9 
9.4% 

29 
30 .2% 

ASSIMILATOR 

50 
22 .5% 

63 
28 .4% 

57 
25.7% 

7 
3.2% 

9 
4.1% 

36 
16.2% 

CONVERGER 

10 
11.2% 

25 
2 8 . 1 % 

28 
31.5% 

3 
3.4% 

2 
2.2% 

2 1 
23.6% 

DIVERGER 

9 
7.6% 

30 
25.4% 

29 
24.6% 

4 
3.4% 

8 
6.8% 

38 
32.2% 

Column 
T o t a l 

96 
18.3% 

222 
42.3% 

89 
17.0% 

118 
22.5% 

Row 
T o t a l 

75 
14.3% 

141 
26.9% 

137 
26.1% 

20 
3.8% 

28 
5.3% 

124 
23.6% 

525 
100.0% 
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were used to test this hypothesis. The null hypothesis 

was rejected because the data revealed that the 

following seven demographic variables were significant: 

ethnicity, age, marital status, the telecourse enrolled 

in, credit hours completed, grade point average, and 

prior telecourse experience. 

The data indicate that ethnicity, in terms of 

Anglos and non-Anglos, was significant at the .0266 

level (Table 4.14). (Determining the significance of 

race—Anglo, Black, Hispanic, and Asian—for success in 

a telecourse was not possible because of the small 

numbers of Blac)cs and Asians in the sample.) Anglo 

students had a telecourse success rate of 69.2 percent, 

compared to the non-Anglo telecourse success rate of 

57.0 percent (Table 4.2). When looking at letter 

grades earned in the telecourse, ethnicity became even 

more significant at the .0184 level (Table 4.15). This 

significance was particularly apparent for the "A, " 

"B," and "W" levels (Table 4.16). The percentage of 

Anglos earning an "A" or "B" in a telecourse was higher 

than that for non-Anglos—16.2 percent to 4.7 percent 

for "A's" and 28.2 percent versus 19.8 percent for 

"B's." Looking at withdrawals, 22.1 percent of the 

Anglos earned a "W" comparedto 31.4 percent of the 

non-Anglos. Anglos also earned a slightly lower 

percent of "D's" and "F's." Only at the "C" level did 
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Table 4.14 

CHI SQUARE FOR TELECOURSE SUCCESS 
USING ETHNICITY 

C h i - s c j u a r e D.F , Significance 

4.91607 
4.37477 

1 
1 

0.0266 
0.0365 with Yates correction 

Table 4.15 

CHI SQUARE FOR TELECOURSE LETTER GRADE 
USING ETHNICITY 

Chi-square D.F. Significance 

1 3 . 5 9 9 0 0 .0184 
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T a b l e 4 . 1 6 

TELECOURSE LETTER GRADE BY ETHNICITY 

ethnicity 
letter 
grade 

A 

B 

C 

D 

F 

W 

ANGLO 

71 
16.2% 

124 
22.2% 

109 
24.9% 

16 
3.6% 

22 
5.0% 

97 
22.1% 

NCNANGLO 

4 
4.7% 

17 
19.3% 

28 
32.6% 

4 
4.7% 

6 
7.0% 

27 
31.4% 

Row 
T o t a l 

75 
14.3% 

141 
26.9% 

137 
26.1% 

20 
3.8% 

28 
5.3% 

124 
23.6% 

Column 
T o t a l 

439 
83.6% 

86 
16.4 

525 
100% 
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non-Anglos have a higher percentage than Anglos—32.6 

percent to 24.8 percent. 

A second demographic variable that proved to be 

significant in predicting telecourse success was age, 

at the .0104 level (Table 4.17). The older the 

students were, the more likely they were to succeed in 

a telecourse. The 353 successful students had an 

average age of 29.2 compared to the 27.1 average for 

the 172 nonsuccessful students (Table 4.2). This 

finding was consistent with those by Fleming (1984) and 

Matabane (1986), who both found that older students 

performed better in telecourses. 

It is interesting to note that when combining age 

and marital status (another significant demographic 

variable—see the following section), single and 

divorced students who are older are more likely to 

succeed. Younger married students are slightly more 

successful than older married students. 

The only significant two factor interaction was 

between gender and success. Successful female students 

are older by about 3-1/2 years (29.6 for successful 

female students versus 26.2 for nonsuccessful female 

students.) However, successful male students are 

slightly younger (28.3 for successful male students 

versus 29.0 for unsuccessful male students.) Thus, age 

is a stronger predictor of success for females than for 

males. 
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Table 4.17 

ANALYSIS OF VARIANCE FOR TELECOURSE 
SUCCESS USING AGE 

Sum of 
Source of variatxon e^,«^^- d.f. 

squares 

Mean sq[uare F-ratio Sig. level 

MAIN EFFECTS 
success 

RESIDUAL 

TOTAL (CORR.) 

481.06451 
481.06451 

38060.105 

38541.170 

1 
1 

523 

524 

481.06451 
481.06451 

72.772667 

6.611 
6.611 

.0104 

.0104 

0 mxssing values have been excluded. 
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The third significant demographic variable in 

determining telecourse success is marital status. It 

was significant at the .001 level (Table 4.18). 

Married telecourse students were the most successful 

(73.9 percent), divorced students the second most 

successful (62.5 percent), and single students the 

least successful (58.1 percent) (Table 4.2). The 

significance of marital status for predicting letter 

grade earned could not reliably be determined because 

of the small number of subjects in several cells. 

However, married students were most likely to earn 

"A's," single students the least likely, and divorced 

students placing between the two. Of the three groups, 

single students were most likely to withdraw from a 

telecourse and married students were the least likely 

to do so. The fairly even withdrawal rates by marital 

status for all three groups is an additional indication 

that external causes are important in the decision to 

withdraw from the telecourse. 

A fourth demographic variable that was significant 

in determining telecourse success was the telecourse 

enrolled in. It was significant at the .002 level 

(Table 4.19). Telecourse students enrolled in Biology 

1300 had the highest rate of success—at 85.7 percent, 

followed by Management 1301 at 76.9 percent, Government 

2301 at 74.1 percent, Government 2302 at 74.0 percent, 
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Table 4.18 

CHI SQUARE FOR TELECOURSE SUCCESS 
USING MARITAL STATUS 

Chi-sc îuare D.F . S i g n i f i c a n c e 

13.4281 2 .001 

T a b l e 4 . 1 9 

CHI SQUARE FOR TELECOURSE SUCCESS 
USING TELECOURSE ENROLLED IN 

Chi-sc îuare D.F. S i g n i f i c a n c e 

23.9997 9 .002 

1 6 8 



History 2302 at 73.5 percent, History 2301 at 68.5 

percent, Management 1321 at 55.6 percent, Psychology 

2302 at 54.3 percent, and Psychology 1301 at 50.0 

percent (Table 4.20). 

A fifth demographic variable that was a 

significant predictor of telecourse success was the 

number of college credit hours completed. The number 

of college credit hours completed was significant at 

the .0004 level (Table 4.21). The more college credit 

hours completed, the more likely a student was to 

experience telecourse success. The 353 successful 

telecourse students had completed an average of 37.1 

college credit hours compared to the 27.4 for the 172 

nonsuccessful telecourse students (Table 4.2). \ 

A sixth demographic variable that was significant 

for telecourse success was grade point average 

(GPA)—at the <.0001 level (Table 4.22). The higher 

the grade point average was, the more likely the 

student was to be successful in a telecourse. The 

average GPA for the 353 successful telecourse students 

was 3.16, compared to the 2.89 average for the 172 

nonsuccessful telecourse students (Table 4.2). 

A seventh and final significant demographic 

variable was whether or not students had prior 

telecourse experience. This was significant at the 

.003 level (Table 4.23, p. 173). Students enrolled in 

their first telecourse were less likely to succeed in 
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Table 4.20 

TELECOURSE SUCCESS BY TELECOURSE 
ENROLLED IN 

tele-
course 
success 

No 

Yes 

Column 
Total 

BIOL 1300 

1 
14.3% 

6 
25.7% 

7 
1.3% 

GOVT 2301 

15 
25.9% 

43 
74.1% 

58 
11.0% 

GOVT 2302 

32 
26.0% 

91 
74.0% 

123 
23.4% 

HIST 2301 

17 
31.5% 

37 
68.5% 

54 
10.3% 

HIST 2302 

27 
26.5% 

75 
73.5% 

70 
13.3% 

Row 
Total 

172 
32.8% 

353 
67.2% 

525 
100.0% 

telecourse 
success 

No 

Yes 

MGT 1301 

6 
23.1% 

20 
76.9% 

MGT 1321 

4 
44.4% 

5 
55.6% 

PSY 1301 

38 
50.0% 

38 
50.0% 

PSY 2302 

32 
45.7% 

38 
54.3% 

Column 
Total 

26 
5.0% 

9 
1.7% 

76 
14.5%% 

70 
13.3% 

Row 
T o t a l 

172 
32.8% 

353 
67.2% 

525 
100.0% 
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Table 4.21 

ANALYSIS OF VARIANCE FOR TELECOURSE SUCCESS 
USING COLLEGE CREDIT HOURS COMPLETED 

Sum of 
Source of variation „ d.f. Mean scjuare F-ratio Sig. level 

MAIN EFFECTS 
success 

RESIDUAL 

TOTAL (CORR.) 

10807.824 
10807.824 

447627.77 

458435.59 

1 
1 

523 

524 

10807.824 
10807.824 

355.88483 

12.628 
12.628 

.0004 

.0004 

0 missing values have been excluded. 

Table 4.22 

ANALYSIS OF VARIANCE FOR TELECOURSE SUCCESS 
USING GRADE POINT AVERAGE 

Sum of . . , , 
Source of v a r i a t i o n _ d.f. Mean sciuare F - r a t i o Sig . l eve l 

Sc[uares ^ 
35.036 <.0001 
35.036 <.0001 

MAIN EFFECTS 
success 

RESIDUAL 

8,4383482 
8,4383482 

125.96172 

1 
1 

523 

8,438348 
8,438348 

.2408446 

TOTAL (CORR.) 134.40006 524 

0 missing values have been excluded. 
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the telecourse. Of those students enrolled in their 

first telecourse, 63.3 percent were successful, 

compared to 76.3 percent of those students who had 

already taken a telecourse (Table 4.2). Prior 

telecourse experience was also a significant variable 

in predicting letter grades earned in a telecourse at 

the .006 level (Table 4.24). Those with prior 

telecourse experience were more likely, 

percentage-wise, to earn an "A," a "B," or a "C" (Table 

4.25). Of the 363 students enrolled in their first 

telecourse, 11.5 percent earned an "A," 26.8 percent a 

"B, " and 24.9 percent a "C." This compares to 20.6 

percent earning an "A," 2 6.9 percent earning a "B, " and 

28.7 percent earning a "C" of the 160 students with 

prior telecourse experience. Also, those students 

enrolled in their first telecourse were twice as likely 

to withdraw from the telecourse: 27.7 percent for 

first-time telecourse students, compared to 14.4 

percent for students with prior telecourse experience. 

The largest difference in percentages were for those 

students earning an "A" and for those withdrawing from 

the telecourse. Thus, whether or not a student was 

enrolled in his or her first telecourse is not only a 

strong predictor of telecourse success, it is capable 

of differentiating between levels of success and 

nonsuccess. Smith (1983) had a similar finding in her 

study of telecourse students. She found that students 
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T a b l e 4 . 2 3 

CHI SQUARE FOR TELECOURSE SUCCESS USING 
PRIOR TELECOURSE EXPERIENCE 

C h i - s q u a r e D.F. S i g n i f i c a n c e 

8.48467 1 .003 

"^•^^^^^ 1 . 0 0 4 w i t h Yates c o r r e c t i o n 

T a b l e 4 . 2 4 

CHI SQUARE FOR TELECOURSE LETTER GRADE 
USING PRIOR TELECOURSE EXPERIENCE 

C h i - s q u a r e D.F. S i g n i f i c a n c e 

16.0673 5 .006 

1 7 3 



Table 4.25 

TELECOURSE LETTER GRADE BY PRIOR 
TELECOURSE EXPERIENCE 

first 

letter 
grade 

A 

B 

C 

D 

F 

W 

N 

33 
20.6% 

43 
26.9% 

46 
28.7% 

5 
3.1% 

10 
6.3% 

23 
14.4% 

Y 

42 
11.5% 

98 
26.8% 

91 
24.9% 

15 
4.1% 

18 
4.9% 

101 
27.7% 

Coliomn 
T o t a l 

160 
30.5% 

365 
6 9 . 5 

Row 
T o t a l 

75 
14.3% 

141 
26.9% 

137 
26 .1% 

20 
3.8% 

28 
5.3% 

124 
23.6% 

525 
100% 
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who were enrolled in their first telecourse were less 

likely to successfully complete the telecourse. 

Additional Analysis 

The data indicate that a number of demographic 

variables did not have a significant relationship to 

student success in telecourses. Nonsignificant 

variables include the following: gender, income, number 

of children or number of children living at home, 

number of college credit hours in which a student is 

currently enrolled, reason(s) for taking the course as 

a telecourse rather than an on-campus class, academic 

levels as defined by the student, reason for taking the 

telecourse, and how important it is to complete the 

telecourse. 

Summary 

This study found that a person's locus of control, 

as determined by Rotter's Internal-External Locus of 

Control Scale, was significant for predicting success 

or nonsuccess in a telecourse at Odessa College. The 

more internal the student, the greater the likelihood 

of success in the telecourse. The RIELC score was also 

significant in predicting the degree of success in the 

telecourse, as measured by letter grade. Students 

earning "A's" had a lower average RIELC score than 

those earning "B's." Those earning "B's" had a lower 

average RIELC score than those earning "C's." Students 
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earning "C's" had a lower average RIELC score than 

those earning "D's." This is consistent with much of 

the literature on locus of control that hypothesizes 

that internals are more likely to persist and achieve 

academic success. It is also consistent with the four 

studies mentioned above that indicated that in 

comparison to externals, internals are more successful 

in low-structured situations. 

The following four variables gleaned from Kolb's 

Learning Style Inventory (LSI) were found to be 

significant in predicting telecourse success: (1) the 

column—one score on Kolb's LSI which measures Concrete 

Experience (CE); (2) the column-three score which 

measures Abstract Conceptualization (AC) ; (3) the score \̂  

for the Y-axis, AC-CE; and (4) the learning style the 

student possesses. The lower the LSI Concrete 

Experience score was, the greater the likelihood of 

success in the telecourse. The higher the' LSI Abstract 

Conceptualization score was, the more likely the 

student would succeed in the telecourse. The higher 

the AC-CE score was, the more likely a student would 

experience telecourse success. The AC-CE score was 

also significant in predicting the degree of success 

(letter grade) in the telecourse. Learning style was a 

significant variable in predicting both success in the 

telecourse and the level of success as indicated by the 

letter grade earned. Assimilators had the highest 
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success rate and earned the highest percentage of A's. 

Convergers, with the second highest success rate, had 

the second highest percentage of "A's" and "B's." 

Divergers had the third highest success rate and the 

third highest percent of "A's" and "B's." 

Accommodators had the lowest success rate and the 

lowest percentage of "A's" and "B's." 

The study found that the following seven 

demographic variables were significant: ethnicity, age, 

marital status, credit hours completed, grade point 

average, prior telecourse experience, and the 

telecourse enrolled in. The data revealed: 

-Anglos were more successful than non-Anglos. 

-The older the student, the greater the likelihood 

of success in the telecourse. 

-Marital status was a significant predictor of 

telecourse success, with married students the 

most successful, single students the least 

successful, and divorced students ranking in the 

middle. 

-The more college credit hours completed, the more 

likely a student was to experience telecourse 

success. 

-Students with higher GPAs were more likely to 

succeed in the telecourse. 

-Students not enrolled in their first telecourse 

had a greater chance of telecourse success. 
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-Lastly, the telecourse enrolled in was 

significant in determining telecourse success. 

Students enrolled in Biology 1300 had the highest 

rate of success, followed by those in Management 

1301, Government 2301, Government 2302, History 

2302, History 2301, Management 1321, Psychology 

2302, and Psychology 1301. 

A number of demographic variables were found not 

to be significant in determining telecourse success. 

These included gender, income, number of children or 

number of children living at home, number of college 

credit hours currently enrolled in, reason for taking 

the course as a telecourse rather than as an on-campus 

class, academic level as defined by the student, reason V 

for taking the telecourse, and the importance to the 

student for completing the telecourse. 

Based on this three-semester sample of 525 

telecourse students, the data do provide a definite 

picture of nonsuccessful telecourse students. The 

description of a "high risk" telecourse student (Table 

4.2) is as follows: the non-Anglo, single, younger 

student (27 or younger), enrolled in a first 

telecourse, with fewer than 30 college credit hours 

completed, with a GPA lower than 3.0-2.9, with a higher 

than average Rotter score (above 7.6), with a higher 

than average (26 or above) Concrete Experience score, 

with a lower than average (31 or below) Abstract 
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Conceptualization score, with a lower than average 

(below 5) AC-CE score, and possessing a learning style 

of either a Diverger or an Accommodator. 

\ 
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CHAPTER V 

SUMMARY, CONCLUSIONS, AND 

RECOMMENDATIONS 

Colleges and universities are increasingly 

interested in student retention. Their apprehension 

is, no doubt, the result of a number of new 

developments and trends. Higher education faces 

increased public and governmental scrutiny of its 

operations and more frequent questioning of the quality 

of its services. At the same time, stabilizing 

enrollments, increased competition for students, and 

reductions in state and federal government aid to 

higher education have all created more concern about 

student attrition. 

The literature reviewed indicated the increased 

concern colleges and universities have about student 

retention. This increased concern was reflected in the 

growing number of colleges and universities that have 

retention programs (Wright, 1985). Wright's study also 

documented the enrollment increases in these programs. 

The research literature also revealed that 

although the levels of student satisfaction and 

achievement in telecourses are comparable to the levels 

found in traditional on-campus classes, telecourses 

compare unfavorably in student attrition rates. The 
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review indicated that the description of telecourse 

students is somewhat different from that of their 

on-campus peers. The telecourse students tend to be 

older, female, parttime students, working fulltime, 

with dependents and family responsibilities. That 

profile indicates they are often the nontraditional 

college student. As the literature review indicated, 

although telecourses are convenient, there is the 

growing realization by the higher education community 

that they are not suitable for all types of students. 

With these trends, research, and findings in mind, 

the purpose of this study was to attempt to identify 

certain predictors of "high risk" telecourse students. 

The sample was drawn from 62 9 students enrolled in at V 

least one telecourse at Odessa College, over a 

three-semester period: Spring 1989, Fall 1989, and 

Spring 1990. Of the 629 students, 525 chose to 

participate in the study, a participation rate of 83.5 

percent. Those 525 students completed the following 

three instruments at the mandatory orientation sessions 

they attended: a researcher-developed demographic 

questionnaire, the Rotter Internal-External Locus of 

Control Scale (RIELC), and Kolb's Learning Style 

Inventory (LSI). 

Selected statistical analyses were performed and 

presented. ANOVA was used to test the first hypothesis 

and both ANOVA and Chi Square for Stochastic 
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Independence were used to test the second and third 

hypotheses. 

Analysis of the data resulted in the rejection of 

all three null hypotheses. The first hypothesis, "That 

there is no significant difference by locus of control 

beliefs between academically successful and 

unsuccessful telecourse students," was rejected. ANOVA 

found that the locus of control scores, as determined 

by the RIELC, were significant at the .01 level for 

predicting success or nonsuccess in a telecourse. 

ANOVA also found that the RIELC scores were significant 

in predicting the degree of success in the telecourse, 

as measured by letter grade. Telecourse students with 

a lower RIELC score and thus, more internal, were more y 

likely to complete the telecourse successfully. 

Students earning "A's" had the most internal (lowest 

RIELC) scores, followed by those earning "B's," then 

"C's," then "D's." 

The second hypothesis, "That there is no 

significant difference by Kolb Learning Style between 

academically successful and unsuccessful students," was 

also rejected. Both ANOVA and Chi Square revealed that 

the following four variables gleaned from Kolb's LSI 

were significant: (1) the column-one score which 

measures Concrete Experience (CE); (2) the column-three 

score which measures Abstract Conceptualization (AC); 

(3) the score for the Y-axis—Abstract 
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Conceptualization minus Concrete Experience (AC-CE); 

(4) and the learning style a student possessed. The 

lower the column-one CE score was, the greater the 

likelihood of telecourse success. The higher the 

column-three AC score was, the more likely the 

telecourse student was to succeed. The higher the 

AC-CE score was, the greater the chances the student 

would successfully complete the telecourse and earn an 

"A." Learning style was significant in predicting 

telecourse success and grade earned, with the 

Assimilators ranking at the top with the highest degree 

of success and highest average grades, followed by the 

Convergers, the Divergers, and the Accommodators. 

The third hypothesis, "That there is no V 

significant difference between those students enrolled 

in a telecourse and those students who successfully 

complete the telecourse," was also rejected. ANOVA and 

Chi Square tests revealed that the following seven 

demographic variables were significant: (1) ethnicity, 

(2) age, (3) marital status, (4) credit hours 

completed, (5) grade point average, (6) prior 

telecourse experience, and (7) the specific telecourse 

enrolled in. Anglos were more likely to successfully 

complete the telecourse and earn a higher grade than 

non-Anglos. Older students were more likely to succeed 

in the telecourse than younger students. Married 

students were the most likely to experience telecourse 
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success, divorced students the second most successful, 

and single students the least successful. Students 

with more coUege credit hours completed were more 

likely to experience telecourse success. The higher 

the grade point average was, the more likely the 

student was to be successful in the telecourse. 

Students with prior telecourse experience were more 

likely to succeed than those who lacked previous 

telecourse experience. The findings indicated that 

students enrolled in the Biology 1300 telecourse were 

the most likely to succeed and students in the 

Psychology 2302 and Psychology 1301 telecourses were 

the least likely to successfully complete the 

telecourse. The following demographic variables were 

found not to have a significant relationship to student 

success in a telecourse: gender, income, number of 

children and/or number of children living at home, 

number of college credit hours currently enrolled in, 

reason for taking the course as a telecourse rather 

than an on-campus class, the academic level as defined 

by the student, reason for taking the telecourse, and 

the personal importance of completing the telecourse. 

Conclusions 

This study attempted to identify certain 

predictors of high risk telecourse students. The study 

found that 12 variables were significant, and that 
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there are certain predictors of high risk telecourse 

students. Those variables found to be significant 

include (1) Rotter's Internal-External Locus of Control 

Scale (RIELC) score; (2) the column-one score on Kolb's 

Learning Style Inventory (LSI)—which measures Concrete 

Experience (CE); (3) the column-three score on Kolb's 

Learning Style Inventory—which measures Abstract 

Conceptualization (AC); (4) the score for the Y-axis on 

the Kolb LSI, that is, the Abstract Conceptualization 

score minus the Concrete Experience score; (5) learning 

style, as determined by Kolb's LSI; and the following 

demographic data: (6) ethnicity—in terms of being 

Anglo or non-Anglo; (7) age; (8) marital status; (9) 

the telecourse enrolled in; (10) credit hours 

completed; (11) grade point average (gpa); and (12) 

prior telecourse experience. 

Based on the three-semester sample of 525 

telecourse students, the data provide a definite 

picture of nonsuccessful telecourse students. The 

description of a high risk telecourse student (Table 

4.2) is the following: the younger (27 or younger), 

non-Anglo, single student, enrolled in a first 

telecourse, with fewer than 30 college credit hours 

completed, a GPA lower than 3.0-2.9, a higher than 

average RIELC score (above 7.6), a higher than average 

(26 or above) Concrete Experience score, a lower than 

average (31 or below) Abstract Conceptualization score, 
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with a lower than average (below 5) AC-CE score, and a 

learning style of either a Diverger or an Accommodator. 

It should be noted however, that since this is a 

single-institution study with intact classes, the 

findings cannot be generalized beyond the sample group. 

It is hoped however, that the findings of this 

study can be used by comparable colleges and 

universities to lower the comparatively higher 

telecourse attrition rate. Through better 

identification, advising, and tracking of "high risk" 

telecourse students, perhaps telecourse attrition can 

be reduced. 

Discussion and Implications 

One would expect that students characterized by a 

more internal locus of control would be more successful 

than those students with a more external orientation. 

Those students scoring lower on the RIELC, who were 

more internally oriented, would be expected to 

persevere more than their more external classmates 

because "internals" perceive events as contingent upon 

their own behavior. Such an attitude would encourage 

the student to put in the necessary hours and hard work 

because it would affect the outcome, i.e., success in 

the telecourse. Because externals perceive events as 

more the result of luck, chance, fate, or control by 

powerful others, they would be less likely to persevere 
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when faced with the tougher challenge of a telecourse. 

They would likely conclude that the additional effort 

and hard work on their behalf would not necessarily 

result in a greater likelihood of success in the 

telecourse. The importance of the Rotter 

internal-external score as a predictor of telecourse 

success is evident by the fact that divorced students 

(less likely to successfully complete the telecourse 

than married students) who successfully complete a 

telecourse have a very low average Rotter 

score-4.30—compared to 6.80 for successful married 

students and 8.54 for successful single students. 

Although the RIELC score was also significant in 

predicting the level of success in the telecourse, as 

measured by letter grade, there was a break in the 

pattern. While the "A" students had the lowest average 

RIELC score (6.20), "B" students the second lowest 

(6.59), "C" students the third lowest (8.18), and the 

"D" students the fourth lowest (9.80), students earning 

an "F" had an average Rotter score of 8.18, and those 

withdrawing from the telecourse and earning a "W" had 

an average Rotter score of 7.73. The likely 

explanation for the break in the pattern of 

successively higher average locus of control scores for 

telecourse students earning either an "F" or a "W" is 

that there are often non-academic reasons for students 

earning an "F" or "W" for a course, particularly for 

187 



those withdrawing from the course. These nonacademic 

reasons include illness, job conflicts, family 

responsibilities, and in the case of telecourses, the 

realization that telecourses require significantly more 

work than anticipated and that they lack the 

self-discipline required by the greater autonomy of a 

telecourse. This would account for the fact that the 

average locus of control scores for telecourse students 

earning an "F" or "W" was lower than the average RIELC 

score of students earning a "D", but still higher than 

the average RIELC scores of both the "A" and "B" 

students. 

The significance of several Kolb LSI scores was 

expected. A possible explanation for those students 

scoring high on Concrete Experience (CE) achieving less 

success in the telecourse would be that this learning 

mode or stage of the learning cycle emphasizes personal 

involvement with people. The learners would rely more 

on their feelings than on a systematic approach to 

problems and situations. They learn by intuition. 

Because high scorers in CE relate better to people and 

have a greater sensitivity to feelings and people, they 

would tend to miss the opportunities for learning 

during personal interaction among themselves, with the 

classroom instructor, and with their fellow students. 

They would most likely learn best from class discussion 

and the ability to ask immediate questions of the 
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instructor because they relate better to people. Their 

preferred learning situation would include learning 

from new experiences, games, role playing, peer 

feedback, and discussion. In this situation, the 

teacher acts as a coach or helper (McCarthy, 1980, 

1986, 1990). Since the telecourse leads to more social 

isolation and requires a greater reliance on 

independent learning, students with lower CE scores 

would be more suited to this format (Figure 5.1). 

The reason the Abstract Conceptualization (AC) 

score was a significant predictor of academic success 

in a telecourse is because this learning mode or stage 

of the learning cycle emphasizes a learning style 

dominated by thinking. These learners acquire 

knowledge through systematic planning, deductive 

thinking, and the logical analysis of ideas. Their 

preferred learning situation would include study time 

alone and theory readings. In a learning situation 

suited to this style, the teacher would act as a 

communicator of information (McCarthy, 1980, 1986, 

1990) . Telecourse success would be more likely from 

high AC scorers because this learning mode emphasizes a 

learning environment very compatible with the 

telecourse format—learning in an isolated situation 

with the teacher acting primarily as a communicator of 

information (Figure 5.1). Deductive reasoning and the 
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logical analysis of ideas are helpful in a telecourse 

because much of the student's learning comes from 

watching the telelessons and reading the texts alone 

rather than from classroom discussion and interaction 

as would occur in the typical on-campus class. 

The Y-axis score was significant to telecourse 

success because of the significance of both the 

Concrete Experience and Abstract Conceptualization 

variables. A positive score on the AC-CE scale 

indicates that one's score is more abstract. A 

negative score on the AC-CE scale indicates that one's 

score is more concrete. The comparatively higher 

scores on the AC-CE scale for successful telecourse 

students indicate that the less concrete and more 

abstract learning style a student has, the better 

suited that student is to learning by the telecourse 

format. 

The significance of learning style was expected, 

with the Assimilators having the highest telecourse 

success rate and grades earned, followed by the 

Convergers, the Divergers, and the Accommodators. This 

pattern should come as no surprise because Assimilators 

and Convergers both are at the high end of the CE-AC 

scale and it has already been noted that successful 

telecourse students are characterized by a higher CE-AC 

score. Figure 5.1 also provides some important clues 
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as to why Assimilators and Convergers have the highest 

success rates. 

In quadrant two, emphasizing Assimilative 

activities, the teacher's role is one of "Information 

Giver/Teacher" (McCarthy, 1980, 1986, 1990). The 

instructor functions in the traditional role, 

presenting data in an organized way and leading 

learners to analyze data and form concepts. The 

teacher's role is more active and is very similar to 

the role of the telelesson in the telecourse format. 

The telelesson's function is to present the information 

in an organized way, leading and enabling students to 

analyze the material and learn the necessary concepts 

and relationships. 

In quadrant three, emphasizing the Convergent 

activities, the teacher's role is one of 

"Facilitator/Coach" (McCarthy, 1980, 1986, 1990). The 

instructor is available as a coach and stabilizer in 

the learning activities, and the student must become a 

more active participant in the learning process. This 

is exactly what is required in the telecourse, where 

students must assume the responsibility of viewing all 

of the telelessons, reading the assigned textbook 

material, and being sufficiently motivated to study and 

learn the material on their own, without the presence 

of an instructor and fellow classmates. 
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Self-motivation and self-discipline are essential for 

success in a telecourse. 

Each of the four learning styles has its own 

strengths and weaknesses (Figure 5.2). The learning 

strengths of the Assimilators and Convergers also seem 

more suited to the unique nature of the telecourse. In 

addition, the weaknesses in the learning styles of the 

Divergers and Accommodators would not serve them well 

in the telecourse format. 

The Assimilator's dominant learning abilities are 

Abstract Conceptualization (AC) and Reflective 

Observation (RO). Individuals with this learning style 

are best at understanding a wide range of information 

and putting it into concise, logical form. They are 

less interested in people and focused more on abstract 

concepts. Assimilators are less concerned about a 

theory's practical value than its logical soundness. 

An Assimilator's strengths include planning, defining 

problems, and developing theories. These strengths 

seem more compatible with the requirements of a 

telecourse, which requires learning to be done in a 

comparatively isolated, individualized manner. 

Convergers excel in the application of ideas and 

have dominant thinking abilities of Active 

Experimentation (AE) and Abstract Conceptualization 

(AC). Persons characterized with this learning style 

are best at finding practical uses for ideas and 
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theories. They have the ability to solve problems and 

make decisions based on finding solutions to questions 

or problems. Like Assimilators, Convergers tend to be 

relatively unemotional, preferring to deal with 

technical problems and tasks rather than with social 

and interpersonal issues. Problem solving, deductive 

reasoning, and defining problems are all strengths of 

Convergers. These characteristics seem well-suited to 

a telecourse format where the student/learner is 

operating in a more individualized, isolated learning 

environment. 

Divergers, the group with the next-to-lowest 

academic success rate in telecourses, are often 

paralyzed by alternatives and cannot make decisions. 

These characteristics would not be ideal for the 

telecourse format, which requires more self-motivation 

and discipline. The Diverger's 

strengths—brainstorming, understanding people, and 

their imaginative ability—would not be as vital to the 

more individualized, isolated learning environment of 

the telecourse. 

Accommodators, with the lowest academic success 

rate, often get caught up in meaningless activities and 

concentrate on trivial improvements. These weaknesses 

might well conflict with the greater amount of 

self-discipline and motivation required by a 

telecourse. The Accommodator's ability to learn 
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primarily from "hands-on" experience would likely be 

frustrated by the comparative isolation of the 

telecourse format. The fact that Accommodators tend to 

rely more heavily on people for information than their 

own technical analysis could serve as a barrier for the 

more individualized and isolated learning environment 

of a telecourse. 

There are several plausible explanations for the 

comparatively higher telecourse success rates of Anglo 

students. First, the higher Anglo success rate in 

Odessa College telecourses mirrors the higher Anglo 

success rates in on-campus classes at Odessa College 

and other institutions of higher education (U.S. Dept. 

of Education, 1991a, p. 28; & 1991b, p.282). This is 

probably the result of the better academic preparation 

Anglos have upon entering college. Non-Anglos, 

particularly Blacks and Hispanics, are more likely to 

attend property-tax-poor high schools, thus receiving a 

lower quality education with less-than-adequate 

preparation for college (Cummings & Wise, 1989; Glazer, 

1975). This can be seen in the lower scores Blacks and 

Hispanics earn on the SAT when compared to Anglos 

(National Center for Education Statistics, 1991; U.S. 

Dept. of Education, 1991b; p. 123) and, at Odessa 

College, in the lower passing rates for Blacks and 

Hispanics on the ASSET and TASP tests (Odessa College 

Computer Center, 1991). 
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Also, Black and Hispanic students, coming from 

comparatively lower socioeconomic backgrounds, would 

more likely be first-generation college students (U. S. 

Bureau of the Census, 1990). Coming from comparatively 

poorer families, the Black and Hispanic students would 

be more likely to need financial assistance, have an 

outside job, work a greater number of hours per week, 

and have greater financial pressures placed upon them 

(National Center for Education Statistics, 1991, p. 

287) . 

Another explanation for the lower telecourse 

success rates for non-Anglos is the comparatively 

higher Rotter Internal-External scores they have—7.9 

for non-Anglos to 7.3 for Anglos in the study's sample. 

It has already been established that the Rotter score 

is significant in determining academic success and 

letter grade earned in telecourses at the .0101 level. 

Telecourse students with lower Rotter scores—more 

internally-oriented—are more likely to experience 

academic success in a telecourse. 

It could be hypothesized that non-Anglos, who 

generally face more discrimination and segregation, and 

possess comparatively less power than Anglos, would be 

more external. What little research has been done on 

race/ethnicity and locus of control is not entirely in 

agreement. Lefcourt and Ladwig (1965)—when comparing 

black and white inmates of similar social class, age, 
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intelligence, and reason for incarceration—found black 

prison inmates to be significantly more external than 

white inmates. Tyler et al. (1982) had similar 

findings when studying black and white 50-70 year olds. 

Another study (Battle & Rotter, 1963) found that even 

when controlling for socioeconomic class, blacks were 

significantly more external than whites. 

When comparing Anglos and Hispanics, the research 

is contradictory. Mendez (1983) found Puerto Ricans to 

be quite external (although there was no comparison to 

Anglos in the study). While Graves (1961) and Justin 

(1970) found Hispanics to be more external than Anglos, 

Garza and Ames (1974), matching Anglos and Mexican 

Americans on socioeconomic factors and sex, found the 

Mexican Americans significantly less external than 

Anglos. Clearly, more research needs to be conducted 

examining the relationship between race and locus of 

control. 

One last explanation for the lower telecourse 

success rates for non-Anglos is the comparatively lower 

percentage in the study sample of Assimilators and 

Convergers, the two learning styles that have the 

greatest success and earn the higher letter grades in 

telecourses. Learning style is significant in 

predicting both success (at the .00007 level) and 

letter grade earned (at the .006 level) in a 

telecourse. When combining these two 

198 



"favorable-to-telecourse" learning styles, 60.8 percent 

of Anglos as compared to only 51.1 percent of 

non-Anglos have those two "favorable-to-telecourse" 

learning styles. There was nothing in the literature 

or research indicating that non-Anglos are less likely 

to possess Assimilator or Converger learning styles. 

Clearly, this would be an area suitable for future 

research. 

One must be careful to generalize on the basis on 

ethnicity because of the small number of minorities (86 

of 525, or 16.4 percent) in the sample. Had the sample 

been larger and had there been more minorities in the 

larger sample, it is possible that ethnicity would not 

have been such a significant factor. Although the 

study sample's ethnic/racial composition is slightly 

different from that of Odessa College's student 

population, the differences are not great (Table 5.1). 

The study sample has a higher percentage of Anglos 

(83.6 percent) than Odessa College's student body does 

and a lower percentage of Blacks (3.4 percent), 

Hispanics (12 percent), and the same percentage of 

Asians (1 percent). Both the college student body and 

the study sample have a higher percentage of Anglos, a 

lower percentage of Hispanics, and about the same 

number of Blacks and Asians as does the over-18 

population of Ector County (Table 5.2). 
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Table 5.1 
ODESSA COLLEGE STUDENT BODY BY RACIAL/ETHNIC 

COMPOSITION--FALL 1989 AND FALL 1990 

Anglo Hispanic Black Asian Am. Ind. Non-Res 
Alien 

Fall 1989 72% 20% 6% 1% 0% 0% 

Fall 1990 70% 23% 5% 1% 0% 0% 

SOURCE: Odessa College Office of Planning & Research 

Table 5.2 

ECTOR COUNTY POPULATION RACIAL MAKE-UP 

Anglo Hispan ic 

SOURCE: 1990 Census—Pre l imina ry d a t a 

Black 

Total Pop. 

Over 18 

Under 18 

63% 

68% 

51% 

31% 

26% 

43% 

5% 

4% 

5% 

O t h e r 

1% 

1% 

1% 
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Older students would be expected to perform better 

in telecourses for several reasons. Age often brings 

greater maturity and more self-discipline. That 

greater maturity and self-discipline would be more 

suited for the telecourse format requiring 

self-discipline and independent learning. In addition, 

students having completed more college credit hours 

(another significant demographic variable for 

telecourse success) would tend to be older than those 

students completing fewer hours. This is because 

younger students, just out of high school, would have 

had less time and opportunity to build up a high total 

of college credit hours completed. Also, older 

students are more likely to be working fulltime, to 

have a family, and to be paying for their own college 

tuition and related expenses. They would be more apt 

to view their time and money as more valuable, and are 

thus less likely to waste it. Dropping out when the 

"going got tough" in the telecourse might be construed 

as a waste of the time, effort, and money they already 

had invested in the course. Younger students, 

particularly those just out of high school, are more 

likely to have their college expenses paid. in part or 

in full by their parents. It is generally easier to 

waste someone else's money than one's own. 

Another possible explanation for older students 

succeeding in telecourses at higher rates than younger 
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students is that there is a general tendency to become 

less concrete with age (Smith & Kolb, 1986) . It has 

already been established that the lower the LSI 

Concrete Experience score is, the greater the 

likelihood of telecourse success. 

There is an additional explanation for older 

students succeeding at higher rates in telecourses than 

younger students. According to some studies, there are 

indications that locus of control shifts to a more 

internal orientation as age increases (Frerichs & 

Ortman, 1979; Linder, Londoner, & Bauer, 1985). 

It is interesting to note that when combining age 

and marital status (another significant demographic 

variable--see the following section), older single and 

divorced students are more likely to succeed than their 

younger peers with the same marital status. In 

contrast, if a student is married, the younger ones are 

slightly more successful. 

The only significant two-factor interaction is 

between gender and success. Successful female students 

are older by about 3 1/2 years (29.6 for successful 

female students versus 2 6.2 for nonsuccessful female 

students). However, successful male students are 

slightly younger (28.3 for successful male students 

versus 29.0 for unsuccessful male students). Thus, age 

for males is not as an important predictor of success 

as it is for females. 
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There are several explanations for the 

significance of marital status to telecourse success. 

Single students are comparatively younger than those 

who are married or divorced. The average age of single 

students enrolled in a telecourse was 22.4, compared to 

an average age of 31.7 for married students, and 32.3 

for divorced students. Thus, marital status is related 

to age, which is a significant variable in determining 

success in telecourses. Although the average age of 

divorced students enrolled in telecourses is slightly 

higher than for the married students, there are several 

explanations for the higher success rates for married 

students. Divorced students may still be experiencing 

the emotional trauma that divorce can bring. These 

emotional upheavals can certainly interfere with one's 

concentration and thus adversely affect academic 

success. The greater parental responsibilities burden 

the divorced, single-parent/head of household 

(especially females who are more likely to have custody 

of the children), and less time is left for studies. 

The balancing of school, work, and family 

responsibilities is often difficult and thus may 

adversely affect academic success. 

There are several possible explanations for the 

significance of the variable "telecourse enrolled in" 

to success. These could include the different course 

materials, the different instructors, or the different 
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types of students who sign up for a particular 

telecourse. For example, the high success in Biology 

1300 may be due to the fact pre-med majors are more 

likely to enroll in Biology 1300, and divorced mothers 

unsure of their career goals may be enrolling in Child 

Psychology 2302. A second possible explanation could 

be the nature of the material covered.in each subject 

area. Perhaps biology is more suited to the visual 

presentation and delivery of the information than is 

psychology. A third possible explanation is the 

sequence in which the courses are taken. Psychology 

and Child Psychology are often taken during the first 

year in college, whereas Biology is generally taken in 

the second year. Students generally delay enrolling in 

Biology until their second year of college because of 

its reputation as a particularly difficult course. 

Thus, the average student entering the Biology course 

has had the opportunity to develop study skills that 

the average student enrolling in Psychology has not 

had. 

It is not surprising that students with more 

college credit hours completed would be significantly 

more successful in telecourses. Students having 

completed more college credit hours would have had more 

opportunity to develop those academic and personal 

skills necessary for academic success in 

college—better study habits, greater perseverance, 
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better time management, greater self-confidence in 

their academic abilities, and perhaps even a greater 

likelihood to seek help when not doing well 

academically. It can be argued that students who have 

completed more college credit hours have had more 

opportunity to learn independent study skills, 

something college is supposed to develop. 

It would logically be expected that students with 

higher GPAs would have stronger academic skills and 

thus, would perfôrm better in all learning formats, 

telecourses included. The 2.89 gpa average for 

nonsuccessful telecourse students also indicates that 

they are not necessarily unsuccessful students, merely 

unsuccessful in telecourses. They may lack the 

appropriate learning style and study habits rather than 

academic ability. 

It should be noted that when looking at GPAs based 

on sex and marital status, the lowest mean GPA is 

2.76—nonsuccessful single students. This seems to 

indicate that, on the average, there are really no 

"academically poor" students in the sample, just 

students who are not adequately suited to the 

telecourse mode of study. The fact that the mean GPA 

for the lower quartile of the sample is 2.9 is another 

indication that the sample, on the average, does not 

include "academically poor" students. 
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The reasons students with prior telecourse 

experience achieve greater telecourse success seem 

clear. Students enrolled in their first telecourse are 

less successful because they would be less likely to 

realize beforehand the unique nature of the telecourse 

format and the greater amount of self-discipline 

required. Those students who have had a prior 

telecourse would generally experience greater success 

because their previous telecourse would have provided 

them with the opportunity to develop the skills 

necessary for successful telecourse completion. 

Students with prior telecourse experience who did not 

like the telecourse format or who did not adapt well to 

the format would be less likely to enroll in another 

telecourse. Thus, those students with prior telecourse 

experience who then enrolled in additional telecourses 

would tend to include only those students who either 

initially adapted well to the telecourse format or who 

developed the skills and self-discipline needed to 

successfully complete a telecourse. Those students 

with prior telecourse experience who did not adapt 

well, perform well, or develop the necessary skills 

would be unlikely to re-enroll in a telecourse. 

The following demographic variables do not have a 

significant relationship to student success in 

telecourses: gender, income, number of children or 

number of children living at home, number of college 
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credit hours currently enrolled in, reason for taking 

the course as a telecourse rather than an on-campus 

class, type of student one considers oneself, reason 

for taking the telecourse, and personal importance of 

telecourse completion. 

There are several explanations why the "number of 

children or number of children living at home" variable 

was not significant in determining success in a 

telecourse. First, the age rather than the number of 

the children often determines the amount of time, 

attention, and commitment required from a parent. The 

degree to which the spouse helps with the children 

would also be an important factor. Thus, the amount of 

time available for studying, based on the number of 

children at home, is difficult to measure. Secondly, a 

number of young single students still living at home 

with parents and siblings counted the number of 

siblings at home with them in their response. This may 

not have any effect on their studying time if they have 

no responsibilities caring for them. 

The type of student the respondents labeled 

themselves in the demographic survey turned out not to 

be a significant predictor of telecourse for one basic 

reason—the overwhelming majority of the students rated 

themselves as average, regardless of their GPA. It can 

be argued that students would find it difficult to rate 

themselves objectively on that question. 

207 



The degree of importance given for completing the 

telecourse was also not a significant predictor of 

telecourse success for the same reason cited above. 

When asked, "How important is it to you to complete 

this course?", over 95 percent of the respondents 

answered "very important." It can be surmised that it 

was difficult for a number of students to honestly 

admit that it was not "very important" for them to 

complete the telecourse. 

Seemingly, income did not prove to be significant 

in predicting telecourse success for one major reason. 

A number of young single students still living at home 

with their parents gave their parents' income for an 

answer. Others gave a much lower amount based on the 

income from parttime jobs. The lack of consistency in 

those answers made it difficult for income to be a 

significant variable. 

The reason students took the telecourse rather 

than the equivalent on-campus class (job, on-campus 

sections full, family responsibilities, less commuting 

time, enjoyed previous telecourse, only way I could 

take an additional 3 hours, heard about telecourses and 

sounded interesting, and other) was not significant for 

success in a telecourse for one basic reason. There 

was no consistent pattern as to the reason given why 

successful or nonsuccessful students were taking the 

telecourse rather than the equivalent on-campus class. 
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Evidently, whatever reason given—by either successful 

or nonsuccessful telecourse students—it was not a good 

measure of the commitment the students felt toward 

successful completion of the telecourse. 

The reason students cited for taking the 

telecourse (as an elective, part of a major, part of a 

minor, or required for the degree plan) was not 

significant in predicting telecourse success for the 

same reasons cited above. There was no consistent 

pattern of answers given for either successful or 

nonsuccessful students. Again, it appears that this 

variable was not a good indicator of the level of 

student commitment to successful telecourse completion. 

Gender as a variable was not significant for 

telecourse success. This can be explained by the fact 

that academic ability is gender neutral. A majority of 

community college students, both male and female, have 

jobs and family responsibilities. In addition, those 

qualities necessary for success in the telecourse 

format—self-discipline, motivation, and the ability to 

learn the material by oneself—are also gender neutral. 

Surprisingly, the "number of college credit hours 

currently.enrolled in" variable was not a significant 

factor in telecourse success. There are several 

possible explanations. First, a heavy course load by 

itself may not indicate a lack of adequate study time 

because there are many intervening variables which may 
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have a greater impact on the amount of study time 

available—the number of hours worked, the type of job 

held (some jobs allow for more time to study at work), 

home and family responsibilities, and outside 

responsibilities. Students with light course loads may 

actually work longer hours per week and have heavier 

home and family responsibilities. That may be the 

major reason that they have enrolled for fewer college 

credit hours. 

One last additional point must be noted and 

emphasized. As mentioned previously, the telecourses 

offered by Odessa College are the prepackaged type, 

developed and filmed by a national producer with 

accompanying texts, study guides, and supplementary 

materials. They are broadcast on the local public 

television station and by cable and can also be viewed 

from videocassettes in the Odessa College Learning 

Resource Center. In contrast to three of the other 

five types (the live interactive type, the tutored 

video instruction type, and the audio-teleconferencing 

type) this format allows for no interaction between the 

student and the instructor or a paraprofessional tutor 

during the viewing of the telelesson or video program. 

Thus, the student is forced to adapt to the 

structure and material presented in the telecourse. 

Unlike the other three types of telecourses mentioned, 

there is no opportunity for the instructor or 
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para-professional tutor to adapt the material, teaching 

methodology, or course pace to the student audience. 

With the prepackaged telecourse, there is no 

opportunity for the telecourse students to interact 

with each other unless they are viewing the telelesson 

together, something that the literature indicates 

rarely occurs. Most telecourse students watch the 

telelessons alone. All of this places greater 

importance on the telecourse student's ability to adapt 

to the telecourse format. Self-discipline and the 

ability to do the required work individually are of 

paramount importance. Student initiative is extremely 

vital, particularly if help is needed or problems are 

encountered. Unless the telecourse student takes the 

initiative and attends a voluntary review session or 

contacts the instructor by phone or in person to seek 

the necessary assistance, the instructor is unable to 

detect the problem or perceive the need for 

intervention. Unlike the other three types of 

telecourses mentioned above or the on-campus classes, 

the instructor has no opportunity to identify those 

students needing assistance until the student misses an 

exam or earns a low exam grade. 

Recommendations 

The most significant finding in any study may be 

the new ideas suggested as a result of the research. 
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The following recommendations are based on the findings 

of this study and the review of the literature. The 

order in which the recommendations appear has no 

significance. 

1. This study should be replicated at other 

community colleges and senior level institutions and in 

other geographical areas of the country to determine if 

the findings can be generalized to other institutions 

of higher education, 

2. Follow-up studies conducted with the students 

who withdraw or fail to successfully complete the 

telecourse would increase understanding of reasons for 

withdrawal or nonsuccess in telecourses and enable 

institutions to take more appropriate action to improve 

the telecourse retention rate. 

3. A study should be conducted with a control 

group and an experimental group, having the 

experimental group subjected to frequent contact with 

the instructor—by letters and phone calls—to 

determine if such contact does significantly reduce the 

sense of isolation and improve retention rates (as some 

studies of correspondence courses have suggested). 

4. A study should be conducted comparing the 

retention rates of telecourse students with those 

possessing similar demographic profiles in on-campus 

classes to determine if the higher telecourse attrition 

rate is primarily due to the nature of the telecourse 
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itself or to the different demographic profiles of the 

telecourse students. 

5. A study should be conducted over a number of 

institutions comparing the retention rates of 

telecourses in different subject areas to determine if 

there are similar retention pattern differences from 

one institution to another. Subject areas that lend 

themselves to telecourse delivery could possibly be 

identified. 

6. A study should be conducted comparing 

retention rates of telecourse students with students in 

the equivalent on-campus classes taught by those same 

instructors to control for the instructors' impact on 

student attrition. 

7. A study should be conducted comparing academic 

achievement and learning style in both telecourses and 

the equivalent on-campus classes to determine whether 

learning style relationships to academic achievement 

are similar in both learning situations. 

8. Research needs to be done on the students 

attracted to telecourses to determine how a telecourse 

experience can be structured to meet their learning 

needs while insuring educational persistence and 

success. Support system elements and motivational 

requirements must be identified. Kinds of incentives 

to encourage persistence should be examined. 
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9. Research needs to be done examining the 

relationship between locus of control, race and 

ethnicity, and telecourse achievement and academic 

success. The research at this point is somewhat 

contradictory, particularly for Hispanics. Locus of 

control differences between Anglos and non-Anglos need 

to be examined when controlling for socioeconomic and 

educational factors. 

10. Research needs to be done comparing the 

learning styles of Anglos with minority groups to 

determine if there is any significant difference by 

racial or ethnic background. 

11. If an institution could be persuaded to adopt 

the use of the Rotter Internal-External Locus of 

Control Scale an the Kolb Learning Style Instrument, a 

longitudinal study should be conducted including both 

before and after the change in procedures to determine 

the effect of the revised counseling and advising 

procedures on student retention in telecourses. 
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^̂ ''í-ooô ''̂ ' ^' ^- (1988). Report on the results of the 
198 8 survev of telecourse students—research report 
íl2_:_li- ColumiDia, MD: Howard Community College, 
Office of Research and Planning. 

Livieratos, B. B. (1989). Distance learners: Howard 
Communitv College's fisFal year 1989 telecouYii" 
students—research report no. 62. Columbia, MD: 
Howard Community College, Office of Research and 
Planning. 

Lofthouse, Y. M. (1957). An experiment with 
closed-circuit télevised instruction in teacher 
education. Dissertation Abstracts, 17, 1513. 

Louis, K. S., & Potter, D. A. (1986). Student 
experiences at UMass/Boston: A four year 
perspective. Boston: Center for Survey Research, 
University of Massachusetts. 

Luskin, B. J. (1979). Education and public 
broadcasting: The case for a successful marriage. 
Technological Horizons in Education, ̂ (3), 26-29. 

Luskin, B. J. (1985). An overview of telecourse target 
populations. In R. L. Hilliard (Ed.), Television and 
adult education (pp. 23-31). Cambridge, MS: Shenkman 
Books, Inc. 

Maher, T. G. (1985). Perceptions of satisfaction in 
persistence and withdrawal of adult telecourse 
learners at Coastline Community College. 
Dissertation Abstracts International, 46, 1205A. 
(University Microfilms No. ADG85-56082. 9000) 

Markert, R.J. (1982). The relationship between 
first-year medical school grades and academic, 
personality, and attitude measures: Wright State 
University School of medicine, class of 1984; 
program evaluation studies, report number 5. (ERIC 
Document Reproduction Service No. ED 223 681) 

Matabane, S. M. (1986). The relationship between 
sociodemographic factors, college support services, 
and student achievement in Introduction to Sociology 
telecourse. Dissertation Abstracts International, 
47, 1554A. (University Microfilms No. ADG86-18540. 
9000) 

230 



Mayor, M. & Dirr, P. J. (1986). Telelearning in higher 
education. National Forum: Phi Kappa Phi Journal, 
^ ( 3 ) , 7-10. 

McCabe, R. (1983). A status report on the comprehensive 
educational reform of Miami-Dade community college. 
Miami, FL: Miami-Dade Community College. (ERIC 
Document Reproduction Service No. ED 238 481) 

McCarthy, B. (1980). The 4MAT system: Teachinq learning 
styles with right/left mode techniques. Chicago: 
Excel, Inc. 

McCarthy, B. (1986). The hemispheric mode indicator. 
Barrington, IL: Excel, Inc. 

McCarthy, B. (1990). Using the 4MAT system to bring 
learning styles to schools. Educational Leadership, 
4^(2), 31-37. 

McClure, L. (1975). Occupational-technical curriculum 
development tv study. Dallas: DCCCD. (ERIC Document 
Reproduction Service No. ED 121 395) 

McKay, D. A. (1984). Student characteristics affecting 
academic performance in college-level independent 
study. Dissertation Abstracts International, 46, 
862A. (University Microfilms No. ADG85-13260. 9000) 

McLuhan, M. (1960). Marshall report on understanding 
new media. Toronto, Canada. (ERIC Document 
Reproduction Service No. ED 017 166) 

McNeil, D. R. and Wall, M. N. (1983). The University of 
Mid-America: A personal postscript. Change, L5(4), 
48-52. 

Medsker, L. L. & Tillery, D. Breaking the access 
barriers: A profile of the two year colleges. New 
York: McGraw-Hill. 

Mendez, R. (1983). Puerto Rican youth under court 
jurisdiction in Boston: A study of social network, 
locus of control, and self-concept. Dissertation 
Abstractslnternational, 44' 1599B. (University 
Microfilms No. ADG-83-Í9998. 9000) 

Michael, W.B. & Knapp-Lee, L. (1985). Eyaluating 
learning in telecourses. Fountain Valley, CA: 
Coastline Community College. 

231 



Mmk, 0. G. & Watts, G. E. (1973). Reality therapv and 
personalized instruction: A success storv. (ER C 
Document Reproduction Service No. ED 115 323) 

Mitchell, D. C. (1984). The interactive effects of 
student ability, learning style, and sequencing of 
calculus mstruction on student achievement and 
preference (schema). Dissertation Abstracts 
International. 45, 1322A. (University Microfilms No. 
ADG84-19175. 9000) 

Mittelstet, S. K. (1978). Telecourses recruit in 
Dallas. Community and Junior College Journal, 48, 
20-22. ^ — 

Monroe, C. R. (1972). Profile of the community colleqe. 
San Fransisco: Jossey-Bass. 

Moore, R. L. (1985). Predicting academic performance of 
underprepared freshmen with high school gpa, ACT 
scores, learning styles, psychological type, and 
learning skills. Dissertation Abstracts 
International, 47, 406A. (University Microfilms No. 
ADG86-06742. 9000) 

Morris, A. J., Downs, K. S., Munushian, J., McGhie, L. 
F., Rubenstein, R., & Hike, R. C. (1974, May). 
Final report on cost effectiveness of continuing 
engineering studies in television. Report to the 
Continuing Engineering Studies Division of the 
American Society of Engineering Education. (ERIC 
Document Reproduction Service No. ED 093 360) 

Mount, G. & Walters, S. (1980). Traditional versus 
televised instructional methods for introductory 
psychology. Journal of Educational Technology 
Systems, 9^, 45-53. 

National Center for Education Statistics. (1991). 
Digest of Education Statistics—1990. Washington, 
D.C.: U.S. Department of Education, Office of 
Educational Research and Improvement. (Check form) 

Nelson, P. A. (1985) . The effects of field 
independent-dependent cognitive style on achievement 
in a telecourse. Dissertation Abstracts 
International, 46, 2239A. (University Microfilms No. 
ADG85-22589. 8602) 

Nemko, M. (1990). Underprepared students: Short-term 
losses, long-time gains. Change, 2' 9. 

232 



Nisbet, J. A., Ruble, V. E., & Schurr, K. T. (1981, 
October). Advising with 20/20 vision: Improving 
student retention by using learning styles 
information in academic advisinq. Paper presented at 
the annual meeting of the National Academic Advising 
Association, Indianapolis. 

Ochroch, S. K. & Dugan, M. (1986). Personality factors 
for successful high-risk students. Community/Junior 
College Quarterly, 10^i2) , 95-100. 

Odessa College Computer Center. (1991). Statistical 
database. Odessa, TX. 

Odessa College Office of Research and Planning. (1991). 
Statistical database. Odessa, TX. 

O'Rourke, J. (1980). The introduction of videotaped 
instructional material into the curriculum of the 
United States Air Force Command and Staff College 
Associate Seminar program: A comparison of 
educational strategies. Unpublished doctoral 
dissertation, Syracuse University, Syracuse, N.Y. 

Palmer, J. (1986). Sources and information: 
Instructional technology at community colleges. New 
Directions for Community Colleges, No. 55, 83-94. 

Pantages, T. J. & Creedon, C. F. (1978). Studies of 
college attrition: 1950-1975. Review of Educational 
Research, 4^(1), 49-101. 

Parent, J., Forward, J., Center, R., & Mohling, J. 
(1975) . Interactive effects of teaching strategy and 
personal locus of control on student performance and 
satisfaction. Journal of Educational Psychology, 67, 
764-769. 

Parkinson, C. F. & Parkinson, S. B. (1989. A 
comparative study between interactive television and 
traditional lecture course offerings for nursing 
students. Nursing and Health Care, ]^(9), 499-502. 

Pascarella, E. T. (1980). Predicting freshman 
persistence and voluntary dropout decisions from a 
theoretical model. Journal of Higher Education, 51, 
60-75. 

Pascarella, E. & Chapman, P. W. (1983). A 
multi-institutional, path analytic validation of 
Tinto's model of college withdrawal. American 
Educational Research Journal, 20, 87-102. 

233 



Pascarella, E. & Terenzini, P. (1977). Patterns of 
student-faculty informal interaction beyond the 
classroom and voluntary freshman attrition. Journal 
of Higher Education, 48, 49-101. 

Pascarella, E. & Terenzini, P. (1980). Predicting 
freshman persistence and voluntary dropout decisions 
from a theoretical model. Journal of Higher 
Education, 5^(1), 60-73. ~ 

Peng, S. S., Ashburn, E. A., & Dunteman, G. H. (1977). 
Withdrawal from institutions of higher education: An 
appraisal with longitudinal data involving diverse 
institutions. (NCES 77-264). Washington, DC: U. S. 
Government Printing Office. 

Perrin, D. G. (1977). Synopsis of television in 
education. In J. Ackerman & L. Lipsitz (Eds.), 
Instructional television: Status and directions (pp. 
7-13) . Englewood Cliffs, NJ: Educational Technology 
Publications. 

Peterson, A. L. & Berg, E. H. (1981). Report to the 
legislature on the educational and fiscal effects of 
independent study, Sacramento, CA: Office of the 
Chancellor. (ERIC Document Reproduction Service No. 
ED 214 552) 

Phares, E.J. (1976). Locus of control in personality. 
Morristown, NJ: General Learning Press. 

Phyfer, A. Q. (1987). Variables predicting retention in 
first-year engineering students. Dissertation 
Abstracts International, 49, 937B. (University 
Microfilms No. ADG88-07958. 9000) 

Pigge, F. L. & Marso, R. N. (1989, February). Academic, 
affective, and personal attributes of successful 
student teachers. Paper presented at the annual 
meeting of the Association of Teacher Educators, St. 
Louis. (ERIC Document Reproduction Service No. ED 
305 341) 

Pohrte, T. W. (1990). Telecourses: Instructional design 
for nontraditional students. New Directions for 
Community Colleges, no. 71, 55-61. 

Pollack, T. C , Cargill, 0., Loomis, J., & Zorbaugh, H. 
(1956). Closed circuit television as a medium of 
instruction, 1955-56. New York: New York University. 

234 



Prociuk, T. J. & Breen, L. J. (1974). Locus of control, 
study habits and attitudes, and college academic 
performance. Journal of Psychology, 88, 91-95. 

Prociuk, T. J. & Breen, L. J. (1975). Defensive 
externality and its relation to academic 
performance. Journal of Personality and Social 
Psychology, 3]^, 549-556. 

Purdy, L. N. (1978). Telecourse students: how well do 
they learn? Speech presented at the AACJC Annual 
Conference, Atlanta, GA. (ERIC Document Reproduction 
Service No. ED 158 851) 

Purdy, L. N. (1986a). Telecourses: More than meet the 
eye. New Directions for Higher Education, No. 56, 
27-367 

Purdy, L. N. (1986b). Telecourses: Using technology to 
serve distant learners. New Directions for Community 
Colleges, 55, Fall 1986. 

Purdy, L. N. & Icenogle, D. (1976). Classic theatre: 
The humanities in drama, final research report, San 
Diego: California University. (ERIC Document 
Reproduction Service No. ED 133 028) 

Quinn, P. & Adams, S., Eds. (1984). A guide to Dallas 
telecourses. Mesquite, TX: Dallas County Community 
College District Center for Telecommunications. 

Reid, J. C & MacLennan, D. W. (1967). Research in 
instructional television and film: Summary of 
studies. (Report No. OE-34041). Washington , DC: 
Department of Health, Education, and Welfare. 

Reifle, S. & Edwards, A. (1975). C-BE education 
instruments: A descriptive report. U.S. Educational 
Resources Information Center. (ERIC Document 
Reproduction Service No. ED 115 209) 

Reinertson, J. M. (1980). The reading competency of 
successful community college students. Dissertation 
Abstracts International, 41, 3970A. (University 
Microfilms No. ADG81-06208. 9000) 

Rekkedal, T. (1981). Introducing the personal 
tutor/counselor in the system of distance education. 
Epistolodidiaktika, 30-35. 

235 



Relaford, C.M. (1988) . An analysis of instructional 
television students and their learning styles, 
preferences, and satisfaction with the microwave 
delivery system at Frank Phillips College. 
Unpublished doctoral dissertation, Texas Tech 
University, Lubbock, Texas. 

Research Communications, Ltd. (1985). Research on 
student uses of the Annenberg/CPB telecourses for 
the fall of 1984. Unpublished report. 

Ross, M. A. (1985). A study of the interaction between 
locus of control and scheduled feedback on the level 
of achievement in a post-secondary COBOL programming 
course. Dissertation Abstracts International, 47, 
1164A. (University Microfilms No. ADG86-14277. 
8610) 

Ross, W. F. (1989). Locus of control as a correlate of 
the selection of and achievement in 
instructor-assisted or independent study 
videocassette courses in a college level continuing 
education program. Dissertation Abstracts 
International, 50, 2026A. (University Microfilms No. 
ADG05-66530. 9001) 

Rotter, J. B. (1966). Generalized expectancies for 
internal versus external control of reinforcement. 
Psycholoqical Monographs: General and Applied, 80, 
(1), 1-28. 

Rotter, J. B. (1975). Some problems and misconceptions 
related to the construct of internal versus external 
control of reinforcement. Journal of Consulting and 
Clinical Psychology, 43, 56-67. 

Rounds, J. C (1984). Attrition and'retention of ^ 
community colleqe students: Problems and promising 
^^iEtices. Marysville, CA: Yuba College. (ERIC 
Document Reproduction Service No. ED 242 377) 

Sales G C (1985). The effect of learning style and 
type of feedback on the achievement of pre-service 
teachers in a computer-based lesson. Dissertation 
Abstracts International, 4_6, 2910A. (University 
Microfilms No. ADG8b-26445. 9000) 

Sales, M. (1976). A comparison between television and 
the classroom for learninq effectiveness: A review 
of literature in instructional television._ 
Sacramento, CA: Consortium of the California State 
University and Colleges. 

236 



Sapper, N. (1982). For a graybeard: Things change. 
Community and Junior College Journal, 53(2), 
24-25,35. — 

Scanlon, J. P. (1985). A study of the relationship of 
Myers-Briggs personality types to academic success 
and persistence in telecourses in community 
colleges. Dissertation Abstracts International, 47, 
377A. (University Microfilms No. ADG86-09587. 8608) 

Schramm, W. (1962). Learning from instructional 
television. Review of Educational Research, 32, 
(April), 156-1767": 

Schramm, W. (1977). Big media, little media: Tools and 
technologies for instruction. Beverly Hills, CA: 
Sage Publications. 

Scott, M. (1990). A comparison of achievement between 
college students attending traditional and 
television course presentations. Dissertation 
Abstracts International, 51, 3646A. (University 
Microfilms No. ADG91-09130. 9105) 

Sewall, T. J. (1986). The measurement of learning 
style: A critique of four assessment tools. Green 
Bay: WS: Wisconsin University. (ERIC Document 
Reproduction Service No. ED 267 247) 

Sheldon, M. S. (1982). Statewide longitudinal study: 
Report on academic years 1978-81: Part 5: Final 
report. Woodland Hills, CA: Los Angeles Pierce 
College. (ERIC Document Reproduction Service No. ED 
217 917) 

Singer, C A. (1987). Correlates to success for the 
aduit learner in a community college nursing 
curriculum. Dissertation Abstracts International, 
48, 1672A. (University Microfilms No. ADG87-18584. 
8801) 

Smith, D. M., & Kolb, D. A. (1986). User's guide for 
the learning style inventory—A manual for teachers 
and trainers. Boston: McBer and Company. 

Smith, J. (1983). Evaluation of the telecourse program 
at Saddleback College: Student retention and 
academic achievement. (Ed.D. Dissertation, Nova 
University, 1983). (ERIC Document Reproduction 
Service No. ED 239 684) 

237 



Spady, W. (1970). Dropouts from higher education: An 
interdisciplinary review and synthesis. Interchanqe, 
1, 64-85. ^ 

Spencer, R. E. (1963). Comparisons of televised with 
teaching machine and televised with instructor 
presentations of English grammar, in C R. Carpenter 
& L. P. Greenhill (Eds.). Comparative research on 
methods and media for presenting programmed courses 
in Mathematics and English (pp. 57-63), USOE Grant 
No. 736116. University Park, PA: Pennsylvania State 
University. 

Spitzer, J. A. (1985). An exploratory study of the 
relationship between locus of control behavior and 
the motivational orientation of adult part-time 
learners on persistence in post-secondary education 
at a comprehensive community college. Dissertation 
Abstracts International, 46, 3572A. (University 
Microfilms No. ADG85-16943. 8606) 

Staff and program development: Black student retention 
project report, 1980-81. (1981). Orlando, FL: 
Valencia Community College. (ERIC Document 
Reproduction Service No. ED 226 773) 

Steinke, R. G. & Griffin, D. J. (1982). Doing "distance 
learning"? Do student surveys, too. E-ITV, 44, 
48-49. 

Stickell, D. W. (1963). A critical review of the 
methodology and results of research comparing 
televised and face-to-face instruction. Unpublished 
doctoral dissertation, Pennsylvania State 
University. 

Stover, H. (1986). Teaching writing by television. 
Teaching English in the two-year college, 13, 
267-272. 

Summerskill, J. (1962). Dropouts from college. In 
Sanford, N. (Ed.). The American College (pp. 
627-659). New York: John Wiley & Sons. 

Sutterfield, W. F. (1981). An analysis of the 
perceptions of telecourse students, faculty, and 
administrators at Tulsa Junior College. Dissertation 
Abstracts International, 43, 4 9A. (University 
Microfilms No. ADG82-13071. 8200) 

238 



Svobodny, D. D. (1969). Television and film in colleae 
English instruction: Ã~biblioqraphy of research and 
studies with abstracts. New York: Modern Language 
Association of America. (ERIC Document Reproduction 
No. ED 035 674) 

Sweet, R. (1986). Student dropout in distance 
education: An application of Tinto's model. Distance 
Education, l_i2) , 201-213. 

Tate, F. R. s. (1983). The effect of community college 
students' cognitive style on achievement in a 
telecourse. Dissertation Abstracts International, 
4_4, 664A. (University Microfilms No. ADG83-17522. 
9000) 

Taylor, L. M. (1986). Brain dominance and learning 
style preference: Their relationship to student 
success in selected classes at Tri-County Technical 
College. Dissertation Abstracts International, 47, 
1595A. (University Microfilms No. ADG86-16637. 
8611) 

Terenzini, P. & Pascarella, E. (1977). Voluntary 
freshman attrition and patterns of social and 
academic integration in a university: A test of a 
conceptual model. Research in Higher Education, 6, 
25-43. -

Terenzini, P. & Pascarella, E. (1978). The relation of 
students' pre-college characteristics and freshman 
year experience to voluntary attrition. Research in 
Higher Education, 9^, 347-366. 

Texas Higher Education Coordinating Board. (1987, 
December). Rules and regulations of the Texas Higher 
Education Coordinating Board—Chapter 5, Subchapter 
J. Austin, TX: Texas Higher Education Coordinating 
Board. 

Thompson, P., Finkler, D, & Walker, S. (1979, April). 
Interrelationships among five cognitive style tests, 
student characteristics, and achievement. Paper 
presented at the annual meeting of the American 
Educational Research Association, San Fransisco. 
(ERIC Document Reproduction Service No. ED 174 678) 

Thorman, J. (1975). Continuing education for adults 
utilizing videotape as an instructional component. 
The Journal, 2, 21. 

239 



Thorman, J. & Amb, T. (1974). The video tape 
presentation versus the live presentation: Better, 
worse, or the same? The Journal, 1, 24. 

Tinto, V. (1975). Dropout from higher education: A 
theoretical synthesis of recent research. Review of 
Educational Research. ^4^(1), 89-125. 

Tinto, V. (1982). Limits of theory and practice in 
student attrition. Journal of Higher Education, 
22(6), 687-700. 

Tinto, V. (1987a). Leaving college: Rethinking the 
causes and cures of student attrition. Chicago: 
University of Chicago Press. 

Tinto, V. (1987b). The principles of effective 
retention. Paper presented at the fall conference of 
the Maryland College Personnel Association, Largo, 
MD. (ERIC Document Reproduction Service No. ED 301 
267) 

Tinto, V. (1988). Stages of student departure: 
Reflections on the longitudinal character of student 
leaving. Journal of Higher Education, 59(4), 
438-455. — 

Topper, M. D., Singleton, W. L., Attebury, A., 
Birdwell, D. B. & Schumann, D. (1975). Telecourses: 
The "open university" in Dallas. Dallas: Southern 
Methodist University. 

Trayer, M. E. (1989). Learning styles and attrition in 
foreign language. Dissertation Abstracts 
International, 50, 1552A. (University Microfilms No. 
ADG89-18565. 9000) 

Trickel, J. A. (1980). Two strategies for improving the 
retention rate of the high-risk students in an 
instructional television history course. 
Dissertation Abstracts International, 41, 2895A. 
(University Microfilms No. ADG80-29020. 9000) 

Tyler, F. B., and Others. (1982). Individual 
psychosocial competence and aging. Academic 
Psychosocial Bulletin, _4(3), 503-513. 

U.S. Bureau of the Census. (1990). Statistical abstract 
of the United States: 1990 (llOth ed.). Washington, 
DC: U.S. Government Printing Office. 

240 



U.S. Bureau of the Census. (1991). 1990 census of 
population and housing: Summary population and 
housing characteristics-Texas (CPH-1-45). 
Washington, DC: U.S. Government Printing Office. 

U.S. Department of Education, National Center for 
Education Statistics. (1991a). The condition of 
education, 1991, volume 2, postsecondary education. 
Washington, DC: U.S. Department of Education. 

U.S. Department of Education, Office of Educational 
Research and Improvement. (1991b). Digest of 
education statistics, 1990 (NCES 91-660). 
Washington, DC: U.S. Department of Education. 

Van Gennep, A. (1960). The rites of passage. (M. 
Vizedon & G. Caffee Trans.). Chicago: The University 
of Chicago Press. 

Vondrell, J. H. & Sweeney, J. M. (1989). Independent 
study: Using learning style assessment to predict 
student success. Journal of Continuing Higher 
Education, 22(1)' ^''^ -

Wagner, N. (1985). 1985 ITFS Evaluation Report. Tempe, 
AZ: Arizona State University. 

Wagner, N. & Craft, E. H. (1988). Instructional 
television fixed service in Arizona. American 
Journal of Distance Education, ̂ d^' 76-80. 

Waters, G. (1983). Learning from the open university: 
the limits of telecommunications. In L. Purdy (Ed.), 
Reaching New Students Through New Technologies (pp. 
260-266), Dubuque, lA: Kendall/Hunt. 

Weiner, B. (1974). Achievement motivation as 
conceptualized by an attribution theorist. In B. 
Weiner (Ed.), Achievement motivation and attribution 
theory (pp. 3-48), Morristown, NJ: General Learning 
Press. 

Weiner, B., Frieze, I., Kukla, A., Reed, L., Rest, S., 
& Rosenbaum, R. (1971). Perceiving the causes of 
success and failure. Morristown, NJ: General 
Learning Press. 

Weiss, F. P. (1989). Learning by elderly women. 
Dissertation Abstracts International, 50, 3450A. 
(University Microfilms No. ADG90-01046. 9005) 

241 



Wergin, J. F., Boland, D., & Haas, T. W. (1986). 
Televising graduate engineering courses: results of 
an instructional experiment. Engineering Education, 
22(2), 109-112. 

Whittington, N. (1986) . Instructional television: A 
research and status report. Austin, TX: Texas 
College and University System Coordinating Board. 
(ERIC Document Reproduction Service No. ED 27 6 422) 

Wiesner, P. (1983). Some observations on telecourse 
research and practice. Adult Education Quarterly, 
22(4), 215-221. 

Wiley, G. (1991, February). Telecommunications and the 
adult learner. Commissioned background paper for the 
Symposium on Telecommunications and the Adult 
Learner. Washington, DC: Instructional 
Telecommunicatiohs Consortium and the American 
Association of Community and Junior Colleges. 

Wilkerson, N. N. (1988, January). Relationships between 
preferred learning and clinical achievement of 
baccalaureate nursing students. Paper presented at 
the regional Conference on University Teaching, Las 
Cruces, NM. (ERIC Document Reproduction Service No. 
ED 280 347) 

Wilkinson, G. (1984). Excellence through educational 
technology: Some prior considerations. Syracuse, NY: 
ERIC Clearinghouse on Information Resources. (ERIC 
Document Reproduction Service No. ED 254 212) 

Willett, L. H. (1986). Educational impact of a 
telecourse instructional delivery system. Community 
College Review, l±i2) , 32-36. 

Williams, J. D. (1987). A comparison of profiles of 
success in two instructional methods. Dissertation 
Abstracts International, 48, 1992A. (University 
Microfilms No. ADG87-23802. 8802) 

Williams, V. (1980). REDEAL report no. 4: Research and 
evaluation of tutor skills program. Edmonton, 
Alberta: Athabasca University. 

Winant, R. M. (1990). Learning style preferences: The 
effect of learning styles of engineering faculty and 
students on video-based distant learning course 
achievement. Dissertation Abstracts International, 
51, 3304A. (University Microfilms No. ADG90-25224. 
9000) 

242 



Wong, P. T. & Sproule, C F. (1983). An attribution 
analysis of the locus of control construct and the 
Trent attribution profile. In H. M. Lefcourt (Ed.), 
Research with the locus of control construct--volume 
2—developments and social problems (pp. 309-357) . 
New York: Academic Press. 

Wood, D. B. (1990, March 19). Video options go to the 
head of the class. Christian Science Monitor, p. 13. 

Wood, D. N. & Wylie, D. G. (1977). Educational 
telecommunications. Belmont, CA: Wadsworth. 

Wright, D. (1985). Many college freshmen take remedial 
courses. Washington, DC: National Center for 
Education Statistics. 

Zemaitis, M. L. (1986). Learning styles, learning 
preferences, and registered nurse students in 
baccalaureate nursing programs. Dissertation 
Abstracts International, 47, 4304A. (University 
Microfilms No. ADG87-07568. 9000) 

Ziegler, L. L. (1985). The effect of cognitive and 
noncognitive variables on academic achievement of 
students attending a midwestern community college. 
Dissertation Abstracts International, 47, 768A. 
(University Microfilms No. ADG86-03502. 8609) 

Zigerell, J. J. (1984). Distance education: An 
information age approach to adult education. 
Columbus, OH: ERIC Clearinghouse on Adult, Career, 
and Vocational Education. (ERIC Document 
Reproduction Service No. ED 246 311) 

Zigerell, J. J. (1986) .. A guide to telecourses and 
their uses. Costa Mesa,CA: Coast Community College 
District. (ERIC Document Reproduction Service No. ED 
280 439) 

Zigerell, J. J., O'Rourke, J. S., & Pohrte, T. W. 
(1980) . Television in community and junior colleges: 
An overview and guidelines. Los Angeles: ERIC 
Clearinghouse for Junior Colleges. (ERIC Document 
Reproduction Service No. ED 206 32 9) 

243 



APPENDIX A 

COVER LETTER 

244 



Spring 1990 
Dear Telecourse Student, 

You are being asked to voluntarily participate in 
a doctoral study of telecourse students. The purpose 
of this study is to attempt to identify "high risk" 
telecourse students—those who are more likely to do 
poorly or fail to complete the telecourse. There are 
three questionnaires. It will only take a few minutes 
to complete each questionnaire. 

Questionnaire #1 provides some demographic data. 
Questionnaire #2 is Rotter's Locus of Control which 
determines how you view the world and the degree you 
believe you have some control over events in life. 
Questionnaire #3 is Kolb's Learning Style Inventory. 
This determines which type of four major learning 
styles you use. There are no right or wrong answers to 
the questions. They simply determine the type of 
learner you are. These last two questionnaires are 
being used to attempt to identify characteristics of 
"high risk" telecourse students. 

This information will be used to better counsel 
and advise students enrolling in telecourses. The 
results of this study will be the focus of my doctoral 
dissertation. Your participation will be greatly 
appreciated by me and could lead to improved counseling 
and advising of potential telecourse students. 

Participants in this study will only be identified 
by their social security number, to maintain their 
confidentiality. Those participating will have an 
opportunity to learn the results of the study and also 
have the added benefit of learning which type of 
learning style they seem to use. This can indicate 
one's strong and weak points as applied to learning. 
If you are interested in learning how you scored on 
these two instruments, that information will be made 
available to you if leave your name and mailing address 
with me before you leave this orientation session. If 
you have any additional questions, please contact me. 
My office is in Wilkerson Hall #234. My office phone 
is 335-6592. My office hours are: MWF-8:00-9 a.m. & 
11-12 noon; TTh-8-9:30 a.m.; and Tuesday evenings 6-7 
p .m. 

Thank you for your participation and time. 

Sincerely, 

Brian K. Dille 
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TELECOURSE STUDENT PRQFILE 

DATEi 

SOCIAL SECURITY NUMBER: 

TELECOURSE YOU ARE ENROLLED IN: 

SEX: MALE FEMALE 

A6E: 

ETWIC BACKGROUND: ANGLO BLACK HISPANIC THER ^SPECIFY). 

MARITAL STATUS: SINGLE MARRIED DI'v'ORCED 

APPROXIMATE ANNUAL 6R0SS INCOME (BEFORE TAXES): 

DO YOU RECEIV̂ E A GRfiin OR SCHOLARSHIP FOR YOUR C0LLE6E EDUCATION? YES 
NO 

APPROXIMATE NLWBER OF HOURS YOU WORK PER WEEK: 

NUMBER OF KIDS: NUMBER OF KIDS LIVIN6 AT HOME:. 

NUMBER OF C0LLE6E CREDIT HOURS YOU ARE CURRENTLY ENROLLED IN THIS SEMESTER:_ 

NUMBER OF C0LLE6E CREDIT HOURS YOU HAVE COMPLETED AT THIS POINTj 

REASON FOR TAKIN6 THIS COURSE AS A TELECOURSE RATHER T̂ *V̂  fii^ ON-CAMPUS CLASS 

J B 

ON-CAMPUS SECTIONS FULL 

FAMILY RESPONSIBILITIES 
LESS COMMUTING TIME (FOR OUT- F-T WNERS; 

ENJOYED PRE'v'IOUS TELECOURSE 

ONLY WAY I COULD TAKE AN ADDITIONAL 3 HOURS 

HEARD ABOUT TELECOURSES 6c SOUNDED INTERESTING. 

OTHER (EXPLttlN): 

IS THIS YOUR FIRST TELECOURSE? YES NO. 

UHfiiT TYPE OF STUDENT DO YOU CONSIDER YOURSELF? 
ABO'JE AiJERAGE AVERAGE BELOU) HIV^ERAGE_ 

UHf^T IS YOUR 6RADE POINT AVERA6E?. 

WHY ARE YOU TAKIN6 THIS COURSE? 
IT'S REQUIRED IT-'S AN ELECTIUE IT'S MY MAJOR IT'S MY MINOR. 

HOW IMPORT^:^ is IT TO YOU TO COMPLETE THIS COURSE? 
MERY IMPORTAr̂ rr SOMEWHAT IMP RTwriT N T i-'ERY IMPORTANT 
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APPENDIX D 

KOLB'S LEARNING STYLE INVENTORY* 

* copyright 1985, McBer and Company. This material may 
not be reproduced in any way, except with the written 
permission of McBer & Company, 137 Newbury Street, 
Boston, MA. 02116, (617) 437-7080. 
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Learníng-Style Inventory: Instructions 

The Leaming-Style Inventory descríbes the way you leam and how you deal with ideas and day-to-day situations in your life. 
Below are 12 sentences with a choice of four endings. Rank the endings for each sentence according to how well you think 
each one f'tts with how you would go about leaming something. Try to recall some recent situations where you had to leam 
something new, perhaps in your job. Then, using the spaces provided, rank a "4" for the sentence ending that describes how you 
leam best down to a " 1 " for the sentence ending that seems least like the way you would leam. Be sure to rank all the endings 
for each sentence unit Please do rtot make ties. 

0 When I leom: 

hoppv 
. I ain 
fasL 

. I am 
locical caieful. 

1 Whcn I lewn . í like to de«l with my . I llke tD wetch and laten I like lo thmk afaout deos I lifce to be domi I h n r 

. lM lVonla#ca l t tã * i« . 

i- .u. 

i When I am leamwg , I ha«« ftrenc teelwn 
and icactnns 

. I am quiet and leMrved . I tend to reason thai|} 
out. 

r' 
4.HaÊimbr 

S When I leam 

r 
%. W^m 1 am loamn^ 

.1 am open to new 
apenences. 

. I an an oMulMn ponon. 

. I lodi at all Mies a< osues I like to anatyze Ihénts. 
brcak Iheni down eiio 

I am an otaMnílnt panen. _ _ I am a toalcal penon. 

.1 Ike tonv Iheip out 

» - « > ~ ~ - . ' . . i V 

7 I leam beM hom: 

I & W h a n l l M m 

i • • • ^ - _ . 

9. I iMfn bøt wnCft 

: 
[ i a Wltanlam 

L- ^^^ 
11 When lleam 

.penenal lelaiiarahips 

. I idv on mv teelwes 

.1 aman 

.1 fH •wah«d 

. l u t e m v t 

. falional theones. 

. I Ifce Idaps and Aaortaft. 

.achance toiní out and 

. I Mw ID Me •tadtt Kom mv 

. I lely on mv oteemadore 

. l a m a 

. t like 10 otoservc 

. I can trylhintsoul tor 

I evaluaie lhm(s 

.1 ama 

I Uie 10 be aciwe 

12. I . I am Moapiwe and lamcaMU. . I am praciical. 
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