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ABSTRACT 

Relationships Between Motivational Orientations and 

Participants' Perceptions of an Electronic 

Distance Education Learning Environment 

by 

Charles Wynn Wilkes, Doctor of Education 

Major Professor: 
Department: 

Utah State University, 1989 

Dr. Byron R. Burnham 
Instructional Technology 

The purpose of this study was to investigate the 

viii 

relationships between students' motivational orientations 

and their perceptions of an electronic distance education 

(EDE) environment. Subjects were 156 participants (81 

women, 75 men; 83 undergraduates, 73 graduate students) 

enrolled in Utah State University's electronic distance 

education system, Com-Net. 

A comparison group was also utilized, that consisted of 

85 participants (64 females, 21 males; 34 undergraduates, 

51 graduates) from rural Utah enrolled in Vtah State 

University extension programs. These students were from 

seven classes which were taught by the traditional method 

with an instructor physically present. 



Correlation coefficients were computed to test the 

hypotheses of this study. The independent variables 

(motivational orientations), as measured by Boshier's 

Education Participation Scale, were correlated with the 

dependent variables (satisfaction, material environment, 

involvement, and extension) as measured by the Learning 

Environment Inventory and the College and University 

Classroom Environment Inventory. One-way analyses of 

variance were computed to explore possible relationships 

with i ndependent variables not included in the original 

hypotheses. Multiple regression analysis was used with 

satisfaction as the independent variable to look for 

possible explanations of student satisfaction. 

ix 

The participants in this study differ signific antly 

from the norms in their motivational orientations in the 

areas o f professional advancement and cognitive interest. 

Although the null hypotheses were rejected the relationships 

were weak, and there appears to be little practical 

relationship between motivational orientations and 

participants' satisfaction. 

These results suggest that participant satisfaction is 

largely independent of initial motives that impel 

individuals to participate. Motivational orientations' 

minimal impact on participant satisfac tion suggest that the 

sources of variation in satisfaction lie elsewhere. There 

may be other internal variables that affect satisfaction, 



but more probably there are external variables that greatly 

influence satisfaction. 

X 

(188 pages) 



CHAPTER I 

STATEMENT OF THE PROBLEM 

The Problem and Its Setting 

In an increasingly complex world, continued change is 

inevitable. In no area is this phenomenon more pronounced 

than with the current information explosion (Branscomb, 

1979; Toffler, 1970, 1980). Darkenwald and Merriam (1982) 

note that in many of our more technical fields, it is 

estimated that the "half-life" of information is less than 

five years. Not only does our information continue to grow 

exponentially, but the structure of the information and 

accompanying technology is becoming ever more complex and 

specialized. 

As the volume of information increases and the nature 

of our knowledge changes, society as we know it is 

undergoing restructuring (Boshier, 1985; Boulding, 1964; 

Whitehead, 1931). The transformation from a capital­

oriented industrial society to an information-oriented 

society has forced many people to seek retraining or 

further education (Bell, 1980; Lindsay, Morrison, & Kelly, 

1974). Not only are women entering the labor force at all 

levels and in record numbers, but like men many of them are 

changing major occupational areas several times throughout 

their careers (U.S. Bureau of Census, 1980). A Department 

of Labor study estimates that a 20-year-old man will make 

six to seven job changes in the course of his working life 
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(Wirtz, 1975). The need and desire for additional 

education and retraining are making "lifelong learning" one 

of the constants we can count on in a society bombarded by 

technological and social change (Naisbitt, 1982). 

Societal change, brought on by the information age, has 

increased the need for lifelong learning. There are 

different reasons or "motivational orientations" that impel 

people to engage in learning activities. Many individuals 

are reentering the educational process for retraining and 

new skill acquisition, while others are attracted by a 

desire to explore new ideas and offerings produced by the 

information explosion. Still others long for the social 

contact and milieu often found within the educational 

environment (Houle, 1961). 

This expanded demand for lifelong learning is creating 

the need for non-traditional educational delivery systems 

(Johnston, 1987). Many individuals desiring further 

education are located in remote areas where they do not 

have access to university campuses or continuing education 

programs. Many of these individuals in outlying areas are 

in a precarious position because they are affected by 

societal changes and are often in a position to do little 

about it (Benson & Hirschen, 1987; Cropley, 1963). 

Several institutions, in an attempt to meet the growing 

needs of remote potential clientele, have turned to 

Electronic Distance Education (EDE) (Calvert, 1986; 
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Hudspeth & Brey, 1986; Seamons, 1987a). Through the use 

of new technology, many individuals can now pursue 

educational opportunities while remaining in their local 

area. Some people feel that distance education will be the 

primary method of university education in the future 

(Calvert, 1986). Even though these programs appear 

successful, due to an increasing number of programs and 

enrollments, many questions still remain to be answered. 

In EDE, students find a learning environment different 

from previous classroom environments. By definition the 

teacher is not physically present in the classroom, and 

instruction is presented via some form of electronic media 

with class members scattered over hundreds or thousands of 

miles. In the process of developing new educational 

methods, new educational environments have also been 

created to help meet the needs of lifelong learners (Moore, 

1987). 

As these new environments are created, they are 

accompanied by the need for accurate understanding of what 

is transpiring at the teaching-learning level (Moos, 1979; 

1988). For example, certain students may have a more 

difficult time than others adjusting to the EDE learning 

environment. It may be more difficult for some to feel as 

involved with the instructor and the class when they are 

separated by many miles and connected by telephone lines. 



Some of the c ommon measurements of educational success 

(grades and students completing courses) are not the only 

indic ators of success in an EDE environment. Students may 

be obtaining satisfactory grades in their EDE courses, but 

are they having positive educational experiences in the 

process? Satisfactory grades may be due to some internal 

motivational factor that forces students into this new 

educational environment. Some researchers feel t hat 

motivated students learn from any medium, and in many 

instanc es students learn not from the medium or system 

used, but in spite of it (Coldeway, 1986; Schramm, 1973). 

4 

In examining the current EDE landscape, it is easy to 

become lost and confused by all the electronic jargon and 

new innovations. One must be continually reminded that the 

heart of EDE is not the hardware or software of the system 

but the internal change occurring in the individual learner 

(Burnham & Seamons, 1987). Many new electronic 

methods and specialized techniques may be created and 

presented, but it must be assumed that learning is a 

process that can take place only within the individual 

learner (Verner, 1962; Travers, 1982). 

In addressing the issue of how new learning 

environments affect learning, one must not overlook the 

learner. In EDE, learning may be facilitated with the 

right combination of software, hardware, and mindware 

(Johnston, 1987; Salomon, 1983, 1985). "Mindware" is a 



term coined by Salomon (1983) and refers to the mindset a 

learner brings to the instructional situation. Regardless 

of the environment, the learner is the vital part of any 

educational endeavor. 

Inasmuch as highly motivated learners may endure any 

educational environment or process to achieve a passing 

grade, more than grades need to be examined to evaluate 

educational experiences of individual students. How 

satisfied is the individual learner with his or her 

educational experience with an EDE system? How does the 

learner's motivation correlate with the learner's 

perceptions and satisfaction with the educational 

environment? Is the EDE learning environment more 

attractive to learners from a particular motivational 

orientation? These questions demand exploration in an 

attempt to examine learning experiences individuals are 

having over EDE systems. 

Statement of the Problem 

5 

Certain researchers see distance education as another 

component of main-stream education. These researchers 

regard distance education as a vehicle for distribution of 

education. Other investigators treat distance education as 

a type of education in its own right that·can only be 

described and analyzed to a limited degree using 

traditional educational terms. This second group proposes 
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that many of the already answered questions concerning 

education need to be reexamined and reevaluated in light of 

distance education (Holmberg, 1987; Peters, 1983; Smith & 

Kelly, 1987). Only by asking and answering these questions 

can researchers know which group is correct. 

As the number of EDE programs increase and more 

individuals take advantage of the educational opportunities 

they provide, significant areas that need to be carefully 

examined are student demography and motivation (Calvert, 

1986; Coldeway, 1986; Holmberg, 1987). Although there 

has been some research dealing with hardware and software 

with EDE systems, we still know very little about the 

students and the perceptions they bring to an EDE 

environment. Without a better understanding of who is 

participating in EDE programs educators are limited in how 

they can effectively help the learners. 

With better insight and understanding as to who is 

taking EDE classes, what their motivational orientations 

are, and how they are feeling about their educational 

experiences, better offerings may be developed. 

Instructional designers, program planners, EDE 

administrators, and instructors could benefit from better 

understanding their clientele. Students involved in EDE 

environments will also be better equipped'to deal with the 

uniqueness of the environment by research concerning 

learners who are having positive experiences. By better 



understanding the participants in any educational process, 

improved education may be achieved (Boshier, 1985; 

Holmberg, 1987). 

Statement of Purpose 

This study examined students participating in EDE. 

Utah State University (USU) began EDE Fall Quarter of 1984 

7 

by offering 12 courses for 35 credits hours with an 

enrollment of 284. It has grown to 30 courses involving 98 

credit hours and 1188 enrollments in Fall Quarter 1988. At 

present there are 17 outreach centers throughout Utah and 

southwestern Wyoming with three additional centers at the 

Utah State Penitentiary (see Appendix B). The hub of 

operations lies at Utah State University in Logan, Utah, 

from where the classes are distributed to the different 

outreach sites. 

To gain a better understanding of the participants 

involved with EDE, demographic and learner motivational 

data were gathered and examined. Information was also 

gathered dealing with the participants' perceptions of the 

learning environments existing in EDE. It was the purpose 

of this study to first analyze the demographic and 

motivational data to see how learners' motivational 

orientations compare to adult learners involved in more 

traditional adult education learning opportunities. 

Secondly, learners' perceptions of the learning environment 



were compared to their motivational orientations to see if 

there is any difference in how individuals with different 

motivational orientations are perceiving their EDE 
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experiences. Finally, multiple regression analysis was run 

using student satisfaction as the dependent variable and 

demographic data and motivational orientations as the 

independent variables to determine what influence these 

factors had on students' satisfaction. 

Other learner data that were collected and examined 

were current course of study, current college program, 

number of Com-Net courses experienced, site location, and 

how many face-to-face extension classes had been taken 

during the past three years. These data were correlated 

along with the demographic data in examining motivational 

orientations and student satisfaction in an attempt to 

better understand EDE students. 

In an attempt to determine if any findings were unique 

to an EDE system, a comparison group was selected. Each 

quarter Utah State University offers a wide assortment of 

extension classes throughout the state. A group of 

students from classes in rural areas that was taught with 

instructors physically present was selected. The 

information gathered from the EDE students was also 

gathered from the comparison group. Similar analyses were 

run on the face-to-face groups. Upon completion, the two 

groups (EDE and face-to-face) were compared to see if there 

were any differences. 
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Statement of Justification 

Although there has been considerable research 

examining adult participants' motivational orientations in 

face-to-face education settings, no studies have been found 

where these factors have been examined with adults in 

distance education. There is some evidence that EDE 

students may differ in their motivational orientations from 

typical adult learners involved in other adult educational 

activities (Boshier, 1982a; 

1987c). 

Johnson, 1989; Seamons, 

If students differ in their motivations for EDE 

participation as opposed to traditional adult learning 

activities, such differences may influence designing and 

implementing distance education programs and courses 

(Boshier, 1985). If such is not the case, then this may 

give further evidence that EDE is a viable education system 

for adult learners without unique program design and 

implementation. Regardless of the determination, the 

findings will prove to be helpful in future planning for 

EDE program direction. 

Hypotheses 

In examining relationships between motivational 

orientations and participants' perceptions of the learning 

environment, the following hypotheses were tested. In 
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addition, multipl e regression analyses were run using 

participant satisfaction as the dependent variable and 

student demographic, student motjvational orientation, and 

course data as the indepP.ndent variables to develop an EDE 

student profile. 

1. Adult learners who are involved in Utah State 

University's Com-Net system will not differ in their 

motivational orientation scores, as measured by 

Boshier' s (1982b) Education Participation Scale 

(E.P.S.), from adult learners in more traditional face­

to-face educational settings. 

2. There will be no significant correlation among Com-Net 

students' perceived satisfaction as measured by the 

College and University Classroom Environment Inventory 

(CUCEI) and their motivational orientations as measured 

by the E.P.S. 

3. There will be no significant correlation among Com­

Net students' perceptions of the material 

environment as measured by the Learning Environment 

Inventory (LEI) and their motivational orientations 

as measured by the E.P.S. 
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4. There will be no significant correlation among Com-Net 

students' perceptions of involvement as measured by the 

CUCEI and their moti vational orientations as measured 

by the E.P.S. 

5. There will be no significant correlation among Com­

Net students' perceptions of their extension 

experience and their motivational orientations as 

measured by the E.P.S. 

After the five hypotheses had been tested on the EDE 

group, hypotheses two through five were tested on the face­

to-face comparison group. Following this the results of 

the two groups were compared to see if there were any 

significant differences between the EDE students and the 

face-to-face comparison group students. 

Definition of Terms 

The following terms are important to this study and 

will be used as defined: 

Adult learner is an individual whose major social role 

is characteristic of adult status who is involved in some 

systematic and sustained learning activities for the 

purpose of bringing about changes in knowledge, attitudes, 

or skills (Darkenwald & Merriam, 1982). 



Com-Net Service is Utah State University's EDE course 

fac ilitation service. Com-Net uses a variety of electronic 

communication devic es networked into distinct systems 

(Seamons, 1987a). 

CUCEI is the abbreviation referring to the College and 

Uni versity Classroom Environment Inventory developed by 

Fraser (1985) to be used at the tertiary level. It is an 

attempt to measure distinct dimensions of the classroom 

psyc ho-soc ial environment. This inventory consists of five 

subsc ales of whi c h two , satisfact i on and involvement, were 

utilized i n t his study (Fraser, 1985) . 

Devic e is a mechanical instrument or an environmental 

factor that enhances the effectiveness and utility of 

techniques but cannot independently operate as a tec hnique 

for the acquisition of knowledge (Verner, 1962, p.10). 

Examples include writing boards, overhead projectors, 

pi c tures, slides, films, video tapes, and computers (Co~an, 

1984; Romiszowski, 1981). 

Distance education is a teaching-learning transaction 

wherein the person, persons, or institutions providing 

instruction are separate either in place, time, or both 

from the learner (Moore, 1987). 

Electronic Distance Education (EDE) refers to the 

delivery of instruction and feedback via electronic devices 

to learners in locations away from the instructor . This 
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definition and term was first coined by Seamons (1987b) to 

describe this subset of distance education. 

Education Participation Scale (E.P.S.) is an instrument 

designed to measure the motivational orientations or the 

reasons why an individual is participating in an 

educational activity . The instrument is divided into six 

scales, each measuring a unique motivational orientation. 

The six scales are social contact, social stimulation, 

professional advancement, community service, external 

expec tations, and cognitive interest. Each scale is an 

attempt to identify and measure an independent reason an 

individual has chosen to participate in an educational 

activity (Boshier, 1985; Boshier & Collins, 1985). 

Face-to-face (FTF) refers to an extension class taught 

away from the university but with an instructor physically 

present. 

Involvement refers to the extent to which students 

participate actively and attentively in class discussions 

and activities. This is measured by a subscale on the CUCEI 

(Fraser, 1985). 

Learning environment deals with student and teacher 

perceptions of important social and psychological aspects 

of the teaching-learning setting. Several instruments have 

been developed to measure learning environments. These 

instruments attempt to measure concepts identified as good 

predictors of learning. In this study the material 



environment scale of the Learning Environment Inventory 

(LEI) will be used along with the satisfaction and 
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involvement scales from the CUCEI. These will be employed 

to determine the learners' perceptions of their 

environments (Walberg & Haertel, 1980). 

Lifelong learning is the concept that education is a 

process that continues in one form or another throughout 

life and that its purposes must be adapted to meet the 

changing needs of individuals at different stages of their 

lives (Darkenwald & Merriam, 1982). 

Material environment refers to extent to which the 

physical environment is conducive to learning. It is 

measured by a subscale on the LEI (Fraser, 1985; Walberg & 

Haertel, 1980). 

Method is the relationship established by an 

institution with a potential body of participants for the 

purpose of systematically diffusing knowledge among a 

prescribed but not necessarily fully identified public 

(Verner, 1962, p.9). 

Motivational orientations are an attempt to" ... discern 

order or structure in the enormous variety of reasons that 

adults give for participating in education" (Darkenwald & 

Merriam, 1982, p. 133). For the purpose of this study, the 

motivational orientations of the participants were measured 

by the use of Boshier's (1982b) Education Participation 

Scale (E.P.S. ). 
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Student satisfaction is the extent to which individuals 

enjoy and find fulfillment in their educational experience. 

It is also a measure of how students' experiences measure 

up to their expectations. For the purpose of this study, 

the satisfaction scale from the CUCEI were used (Fraser, 

1985: Walberg & Haertel, 1980). 

Technique is defined as the relationship between 

learners and learning material established by the 

instructional agent to facilitate learning among a 

particular and precisely defined body of participants in a 

specific situation (Verner, 1962, p.9) . Techniques are the 

identifiable procedures used by the instructor to achieve 

specific educational objectives. 

Summary 

Societal change, brought on by the information age, has 

increased the need for lifelong learning. This expanded 

demand for lifelong learning is creating the need for non­

traditional educational delivery systems (Johnston, 1987). 

EDE is an attempt to meet this growing need. 

As EDE systems develop, they in turn create new 

learning environments. These new learning environments are 

accompanied by the need for accurate understanding of what 

is transpiring at the teaching-learning level (Moos, 1979; 

1988). 
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This study examined the motivational orientations of a 

group of EDE students. The students' perceptions of an EDE 

environment were also examined to see if there was any 

relationship between their learning environmental 

perceptions and their motivations. 



CHAPTER II 

REVIEW L~: THE LITERATURE 

Introduction 

The purpose of this study was to explore the 

relationships between students ' motivational orientations 

and their perceptions of an Electronic Distance Education 

17 

(EDE) learning environment. As increasing numbers of adult 

learners are attracted to EDE settings, questions are 

raised concerning the unique c haracteristics of these new 

learning environments (Moos, 1988). What motivates adult 

learners to participate in EDE offerings and how they 

perceive these new learning environments are two such 

questions. 

The review of the literature examines the available 

conceptual and research background pertaining to the 

variables in this study. As the s tudy deals with adult 

learners, the area of adult education is first examined. 

Next the area of motivational orientation research is 

explored. This is followed by an examination of learning 

environments as a means of measuring students' perceptions 

of their educational experiences. The review of the 

literature concludes with a review of distance education to 

establish the context of EDE. 
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Adult Education 

This study deals with a population of adult learners. 

Darkenwald and Merriam (1982) define an adult learner as an 

individual whose predominant social role is characteristic 

of adult status and who is involved in some organized and 

sustained learning activities for the purpose of bringing 

about c hanges in knowl edge, attitudes, or skills. 

One of adult education's recognized concerns is to help 

individual adults learn, grow, and improve their abilities 

so they c an live a richer and more productive lives. The 

beginnings of adult education have their origins among 

primitive peoples, as certain customs and knowledge were 

passed from one generation to the next (Hallenbeck, 1964). 

Modern society has created an environment that has far­

reaching implications for adult education (Boshier, 1985; 

Boulding, 1964; Darkenwald & Merriam, 1982; Hallenbeck, 

1964; Naisbitt, 1982). With the constant stream of new 

information, which brings rapid change, our adult 

population requires more education and training than ever 

before. 

Verner (1962), in discussing adult education was 

careful to distinguish between information dissemination 

and learning. The main objective of information 

dissemination is to disperse knowledge. In so doing 

learning may or may not occur. When information is 

received by individuals with differing backgrounds and in 
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differing environments, it can not be assumed that what was 

interpreted by the receiver is what was intended by the 

sender. Without active feedback education can not be 

assured (Travers, 1982). 

In describing a conceptual scheme for the 

identification and classification of processes for adult 

education, Verner (1962) described the methods, the 

techniques, and the devices of education. He defined 

method as ''the relationship established by the institution 

with a potential body of participants for the purpose of 

systematically diffusing knowledge among a prescribed but 

not necessarily fully identified public" (p.9). These 

methods range from unsupervis~d correspondence courses to 

traditional face-to -face classes. 

Verner (1962) defined technique as the "relationship 

established by the institutional agent (adult educator) to 

facilitate learning among a particular and precisely 

defined body of participants in a specific situation" 

(p.9). Techniques are the processes or instructional 

activities that educators direct to augment learning or 

behavioral changes. The implementation of technique within 

the education method is where and how the learning 

transaction takes place. 

To help fac ilitate learning, numerous-mechanical 

instruments or environmental factors may be utilized . 

Verner (1962) referred to these instruments and factors as 
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devices. Again, these devices can not in and of themselves 

teach but they can enhance the effectiveness and utility of 

a technique. 

Although Verner's scheme was well thought out, he could 

not have foreseen the communication technologies that exist 

today. Burnham and Seamons (1987), in attempting to update 

Verner's scheme, suggest that devices, especially 

electronic devices and systems, can not only affect methods 

but even create new methods. They propose that 

consideration of environmental devices, the needs of 

individuals, and the needs of the institutions can help 

determine method and techniques. These devices need to be 

weighed in the overall conceptual scheme of the processes 

for adult education. EDE is an example of using 

environmental devices to create methods and techniques and 

opening doors to many more of the heretofore "not 

necessarily fully identified public" (Verner, 1962, p.9). 

Motivational Orientations 

This study used as independent variables the 

motivational orientations of adult learners participating 

in EDE. A review of the development of motivational 

orientation research is presented to help establish the 

conceptual foundation for the current research. 

Central to the study of adult education is the desire 

to understand what motivates adults to participate in 



educational opportunities. According to Houle (1979), 

adult learners' moti vations have been pondered and 

discussed more than any other topic dealing with the 

education of adults. Inasmuch as many adult learners are 
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consumers of education, motivational research in adult 

education may be likened to market research in the business 

sector (Boshier & Collins, 1985; Darkenwald & Merriam, 

1982). There is a long-standing emphasis that programs 

should be harmonious with adult needs and motives. This 

was stated as early as 1903 with the founding of the 

English Workers' Educational Assoc iation and has been 

reiterated many times since (Boshier and Collins, 1985; 

Lindeman, 1926; Tough, 1971). 

Early attempts to understand adult motivation came from 

the discipline of psyc hotherapy. Freud and his followers 

found the drive for individuals' actions in deep inner 

drives and urges . The behaviori s ts found motivation in 

external, environmental forces (Knowles, 1978). Both 

schools of thought saw humankind basically as another type 

of animal. 

Maslow (1970), with the publication of Motivation and 

Personality, assaulted prevailing psychological theories 

and began what many refer to as third-force psychology. 

Third-force psychologists, such as Maslow · (1970) and Rogers 

(1969), were concerned with the study and development of 

the total human being. They felt that when a person feels 



safe enough to dare, he or she will be motivated to reach 

out to his environment and learn. 
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Although motivations were recognized as important, very 

little was done to try to develop any theoretical base 

dealing with educational motives. The prevailing 

psychological schools of thought, though concerned about 

motivation in general, did little in regards to adult 

educational motives. 

With the development of the Adult Education movement, 

educators began to concern themselves with the motivations 

that impel people to participate in educational programs 

(Boshier & Collins, 1983). Lindeman (1926) indicated that 

adults are motivated to learn as they experience needs and 

interests that learning will satisfy. He felt that these 

needs and interests were the appropriate starting points 

for organizing adult learning activities. 

Early attempts by educators to better understand 

learners' motivation consisted of idiosyncratic lists of 

motives presumed to apply to their participants. Williams 

and Heath (1936) developed several lists of motives and 

administered them to groups of participants. The ir 

findings are difficult to compare because their lists were 

especially constructed for each group. Without 

standardized instruments, not to mention rel iability or 

validity data, findings are of limited generalizability. 



For many years researchers attempted to describe and 

define participants' motives without using any coherent 

theoretical formulation. Houle (1961) tried to establish 
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some order to this uncertain phenomenon by formulating a 

typology that explained the orientat ions of adult education 

participants. 

Houle (1961) designed a study to discover why adults 

engage in continuing education. On the basis of extensive 

interviews with twenty-two individuals, he concluded that 

individuals can be classified into three types. Houle 

stated, "As I pondered the cases, considering each one as a 

whole, it gradually became clear (after many an earlier 

analysis had led nowhere) that within the group there were 

in essence three subgroups" ( p. 15). 

The first group of individuals that Houle described was 

goal oriented learners. These people use education as a 

means of accomplishing fairly clear-cut objectives. As a 

need or an interest appears, they take a course, read a 

book, or find some other way to satisfy their desire. 

confidently accept adult education as a way to solve 

problems or to pursue particular interests. 

They 

The second group, the activity oriented, participates 

in learning primarily for reasons unrelated to the purposes 

of the educational activities. They enjoy the social 

contact and the escape from eve ryday activities that is 

often associated with educational environments. Houle 
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suggested that these individuals, when asked directly about 

their motives, would prefer to give reasons that would 

place them in one of the other two categories. They are 

often reticent about their true reasons for being involved. 

The learning oriented or third group, seeks knowledge 

for its own sake. These individuals are usually avid 

readers who are trying to learn at every opportunity. 

see their own lives as one big learning adventure. 

Education to them is a constant rather than a periodic 

activity. 

Houle said that these three types were not totally 

independent of each other. Though each had a distinct 

well-defined core, there was some interrelatedness. 

Pictorially, they could be depicted as three circles 

slightly overlapping at the edges. 

They 

Houle opened the door to a whole new line of study as 

researchers began to empirically test his propositions 

(Boshier, 1971, 1976, 1977, 1985; Burgess, 1971; Dow, 

1965; Sheffield, 1964; Sovie, 1973). Attempts to test 

this tripartite typology and its empirical foundations were 

cited significantly more often by authors published in 

Adult Education (U.S.A.) between 1968 and 1977 than any 

other topic in the adult education literature (Boshier and 

Pickard, 1979). 

Most of the researchers involved in investigating 

Houle's typology have used some method of factor analysis. 



They began by developing a list of items derived from 

Houle's and others' work that indicated reasons for 

involvement in an educational setting. A Likert scoring 

scale was then attached to each item ranging from "no 

influence" to "much influence". There have been 
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instruments with as few as four gradations and others with 

up to nine for each reason. Individuals who take the 

instrument read each item and then indicate how much 

influence that particular item has on their being involved 

in the learning activity in question. 

Factor analysis is performed to determine the 

correlations among the items. Items with high 

intercorrelations are grouped together into factors. 

Further sophisticated statistical analysis is then 

performed to attempt to reduce the number of factors even 

further. 

In examining the different studies, it is critical to 

remember that factor analysis merely structures a 

correlation matrix. Factor analysis output is a function 

of input. It has nothing to do with the quality of 

variables used as data input. For example, many people, 

including Houle (Boshier, 1976), were impressed when 

Burgess (1971) discovered a "religious factor" in his 

investigation of 1,046 subjects in the metropolitan area of 

St. Louis, Missouri. Further investigation showed that 

Burgess included in his instrument several items dealing 
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with religious reasons for being involved. That there was 

a high correlation among the religious items is not 

surprising, but this does not of itself have any meaning. 

Similarly it is not surprising that all the instruments 

have turned up findings similar to Houle's typology. 

Inasmuch as they are based on his assumptions, the findings 

naturally reflect the origins of the instruments. 

In attempting to validate Houle's typology, researchers 

came up with mixed results. Sheffield (1964), using an 

instrument based on Houle's typology, claimed to have 

extracted five factors, which he called orientations. His 

sample consisted of 453 adult education participants in 20 

continuing education conferences held at 8 universities in 

the United States. 

Sovie (1973), in studying continuing education patterns 

of nurses, produced eight patterns of what she called 

"learning orientations." Flaherty (as quoted in Boshier, 

1976) claimed to have extracted twelve factors in his study 

of adult extension students. Both Sovie and Flaherty claim 

that their findings fall into Houle's three major 

categories. 

Dow (1965) attempted to replicate Houle's study with 24 

adult education participants in San Francisco. No 

empirical analysis was attempted, but she-subjectively 

assessed the motives given by her respondents. Dow 

concluded that the reasons for participation were much more 



complex than Houle had conceived, especially when dealing 

with Houle's activity orientation. 
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Boshier (1971), working with attendance and dropout 

research in New Zealand, began development of a 

motivational orientation scale based on the work of Houle 

and the previous work of Sheffield. Boshier initiated his 

research by examining data from 233 adult educational 

participants selected at random from a variety of programs 

sponsored by three institutions in New Zealand. Boshier 

uncovered 14 first-order factors or motivational 

orientations, 7 second-order factors, and 4 third-order 

factors. Boshier (1971) claimed that, "The "boiling down" 

of the 14 first-order factors has revealed a structure not 

unlike the three-factor Houle typology" (p.19). 

Almost every researcher has produced more than three 

factors. Even so there has been an inexplicable hesitation 

to say that Houle's typology was an oversimplified 

representation of people's motivational orientations. This 

led Darkenwald and Merriam (1982) to report that, "It is 

difficult to judge whether or not the studies based on 

factor analysis support Houle's original typology" (p. 

135). The debate seemed to rest as researchers continued 

to use different motivational instruments to help them 

collect data, while the conceptual foundation of Houle's 

typology was neither challenged nor confirmed . 



In 1985, Boshier and Collins helped answer the debate 

by completing a meta-analysis to test the veracity of 

Houle's typology. They obtained first-hand data from 

researchers who had worked with motivational orientations 

using Boshier's Education Participation Scale (E.P.S. ). 

28 

The data were from 13,442 learners in Africa, Asia, New 

Zealand, Canada, and the United States. These data were 

combined and subjected to a cluster analysis designed to 

examine the extent to which Houle's typology fit the 

phenomenalogical reality that exists within adult education 

participants. 

After extensive examination and statistical analysis of 

the data, Boshier and Collins (1985) concluded that Houle's 

goal and learning orientations were reasonably clear as 

Houle had des c ribed them, but that the activity orientation 

was much more complex than he had envisaged. They see the 

activity orientation as a forced aggregate of Boshier's 

Social Stimulation, Social Contact, External Expectations, 

and Community Service items. 

Boshier's E.P.S. is an instrument designed to measure 

the motivational orientations or reasons why individuals 

participate in educational activities. The instrument is 

divided into six scales, each measuring a unique 

motivational orientation. The six scales·are : 



1. Social contact: these individuals want to make and 

consolidate friendships, to be accepted by others, 

and to improve t heir social position. 

2. Social stimulation: participants enrolled f or this 

factor want to get relief from boredom or the 

frustrations of day-to-day living. 

3. Professional advancement: these individuals are 

primarily job or i ented. They are seeking 

professional advancement, higher job status, and/or 

knowledge that will help in other courses. 

4. Community service: participants enrolled for this 

factor want to become better citizens and improve 

their ability to participate in community work. 

5. External expectations: these individuals are 

complying with the instructions of someone else. 

They are enrolled on the recommendation or mandate 

of someone else . 

6 . Cognitive interest: participants enrolled for this 

factor enjoy learning for its own sake. They want 

to satisfy an enquiring mind . 
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Each scale is an attempt to identify and measure an 

independent reason an individual has chosen to participate 

in an educational activity (Boshier, 1985; 

Collins, 1985). 

Boshier & 

In summarizing the results of using the E.P.S., Boshier 

and Collins (1985) claimed that the broad outlines of 
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Houle's typology were visible in the results, but that this 

reality is more complicated than Houle envisioned over 

twenty years ago. They go on to say that those who need to 

couch their results in Houle's frame of reference may 

continue to do so but that studies using E.P.S. scale 

scores will yield more satisfying and significant results. 

Boshier and Collins (1985) have helped to complete a 

circle that was begun more than twenty-five years ago. 

Until their study, most motivational researchers have used 

the E.P.S. and other similar instruments to examine 

antecedents of motives for participation. Boshier and 

Collins (1985) called for more studies to investigate the 

impact of initial orientations on the behavior and learning 

of adult education participants in a variety of settings, 

thus treating motivational orientations as independent 

rather than dependent variables. 

One such study was conducted by Potvin (1980), as he 

examined benefits associated with some orientation scores 

in three different adult education settings: university 

credit, university non-credit, and business or industry. 

He concluded that there were significant differences in 

reasons for enrolling and in perceived benefits in the 

three settings. One of Potvin's findings was that 

individuals who were enrolled in university non-credit 

settings scored significantly higher on Potvin's "enjoyment 



of learning" factor than individuals from business or 

industrial settings. 
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Problems with the Potvin study are that he created all 

his own measures, and there were no reliability and 

validity data reported on the instruments, making it 

difficult to interpret his findings . Also the fact that 

his instrument was developed from segments of three other 

instruments raise questions of validity in his results. 

Clarke and Boshier (1981) studied the relationships 

between motivational orientations and participant 

satisfaction with instructional environments. In examining 

222 participants enrolled in British Columbia adult 

education programs, they concluded that participant 

satisfaction is largely independent of initial motives that 

propel people to participate. They also suggested that 

good instruction is simply good instruction and that adult 

c haracteristics have little to do with it. 

It appears that motivation orientation research has 

come of age (Boshier & Collins, 1985). Instead of 

continuing the debate over whether Houle's typology fits 

into a conceptual framework, Boshier has corroborated it. 

Today's society is much more complex than the societies of 

twenty-five years ago (Bell, 1980; Boulding, 1964; 

Naisbitt, 1982; Toffler, 1970, 1980). This may explain why 

current research indicates greater complexity in adult 

education participation than that advanced three decades 
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ago. Using Boshier's E.P.S., which has undergone years of 

testing and refinement, results in standardized data for 

comparable results in comparative studies. Studies 

examining the relationship of orientation scores with such 

variables as participants' perceived satisfaction and other 

perceptions of the learning climate in different 

educational environments are now possible with a high 

degree of validity and reliability. 

Learning Environments 

In an attempt to understand the satisfaction of 

individual l earners with their educational experiences and 

other environmental perceptions, the area of learning 

environments was examined. In this study, the dependent 

variables are the perceived environmental factors of 

satisfaction, material environment, involvement, and 

extension. The concept of measuring student's perceptio.ns 

of their learning environments in education comes from 

learning environment research. 

A classroom is a complicated, energetic social system. 

As formal and informal norms and rules influence 

individuals' interactions with the material environment and 

setting, a social-psychological climate is created. This 

perspective assumes that each environment.has unique 

qualities. The created climate wields a dynamic influence 

on students' cognitive and affective performance. As each 
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environment is unique in its own way, newly created 

learning environments should be examined to better 

understand how they are perceived by participants (Haertel 

& Walberg, 1988; Moos, 1988). 

Social psychologists were the first researchers to take 

interest in classroom behavior. Their main interest was in 

t h e interaction among students and between students and 

teacher (Medley & Mitzel, 1963). Thomas, in 1929, 

c omplained that the study of c lassroom behavior consisted 

mainly of desc riptive accounts, suc h as diary records and 

journals. In Thomas' opinion the data obtained from suc h 

accounts were s ubjective and dealt with unverifiable facts. 

She stated, "The control of this sort of error in our 

social data is one of the first problems claiming our 

attention. In other words our data must become independent 

of our observers within a small and predictable range of 

error'' ( p. 3 ) . 

Thomas (1929) attempted to o btain such data by 

c onstructing indices to record an individual's overt 

actions involving other persons. An independent observer 

could then be trained to look for and record certain 

actions. Thomas helped set the standard for which 

researchers still strive, that of high accuracy and 

objectivity in their data. 

Lewin (1936) helped mold the way classrooms were viewed 

by recognizing that both the environment and its 



interaction with individuals are potent determinants of 

human behavior. His familiar formula, B=f(P,E) (behavior 

is a function of the interaction of the person and the 

environment), helped focus attention on the role the 

environment plays in determining behavior. 
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Murray (1938) followed Lewin by proposing a needs-press 

model. In his model the "needs" of an individual interact 

with the "press," or the influence of the environment to 

create a learning environment. Pace and Stern (1958) 

continued to expand and expound Murray's needs-press model 

and the impact environmental forces have on human 

development and behavior (Stern, 1970). 

Beginning in the 1950s many environmental indexes were 

developed and tested in an attempt to measure classroom or 

learning environments (Withall, 1949; Bovard, 1951; 

Medley & Mitzel, 1963; Cornell, Lindvall, & Saupe, 1952). 

These early attempts were referred to by Rosenshine and 

Furst (1973) as low-inference measures. These measures 

concentrated on an observer recording frequency counts of 

specific, denotable, and relatively objective classroom 

behavior. These observations were then used to test causal 

explanations of how factors in the educational environment 

foster l earning. 

An early example is the work of Withall (1949). By 

focusing on teacher's interactions, Withall measured what 

he called the "social emotional climate" of a classroom. 



Other studies, such as Bovard's (1951), focused on group­

centered versus leader-centered classrooms. 
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Numerous studies found that counts of teaching and 

learning behaviors proved convenient enough to measure but 

explained little variance in learning (Chavez, 1984; 

Fraser, 1985; Walberg & Haertel, 1980). Goodlad (1979) 

stated that, "too many researchers are preoccupied with 

research on single instructional variables that rarely 

account for more than 5% of the variance in student 

outcomes'' (p.347). 

The movement towards developing classroom environmental 

measures was an attempt to discover teaching and learning 

behaviors that facilitate the learning process. In 

educational research and evaluation, a recurring question 

is: How does one determine the effectiveness of an 

educational program, curriculum, or system? In answering 

this question, many researchers throughout the world rely 

heavily and, in many cases, exclusively on conventional 

standardized achievement tests and other cognitive outcome 

measures of learning. No responsible evaluators would call 

for a discontinuance of their use, but few claim that such 

tests give a complete picture of the educational process 

and outcomes (Fraser, 1985; Walberg & Haertel, 1980; 

Haertel & Walberg, 1988 ). 

In the late sixties, three researchers began sustained 

investigations of educational environments in the attempt 
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to measure variables that account for a considerable amount 

of variance in l earning outcomes. Marjoribanks (1974) 

developed parent-interview measures of the education 

sti mu lating qualities of the home environment while working 

in Toronto (Canada), Oxford (England), and Adelaide 

(Australia). Moos (1979), at Berkeley and Stanford, 

California, measured the social environments of college and 

school classes to find common elements of group climate and 

satisfaction. Walberg, at Harvard University and the 

University of Illinois in Chicago, established the validity 

of using student-perception measures of classroom social 

environment to predict cognitive, affective, and behavioral 

learning outcomes (Walberg & Haertel, 1980). 

This new line of classroom research was based on the 

socio-psychological environment of the classroom and 

emphasizes perceptual and judgmental variables. These 

perceptions and judgments do not come from outside 

observers but come from those actually participating in the 

educational e nvironments being evaluated. Inasmuch as they 

are immersed in the educational environment, students stand 

at a good vantage point for making such evaluations. The 

students in the c lass form a group of well-informed judges 

of what is transpiring in the classroom. When compared to 

a short-term observer, even though he or she may be highly 

trained, the students have access to data over a longer 

time period (Fraser, 1985; Walberg & Haertel, 1980). 
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These measures, whi c h rely on inferences from a series 

of classroom events and respondents, have been called high­

inference measures by Rosenshine and Furst (1973). The 

high-inference measures focus on the socio-psychological 

environment of the class . This is divided into the areas 

of the affective climate (e .g., cohesiveness , satisfaction, 

cliqueness), the status structure (e.g., democracy , 

competitiveness, favoritism), and the aspects directly 

related to instructional tasks (e.g., goal direction, 

formality, speed). In extensive world-wide research, the 

variables in all of these categories have been found to 

relate significantly to instructional outcomes. For 

example, Walberg and Haertel (1980) claim that material 

environment has a .86 positive correlation with learning. 

Although the different instruments vary somewhat as to 

their different scales (depending on the instrument, grade 

level, and setting), one scale that appears on every 

instrument and has been shown to have the highest positive 

correlation with learning is student satisfaction. 

According to Walberg and Haertel (1980) satisfaction 

has a positive correlation of 1.00 with learning. A 

correlation of 1.00 raises questions of objectivity and 

causes concerns of overzealousness to a cause. In their 

report of a perfect correlation, no data are offered to 

substantiate the c laim. 
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One area of research missing from the literature is 

studies dealing with classroom environment among adult 

learners and college settings (Fraser, Treagust, 

Williamson, & Tobin, 1987). Though several studies were 

found, the instruments used had been developed for junior 

and senior high school settings (Darkenwald & Gavin, 1987; 

De Young, 1977). The question of transferability between 

settings arises, and thus validity issues regarding the 

findings arise. 

Moo s (1979) has done extensive studies of college 

environments generally but nothing dealing with individual 

classrooms. One possible c ause for the dearth of studies 

of college and adult environments could be the lack of 

suitable instruments. Only recently was the College and 

University Classroom Environment Inventory (CUCEI) 

developed for use at those levels (Fraser, Treagust, & 

Dennis, 1986). Despite its newness, it appears to have the 

potential to stimulate and facilitate work at the tertiary 

level. 

The use of high-inference measures has been effective 

in studying traditional classroom learning environments. 

Ellett (1985) states that little research has been 

conducted to examine the affec ts of technological 

innovations on learning climates in education. He calls 

for future study examining such innovations. 



Adult learners are often involved in learning 

environments that differ from the typical high school or 

university classrooms. As increasing numbers of adult 

learners are involved in distance education environments, 

these environments need to be explored (Stoffel, 1987). 

Distance Education 
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This study deals with students involved in distance 

education. As the study was done in a distance education 

setting, a brief review of distance education is in order. 

Distance education was created to give individuals who 

could not go to a regular school or university for 

financial, social, medical, or geographical reasons a 

chance to study (Holmberg, 1977). Though the current 

distance education landscape is filled with the latest 

technology, distance education had its beginnings with the 

advent of reliable mail service (Knowles, 1962). 

Correspondence study is characterized by an individual 

enrolling in a course in which there are no regularly held 

classes. The majority of communication between student and 

instructor is in written format. 

Correspondence study began in the late 1800s by several 

universities as extensions of their regular academic 

courses. The courses were taught by reguiar faculty 

through a process of assigned readings, written 

assignments, and the return of the lessons with comments 



from the instructor. 

40 

It was quickly discovered and widely 

exploited by commercial institutions. Many abuses arose as 

numerous "diploma mills" were created to take advantage of 

the many people who desire further education and degrees. 

These "diploma mills" are notorious for awarding spurious 

degrees in return for large fees and little work (Knowles, 

1962). 

The correspondence communit y , through self- and 

government regulation, strove to improve its performance 

and image. Correspondence study remained the main method 

of distance education until the advent of tele­

communications (Garrison, 1985). Two-way teleconferencing 

can now provide for immediate feedback (Olgren & Parker, 

1983). 

As new technologies have been invented, they have been 

incorporated into distance education. Television, film, 

audio tape, and video tape have been used extensively in 

distance education. As telephones, computers, and 

microwave and satellite systems have been developed, they 

have found their way into the educational process. These 

inventions have removed some of the long-standing barriers 

of time, distance, and expense that have stood between 

learners and institutions (Johnston, 1987) . This has 

opened many doors to individuals desiring.further formal 

education (Benson & Hirschen, 1987). 
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New technologies now provide educational opportunities 

wherein an instructor and groups of students separated by 

distance have two way communication and immediate feedback. 

The simplest of these systems is telephone hookup but may 

include two-way, full-motion, color-video capabilities. At 

Utah State University Seamons (1987b) coined the term 

Electronic Distance Education (EDE) to refer to systems 

that, through the use of electronics, bridge the gap of 

distance. 

The evolution of EDE has often been treated with 

skepticism by much of the academic community. Some faculty 

perceive continuing education and EDE as second rate and 

therefore not worthy of first-·class research (Calvert, 

1986; Jevons, 1987). In spite of this perception, 

increasing numbers of people are taking EDE courses. In 

light of the fact that many people are involved in EDE, and 

EDE programs are rapidly expanding, these students and 

programs deserve research attention . One need in EDE 

research deals with understanding who is being attracted to 

EDE courses and what experiences they are having (Calvert, 

1986; Chute & Balthazar, 1988; Coldeway, 1986; Holmberg, 

1987). Perhaps individuals with certain motivational 

orientations are satisfied with EDE classes. Others with 

different motivational orientations may not find EDE 

settings conducive to their personal goals. These 

questions are important in understanding experiences 

students are having in EDE courses. 



Summary 

As modern society cre~tes new opportunities and new 

pressures for learning, increasing numbers of adults are 
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becoming involved in adult education. As more adults take 

advantage of lifelong learning opportunities, they are 

c oming from differing backgrounds and for different 

reasons. An understanding of the motivations of adult 

learners c an help adult educators better meet the needs and 

wants of the learners. 

Innovative devices are also creating educational 

methods and techniques for reac hing a larger audience of 

participants. As new learning environments are attracting 

additional learners, an understanding of those educational 

experiences is important. Learners' perceptions of these 

learning environments can not only help indicate the 

succ ess of new methods but may also give us insights into 

their future improvement. 

Utah State University's EDE system, Com-Net, is just 

such a new educational method. It is giving many students 

learning opportunities that they could not have in any 

other way. An understanding of the motivations that are 

bringing students to this new method and their perceptions 

of the new environment are fundamental to.comprehending the 

learning experiences that they are having. 
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CHAPTER III 

PROCEDURES 

Introduction 

This study involved quantitative research that was 

descriptive and correlational in nature. It utilized one 

standardized instrument, one slightly modified standardized 

instrument, and an instrument developed to collect 

demographic and course data from individual students. The 

main focus of the study was learners involved in an 

Electronic Distance Education (EDE) environment. To better 

examine the results of testing the EDE group, a comparison 

group of extension students taught in a regular classroom 

by an instructor was c hosen for comparison. 

After reviewing the literature it was determined that 

using Boshier's standardized Education Participation Scale 

(E.P.S.) is the most efficient and effective way to 

determine the motivational orientations of the learners. 

Also when using a standardized normed instrument, the 

results can be compared to past research that has utilized 

the instrument. 

Far too often in adult education, researchers produce 

'one-off' studies that leave the field with a lack of 

integration. Schutz (1977) criticized researchers who 

continued to produce unconnected and atheoretical findings 

by saying it is ''a disservice to continue to pile up 



hundreds of isolated studies with findings that c annot be 

combined for analysis due to incompatibility of research 

design" (p.4). 

This study also had a qualitative aspect. Several 

interviews and observations were conducted by the 

researcher to add additional insight to the quantitative 

findings. 

This chapter begins with a description of the 

procedures used in selecting the population and sample. 

Next, the research setting and the procedures used to 
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collect data are described in detail. The instruments used 

in collecting the data are then described along with the 

methods used to analyze the data. Finally, the limitations 

of the study are reported so that the generalizability of 

the findings can better be put in context. 

Population and Sample 

The target population for this study was students 

taking EDE courses. The accessible population was all 

students taking courses over Utah State University's Com­

Net system during Fall Quarter, 1988. 

Multistage cluster sampling was used to determine the 

sample of participants to be used in the study. The units 

of sampling were the individual classes. ·The Com:-Net 

system posed several difficulties for choosing a 

representative sample. 
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The first problem encountered was that certain classes 

consisted of basically the same students. During Fall 

Quarter 1988, classes in two graduate programs, two 

undergraduate programs, and one administrative endorsement 

program were offered over the Com-Net systems. Most 

students take two or three classes per quarter, usually 

with two on the same night. Although most of the same 

students attend both classes, not all do; and usually a few 

other students take classes who are not involved in degree 

programs . 

Com-Net issues pre-registration enrollments that 

c onsist of numbers and no names. Not until after the third 

week of the quarter was it possible to obtain class lists 

so that name c hecks could be run. Inasmuch as permission 

was obtai ned from the professors and Com-Net personal to 

utilize the system before the beginning of the quarter, a 

judgement had to be made on whi c h classes had basically the 

same student populations. 

In projecting the classes for Com-Net's Fall Quarter, 

30 classes for a total of 98 quarter hours were scheduled 

with projected enrollments of 1188. Com-Net lists all of 

projected enrollments by class and site (see Appendix A). 

By careful study of class enrollment numbers by site, it 

was determined that there were seven pairs of classes with 

dupli c ate enrollments. This limited the pool of unique 

c lasses to 23. 
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The next problem encountered in obtaining an 

appropriate sample concerned the prison population. 

Increasing numbers of enrollments are from the Com-Net 

sites at the Utah State Prison. The projections indicated 

that of 389 daytime enrollments, 155 (40%) were from the 

prison. This study dealt with adult learners in an EDE 

setting involved in undergraduate and graduate degree 

programs. Inasmuch as the prison population was an 

atypical group of adult learners, they were not included in 

th is study. Including the prison population would have 

greatly reduced the generalizability of the findings. 

The day classes taught over Com-Net had to be dropped 

from the pool because of the lack of adequate numbers of 

students without the prison population. The evening 

c lasses projected to have 795 enrollments with only 27 

(3.4%) from the prison, so these classes were considered 

suitable. This dropped 12 classes from the pool, leaving 

11 classes to choose fro m. 

The 11 unique classes were then divided into an 

undergraduate group of 7 and a graduate group of 4. It was 

desirable to gather data from a similar number of 

underg r aduates and graduates to better understand how both 

groups were perceiving their EDE experience. It was 

decided to choose one class from each of the four degree 

programs. All of the classes offered over t he Com-Net 

system are part of a degree program. Not everyone taking 
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classes is in a degree program, but the credits earned can 

be appl ied toward a degree program if desired. 

The final four clusters were undergraduate business (3 

u nique groups), undergraduate psychology (4 uni que groups), 

g raduate business (1 unique group), and education (3 unique 

groups) one unique c lass was randomly c hosen from eac h 

cluster . To c hoose, either three or four numbered pennies 

were placed in a jar, t he numbers representing the c lasses 

in the cluster. The jar was s haken and one penny drawn 

out; that represented the sample class f or that cluster. 

The four classes c hosen for the sample were Business 

Admin istration 32 1, Psychology 372, Economics 624, and 

Education 608. 

One change had to be made. The graduate student 

teaching Psycho l ogy 372 refused to participate in the study 

wit h her c lass. She gave as a reason that c lass time was 

too valuable and could not be used. She did offer to hand 

out the instruments and ask the students to bring them back 

finished. It was decided to c hoos e an alternate class to 

maintain c ontrol over the collect ion of the data. 

The c lass was also being taught by another teacher 

teaching the same basic group of students in Psychology 351 

in the time slo t preceding Psychology 372. The second 

teacher was approached and readily gave permission to use 

his class to parti c ipate in the study. 
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The projected enrollments for these four courses Fall 

Quarter 1988 totaled 226. Six (3%) were from the prison, 

leaving 220 projected enrollments from the target 

population. The actual number of students enrolled on the 

three-week university official lists was 204. Eighteen of 

these enrollments (9%) were from the prison, leaving 186 

students from the study's target population . By the 

seventh week of the quarter, when the instruments were 

administered, 12 individuals had dropped out of the classes 

leaving 174 students. On the evenings the instruments were 

administered, 161 individuals, 92.5% of the registered 

students, were in attendance at the classes and completed 

the instruments. Five individuals' data had to be 

d iscarded because the students did not answer all of the 

questions, leaving 156 in the Com-Net group. Table 1 shows 

the distribution of subjects over the Com-Net sites. The 

sites can be located on the map in Appendix B. 
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Table 1 

Number of Subjects at Each Site for Com-Net Classes 

Site BA 321 Psy 351 Econ 624 Ed 608 Total 

Brigham City 4 3 7 

CEU/Price 8 5 2 15 

Dugway 1 5 3 9 

Evanston Wyoming 4 4 

Hill Air Force Base 1 1 
(Ogden) 

Logan 13 6 8 15 42 

Richfield 2 4 3 4 13 

Roosevelt 9 5 1 3 18 

Snow (Ephriam) 1 4 5 

Tooele 5 8 2 2 17 

uvcc (Orem) 1 2 4 7 

Vernal 4 1 4 9 

Weber State (Ogden) 4 5 9 

Total 44 45 28 39 156 

Forty-two of the participants (30%) came from the Logan 

center. These students were considered to be part of the 

EDE classes. When professors travel to different sites, 

the Logan people are away from the instructor. Also, in 

many classes the Logan students interact with the students 

from the other sites, which makes them.an integral part of 



the EDE class. Statistical analyses indicated no direct 

effects could be attributed to the Logan numbers. 

In an attempt to determine whether any findings were 

unique to the EDE environment in question, a comparison 

group was selected to which findings could be compared. 

Utah State University has offered numerous extension 

c lasses for many years around the state of Utah. Many 

professors drive or fly to the sites to make it possible 

for many rural residents to further their education. 
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Ten face-to-face classes were selected as a comparison 

group. The main c riterion for selecting these classes was 

involvement in continuing education programs in similar 

geographic areas as the Com-net groups. 

The ten classes were from the areas of Vernal, 

Roosevelt, Tooele, and Taylorsville (see Appendix B). The 

three graduate classes that were selected were Elementary 

Education 680, Psychology 666, and Special Education 61~. 

These three classes had an estimated initial enrollment of 

54. One problem with the graduate population was that all 

three classes were from the area of education. The 

business graduate programs utilize the Com-Net system, 

while many of the regular extension graduate offerings are 

in the area of education. 

The 7 undergraduate c lasses selected were History 170, 

Geography 171, Psychology 366, Psychology 380, Anthropology 

101, Chemistry 101, and Family and Human Development 150. 
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These 7 classes had an original estimated enrollment of 85, 

giving an estima ted enrollment of 139 for the comparison 

group. 

The comparison group was drawn from among the many 

extension offerings across the state of Utah. Inasmuch as 

Utah State University is the land-grant institution for the 

state of Utah, hundreds of courses are offered all over the 

state every quarter. Many professors drive to areas around 

the northern section of the state, and the university flies 

professors to outlying areas such as Moab, Roosevelt, and 

Vernal. In many cases local qualified individuals are 

hired to teach classes . For the 7 classes used for the 

comparison group, 1 professor drove to the site, 3 

professors flew to their classes , and 3 classes were taught 

by local indi viduals. 

Of the original 10 classes chosen, data were obtained 

from only 7. One of the classes, His tory 170, was 

cancelled the night the data were to be col lec ted due to 

inclement weather. Due to scheduling problems and lack of 

time remaining in the quarter, History 170 had to be 

dropped from the sample. 

Two classes, Psychology 380 and Chemistry 101, were 

dropped when the professors who flew out to Vernal to 

instruct the c lasses forgot to give out the instruments. 

Although the professors offered to send out the instruments 
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to be given with the final exams, this offer was declined 

so as to insure uniform data collection proc edures. 

One other c lass, Anthropology 101, had declined fro m an 

initial 9 en r o llments to 2 on the day data were gathered. 

In total, data were col lected from 88 individuals of which 

3 instruments had to be disc arded due to missing data, 

leavi ng the comparison group with an N o f 85. Table 2 

shows t he breakdown of the comparison c lasses by class, 

si te , and number of subjects. 

Table 2 

Number of Subjects in Each Class and Site in Comparison 
Group 

Class Site Number of Subjects 

Geography 171 Tooele 9 

Psychology 366 Tooele 7 

Elementary Educ ation 680 Taylorsville 22 

Psychology 666 Taylorsville 14 

Special Education 619 Vernal / Roosevelt 9 

Anthropology 101 Ve rnal / Roosevelt 2 

Family Home Developme nt 150 Vernal/Roosevelt 22 

Total 85 



Setting 

The EDE methods involved in this study consisted of 

Utah State University's Com-Net telecommunications 

services. USU began EDE Fall Quarter of 1984 by offering 

12 courses for 35 credits hours to an enrollment of 284. 

It had grown to 30 courses involving 98 credit hours and 

1188 enrollments by Fall Quarter 1988. At present there 

are 17 outreac h centers throughout Utah and southwestern 

Wyoming with three additional centers at the Utah State 
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Penitentiary (see Appendix B). The hub of operations lies 

at Utah State University in Logan, Utah, from where the 

c lasses are distributed to the different outreach sites. 

Com-Net servic es consist of two major dimensions: the 

delivery devices or hardware and the infrastructure of 

human support personnel and staff. These two dimensions 

operate together to help create a unique educational 

method. 

The devices used in the transmission of the systems 

c onsist of the following: two-way audio, two-way 

facsimile, and two-way electronic writing boards. There 

are different ways of transmitting pictures to the sites. 

The A-Net system utilizes two-way black and white still 

video while the V-Net system utilizes two~way color still 

video. The V-Net system also has the capability of using a 

graphic s tablet to transmit color line ·drawings and 

pictorial i mages. Every site utilizes an audio cassette 
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recorder and a videotape recorder to record class sessions 

(Seamons & Sleight, 1986). 

The human element of the infrastructure has been 

identified as a major determinant in the success of the 

Com-Net systems (Seamons, 1987a). Local center directors 

work directly with students and the Com-Net office in Logan 

to insure that concerns are heard and acted upon. An 

instructional designer has been used to work directly with 

instructors in adapting materials and teaching techniques 

to the system . The system engineer in Logan insures that 

the technical systems and devices are properly functioning. 

Eac h class has a teaching assistant on site who helps in 

the administration and the distribution of materials and 

c ommunications with the main teaching center. 

The participants in this study come primarily from 

rural Utah. A conservative background is prevalent in many 

of these areas. Many of the participants in this study 

(41%) were involved in the fi~ld of education, primarily 

because many of the extension programs offered by Utah 

State University are in the field of education. 

Of the four instructors who taught over the Com-Net 

system, two were professors at the University, one in 

Education and the other in Economics. Both professors had 

previous experience in teaching over the Com- Net system. A 

graduate student with previous Com-Net experience taught 

one of the other classes. The fourth c lass was a business 



class, which was taught by a local banker who had no 

previous Com-Net experience. 

Procedures 

The following steps were followed in completing this 

research study: 
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1. A detailed review of the literature was conducted. 

The fields of adult education, motivational orientations, 

learning environments, and distance education were examined 

to better define the problem and explore possible 

relationships. 

2. Contact was made with the Com-Net director for 

permission to conduct the study over Com-Net systems. 

Permission was also obtained from the Dean of Continuing 

Education and clearance secured to have access to certain 

university records. Information was collected from the 

Com-Net office on courses being taught, which professors. 

were teaching, and projected enrollments for Fall Quarter 

1988. 

Information was also obtained from the Office of 

Continuing Education on extension classes being taught 

around the state Fall Quarter 1988. These classes did not 

have projected enrollments like the Com-Net classes. Only 

after the third week of the quarter could.information be 

obtained on how many students were involved in each class. 
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Classes chosen for this group were selected the fourth week 

of the quarter. 

3. After the sample was drawn and the week before the 

quarter began, each professor who was teaching a selected 

course was visited and given an overview of the study. 

Permission was then obtained to use 15 minutes of class 

t ime near the end of the quarter to conduct the research. 

A day the week before Thanksgiving in the eighth week of 

the quarter was selected. This was considered far enough 

past midterms and far e nough from the final exam and final 

deadline dates to minimize these major focal points' 

effects during data collections. 

Four weeks after the initial visit, follow-up letters 

(see Appendix C) were sent to the professors thanking them 

for their cooperation and reminding them of the date. One 

professor asked to be called the week before the date of 

co llection, and this was done. 

The same procedure was followed with instructors in the 

comparison group, except that they were visited during the 

fourth week of the quarter, due to unavailability of 

information on enrollments until this time. All agreed to 

administer the instruments during the third week of 

November, 1988. Several days before they collected data, 

these professors were again v isited and given packets with 

the instruments for their students and some specific 

instructions for collecting the data (see Appendix G). 



4. From the revi ew of the literature it was 

determined that Boshier's (1982b) E.P.S. would be used to 

measure students' moti vational orientations (see Appendix 

D). One subsection of the Learning Environment Inventory 

(LEI) and two subsections of the College and University 

Classroom Environment Inventory (CUCEI) were chosen for 

measuring students' perceptions of an EDE environment. 
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5. Questions to measure how students perceived their 

extension experiences were developed along with 

mod ification of items of t he LEI and CUCEI to fit the EDE 

environment (see Appendix E). Demographic data-gathering 

questions were developed to gather necessary data on the 

participants. These questions were reviewed and revisions 

made by a competent e va luator at Utah State University (see 

Appendix F). 

6. Two types of pilot studies were conducted. One 

was c onducted to test the instruments and the clarity of 

the instructions. The other was performed to test 

gathering data over the EDE system . 

The first pilot study was conducted with two graduate 

students and two housewives. They were given copies of the 

instruments, read the instructions, and then asked to go 

through and answer all of the questions. They were 

observed and timed to determine how long it actually took 

to complete the instruments. After they had finished, they 

discussed the testing session with the researcher and were 
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asked if they had any particular problems or questions with 

any part of the instrument. The wording on two items 

seemed to be misleading and was changed. 

A second pilot test was used to evaluate the process of 

collecting data with no visual contact with the subjects. 

The partici pants were seated in a room next to the room in 

which the researc her sat. Subjects were given the 

instruments, and instructions were given with no visual 

contact. The subjects were timed and the procedure was 

evaluated. 

7. Two weeks prior to the scheduled time for data 

co llection, the instruments were sent in packets to the 

remote sites for the EDE groups. Enough copies were sent 

for each group participating in the study along with 

instructions to the teaching assistants at each site. 

packet also included the information as to which dates 

these instruments would be used and in which classes. 

Eac h 

Each i ns tructor participating in the comparison group 

was personally given packets containing all of their 

materials one or two days before the scheduled col lectio n. 

Each comparison group instructor was given a sheet of 

instructions that was to be read in explaining the 

procedures for the instruments. This was to help insure 

uniform conditions under which the data were collected (see 

Appendix G). 



59 

8. The instruments were scheduled to be administered 

to all of the subjects between the 14th and the 17th of 

November, 1988. This was done to minimize internal 

validity problems with the measures being given at 

different times. Ninety percent of the data were colle cted 

during this time. The 15 participants in Price were given 

the test a week early. One class, Geography 171, was 

c ancelled the night of the 14th due to inclement weather, 

and those data were collected one week later on November 

21. Two professors forgot to give out the instruments, and 

because of their time constraints their classes had to be 

dropped from the study. Another class , which was cancelled 

t he 14th due to bad weather, also had to be dropped because 

of the instructor's final exam schedule. 

All of the professors were helpful and considerate in 

the data gathering process with the exception of one. On 

the night data were to be collec ted, he claimed that the 

instruments were to be completed before class began and 

hurried the collection of the data in his class. The 

students were ve ry cooperative and data collection was 

completed despite the limited time allowed. 

9. During the week of November 14th to 17th several 

on- site observations of Com-Net courses were made. The 

researcher visited two Com-Net sites in Tooele, where parts 

of two classes were observed and several interviews 

conducted with students, teaching assistants, extension 
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secretaries, and directors. Visits were also made in 

Roosevelt, Vernal, and the Logan sites, where classes were 

obse rved and interv iews conducted (see Appendix H). 

10. In an attempt to determine if the people who had 

dropped out of the classes differed in their motivational 

orientations from those that completed the c lasses, 

information on all individuals who had dropped out of the 

classes used in the study was gathered the ninth week of 

the quarter. A questionnaire was const ructed to determine 

why they found it necessary to withdraw from the class (see 

Appendix J). This, together with the E.P.S. and the 

demographic questions, was sent out to each of the dropouts 

with a self-addressed stamped envelope (see Appendix I). 

Two weeks later a second mailing was sent out to all 

those who had not been heard from. This mailing contained 

a new letter of transmittal again asking for their 

cooperation in the study being conducted (see Appendix I). 

Inasmuch as Christmas came ten days after the second 

mailing and was followed by winter quarter, no third 

mailing was attempted. 

11. The dropout responses were coded and categorized 

(see Appendix K). 

12. The data were coded and analyzed. 
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Design 

This study was descriptive and correlational in nature. 

Data on EDE students were gathered and c ompiled as to their 

demographics , courses, program of studies, motivational 

orientations, student demography, and perceptions of the 

learning environment. These data were then compared with 

those of students involved in more traditional extension 

programs. 

The correlational design was used to investigate 

relationships among variables in an EDE setting. Student 

motivational orientations, student demography, and 

students' perceptions of the learning environment were 

examined in attempting to discover relationships among the 

variables. 

Several observations and interviews were conducted to 

obtain some qualitative data. It was hoped that these 

contacts would give additional insight to the quantitative 

data being gathered. 

Data and Instrumentation 

The independent variables in the proposed study were 

the motivational orientations of the students. These were 

measured by using Boshier's E.P.S. (1982b). Boshier (1971) 

began developing an instrument to measure the motivations 

or reasons why adults choose to participate in educational 

opportunities in the late 1960s. For t he past twenty years 



he has continued to modify and refine his instrument so 

that it is reliable and valid (Boshier 1971, 1976, 1977, 

1985; Haag, 1976; Morstain and Smart, 1974). It was 
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determined from reviewing the literature that Boshier's 

(1982b) E.P.S. was the most appropriate instrument with 

which to measure the motivations of the participants 

involved in t his study. Comparisons could be made to his 

norms, and the data could be depended upon to be valid and 

reliable. 

The E,P.S. consists of forty statements that contain 

reasons why some individuals have participated in some form 

of continuing education. The individual taking the 

instrument reads each statement and then marks on a Likert 

scoring scale how much influence that partic ular statement 

had on his being invol ved in the educational activity in 

which he is currently participating. The Likert scale 

ranges and is scored from no influence = 1, little 

influence = 2, moderate influence = 3, and much influence = 
4 . 

Boshier (1976) has concluded that there are six 

factorial pure dimensions that are measured by the E.P . S. 

Each factor is a construct that deals with a particular 

motivation that impels individuals to be involved in 

learning activities. Each factor has from nine to four 

statements dealing with it that are averaged to obtain a 

score for each factor. 
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The E.P.S. was normed for students with college and 

university experience with 1860 individuals in the United 

States and Canada. The norms for those with graduate 

school experience was derived by examining 874 individuals 

in the United States and Canada. The norms are listed in 

Table 3. 

Table 3 

E.P.S. Norms for University Degree and Graduate School 
Experience 

University Graduate 
E.P.S. Scales Degree School 

Social Contact 1. 63 1. 63 

Social Stimulation 1. 71 1. 67 

Professional Advancement 2.21 1. 86 

Community Service 2.04 1. 83 

External Expectations 1. 58 1. 39 

Cognitive Interest 3. 12 3.18 

Reliability for the E.P.S. was determined by using a 

six week test/re-test study. Test/re-test correlation 

coefficients for each item had a critical value significant 

at the .001 level. All items can therefo~e be considered 

reliable (Boshier, 1971). 
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The internal consistency of each factor was examined by 

cal c ulating coefficient alpha for each factor with a sample 

of 648 students. Resultant scale scores yielded estimates 

ranging fro m .72 to .86 (Morstain and Smart, 1977). 

The validity of the E.P.S. was evaluated by in-depth 

interviews of partic ipants and subsequent comparison of the 

s cale scores on the E.P.S. with the responses from the 

interv iews. As validity refers to the extent the 

instrument measures the constructs involved, it is usually 

insured through the adoption of appropriate measures during 

its c onstruction (Morstain and Smart, 1977). 

The dependent variables were students' perceptions of 

the learning environment and were broken down into four 

areas. The first of these areas was "satisfaction with the 

c lass," second was the "material environment" or the 

perceived effect of the physical facilities on the learning 

environment, third was the "involvement" the student felt 

with the instructor and with the group, and fourth was the 

"extension" experience or how the individuals felt about 

taking a course through an extension program. 

As a result of the review of the literature it was 

determined that the CUCEI was the only available learning 

environment instrument developed and tested for a 

university setting. It consists of seven subscales that 

are basically independent of each other . The CUCEI 

produces a score for each of the seven scales, and no total 



score is derived. This means that the instrument may be 

used in full, or some of the s ubscales may be used 

separately (Fraser, personal communication, November 3, 

1987; Walberg & Haertel, 1980). It was determined that 
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the two subscales of satisfaction and invo lvement would be 

used in the EDE setting. 

The instrument that has had the most widespread use in 

the study of learning environments is the LEI. This 

instrument was developed and extensively used at the 

secondary level and was the prototype to the CUCEI. The 

scale of utmost interest to the EDE setting that was found 

on the LEI was material environment. Walberg and Haertel 

(1980) claimed that material environment's correlation o f 

.86 has the third highest positive corre lation with 

learning of their fifteen scales on the LEI. Inasmuch as 

the CUCEI has no such scale and the perceptions of the EDE 

students of the material environment were deemed important 

to the study, the subscale for material environment was 

used fro m the LEI. 

The CUCEI and the LEI both utili ze statements that are 

followed by a Likert scale scoring system. The responses 

range from strongly disagree, disagree, agree, to strongly 

agree . Both of the instruments have seven statements for 

each subscale. All of the questions for each scale are 

simi lar in nature, and when all the scales are not used it 

is often necessary to use fewer questions for each s cale to 
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avoid redundancy. Zussman (as quoted in Walberg & Haertel, 

1980) reported that reducing the number of items in each 

scale from seven to three items resulted in little 

reliability loss. It was determined from the literature 

and the pilot studies that in using four scales, five 

questions per scale for a total of twenty questions was 

sufficient. For the final instrument five questions were 

used from the material e nvironment and involvement scales, 

six questions from the satisfaction scale, and four 

quegtions for the extension scale. 

It has also been shown that minor word modification to 

fit the question to the environment has no real effect on 

loss of reliability (Fraser, personal communication, 

November 3, 1987; Walberg & Haer ~ 1, 1980). The material 

environment questions were modified to fit Com-Net's EDE 

setting. 

The extension questions were developed after talking to 

several students who had been involved in extension 

programs and discussing their likes and dislikes about 

extension. These questions were reviewed twice by a 

university extension researcher and used in the two 

previously mentioned pilot tests. After the twenty 

questions for the four subscales were decided upon and 

refined for the EDE setting they were mixed so as to avoid 

repetition. 
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The alpha coefficient for individual students was used 

to measure internal consistency of the CUCEI and the LEI. 

The alpha coefficient for the material environment scale of 

the LEI was .65. The alpha coefficients for the two scales 

from the CUCEI were satisfaction = .87 and involvement = 
.70. 

After completing data collection, Spearman-Brown 

reliability coe ffi cients were computed for the scales used 

in the study, and t he results co rresponded with the 

reported alpha coefficients . The satisfaction scale had a 

coefficient o f .87, the involvement scale had a coefficient 

of .74, and the material environment scale had a 

coefficient of .67. 

Analysis 

Correlation coe fficients were computed to test the 

hypotheses of this study. The independent variables 

(motivational orientations) as measured by the E.P.S . were 

correlated with the dependent variables (satisfaction, 

material environment, involvement, and extension) as 

measured by the LEI and CUCEI. 

One-way analyses of variance were computed to explore 

possible relationships with independent variables not 

included in the original hypotheses. These variables 

included the following: course; site; whether students 

studied with someone else, and if so how many others; 
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number of Com-Net, face-to-face, or on campu s classes taken 

during the past three years; academic standing; sex; 

marital status; age; occupation ; years at current job; and 

income. 

Multiple regression analyses were used with 

satisfaction, material environment, involvemen t , and 

extension as dependent variables . Different possibilities 

were examined for possible explanations for these variables 

with EDE students. 

The qualitative data from interviews and observations 

were recorded and analyzed to look for insights and 

possible explanations of the quantitative data. The 

responses from the dropouts and the reasons why they 

dropped out were analyzed and categorized . 

Limitations 

As is the case with any research study, there are 

limitations that should be considered when interpreting the 

results. There are limitations with the design, the 

sample, and the instruments in the study. 

This study utilized a correlational design. 

Correlational procedures do not control the variables 

involved in the study but attempt to discover or clarify 

relationships that may exist among them (Borg & Gall, 

1983). Data are collected on different variables, a nd then 

co rrelational coefficients are generated to discover if 
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relationships exist and how strong those relationships may 

be. These studies are inherently limited by the fact that 

causation cannot be inferred from the findings. 

Sampl e problems arise from the limited offerings over 

the Com-Net systems. During Fall Quarter 1988 there were 

two bachelors degree programs, two masters degree programs, 

and one program for educators earning their administrative 

endorsement being offered over the Com-Net systems. The 

bachelor programs were in the areas of psychology and 

business administration. The masters programs were in the 

areas of education (master resource teacher) and human 

resource administration. Nearly all of the individuals 

involved in Com-Net are active degree-seeking students. 

These factors should be taken into consideration when 

generali zing to other EDE systems with differing programs. 

A high percentage of those involved in the study were 

involved in the field of education as an occupation. 

Forty-seven out of 156 (30%) of those in the Com-Net group 

marked teacher/educator as their occupation. In the 

comparison group the percentage was twice as high. Fifty­

two out of 85 participants (61%) marked teacher/educator as 

their occupation. 

The subjects were located in rural areas of Utah. The 

c ultural, political, and educational climates in this area 

are predominantly conservative. This fact may limit the 

generalizability of the study to other populations and 

settings. 
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CHAPTER IV 

RESE .RCH FINDINGS 

Introduction 

The purpose of this study was to explore relationships 

between students' motivational orientations and their 

perceptions of an Electronic Distance Education (EDE) 

learning environment. It was also intended to gather data 

on EDE participants so as to better determine who is 

participating in Utah State University's (USU) EDE systems. 

This was accomplished by determining the students' 

moti vational orientations using Boshier's (1982b) Education 

Participation Sc ale (E .P.S. ), measuring their perceptions 

of the l earning environment wi t h portions of the Learning 

Environment Inventory (LEI) and the College and University 

Classroom Environment Inventory (CUCEI) , and by gathering 

demographic and course data on the participants i nvolved. 

Correlation coefficients were then computed to test the 

h ypotheses. Descriptive statistics on the demographic data 

were also computed to obtain a profile of EDE participants. 

This chapter will give an overview of the sample that 

was used. Findings about each of the hypotheses are next 

presented. Supplemental analyses dealing with findings 

indirectly related to the hypotheses are then discussed. 
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Information on the Sample 

EDE students consisted of 156 subjects e nrolled in two 

undergraduate and two graduate c lasses taught over USU 's 

Com- Net systems during Fall Quarter of 1988. This group 

will be referred to as the EDE group throughout the 

presentation of t he findings. The comparison group 

consisted of 85 subjects involved i n three graduate and 

four unde r graduat e classes in rural Utah taught with a n 

instruc tor physically p r esent. 

Table 4 gives a summary of participants' age, sex, and 

marital statu s for both the EDE a nd comparison groups. 

Table 4 

Summary of Participants' Age, Sex, and Marital Status 

EDE Group Comparison Group 
N=156 N=85 

Mean Age 34.42 34.54 
Median Age 34 34 
Range Age 20-56 20-55 
Females 81 52% 64 75% 
Males 75 48% 21 25% 
Married 107 69% 55 65% 
Single 49 31% 30 35% 

There appears to be one main area in which the EDE 

group differs fro m the comparison group . . The compari son 

group was made up of 75% female s , while the EDE group 

consi sted o f 52% female. Why t here was a higher percentage 

of females in the compa r ison group is not known. Three of 
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the comparison group's classes had extremely high 

percentages of females. In one class, of the 14 students 

only 1 was male. In the other two classes, whi c h had 22 

students each, one class had 5 males and the other 6 males. 

In analyzing the data, the comparison group data were 

tested for a sex affect. No evidence was found to lndicate 

that the higher percentage of females affected the data. 

Table 5 gives a summary of participants' academic 

standing by class and degree. 

Table 5 

Summary of Participants' Academic Standing 

Academic Standing EDE Group Comparison Group 
N=156 N=85 

Freshman 7 4% 10 12% 
Sophomore 5 3% 13 15% 
Junior 26 17% 4 6% 
Senior 45 29% 7 8% 
Masters 53 34% 42 49% 
Doctoral 5 3% 1 1% 
Ad. End or 15 10% 8 9% 

One difference that appears between the groups as to 

their academic status is percentage involved in master s 

programs. Sixty percent of the comparison group were 

graduate students whereas 47% of the EDE group were 

graduate students. The reason the comparison group had a 

higher percentage of graduate students than the EDE group 

was that the three comparison group classes that had to be 



dropped due to weather and instructor forgetfulness were 

undergraduate c lasses. 

Participants were asked if they studied with other 

me mber s of their class and, if t hey did, how many others 

did they study with. It was thought that perhaps s ome 

correlation may exist among individuals who studied with 

others and satisfaction a nd involvement scores. 
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In the EDE group 125 individuals (80%) indicated that 

they did not study with anyone else, while 31 participants 

(20%) said that they did study with othe rs . Those who 

studied with other c lass membe r s studied with an ave rage of 

2.94 others. 

The comparison group reported 64 individuals (75%) who 

did no t study wi t h any other class members. Twenty-one 

participants said they did study with other c lass members. 

Those who studied with other c lass members studied with an 

average o f 1.71 others. 

In e xamining the data no significant correlations were 

found between studying wi th others and any of t he other 

variables i n the study. This held true for both the EDE 

group and the c omparison group. 

Participants were also asked how many EDE courses, 

face-to-face c ourses, and on-campus courses they had taken 

during the previous three years including'the c urrent 

c l asses . The Logan partic ipant s skewed the means for this 

question. A summary of the r esponse s follows in Table 6. 
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For a complete summary of responses concerning the number 

of classes taken see Appendix M. 

Table 6 

Average Number of Courses Taken by Participants During Last 
Three Years 

Type of Course EDE Group Comparison Group 
Taken N=156 N=85 

Mean Median Max Min Mean Median Max Min 
Com-Net 4.74 2 25 0 .84 1 15 0 
Face-to-face 2.76 0 35 0 7.86 2 45 0 
On Campus 6.83 0 60 0 .76 0 18 0 

Participants were asked to check which occupation best 

described their current jobs. A summary of their responses 

follows in Table 7. 

Table 7 

Summary of Participants' Occupation 

Occupation EDE Group Comparison Group 
N=156 N=85 

Teacher 47 30% 52 61% 
Military 6 4% 0 0 
Homemaker 11 7% 6 7% 
Student 16 10% 8 10% 
Office 20 13% 3 3.5% 
Skilled 18 12% 3 3.5% 
Other 38 24% 13 15% 
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As can be seen, twice as many participants (30% to 

61%), came from the field of education. This may be the 

result of three undergraduate classes dropping out of the 

comparison group. In both the EDE group and the comparison 

group the majority of the educators are involved in masters 

programs. There were more masters degree participants in 

the comparison group, and there was also a higher 

percentage of participants involved in education. 

For the EDE group, participants had an average mean of 

8.22 years at their current occupation with a standard 

deviation of 6.15. The c omparison group participants had 

an average mean of 6.59 years at their current occupation 

with a standard deviation of 4.93. 

Table 8 gives a summary of the income data gathered 

from the participants. 

Table 8 

Summary of Participants' Income 

Income EDE Group Comparison Group 
N=156 N=85 

under $10,000 24 15% 11 13% 
10,001 - 14,999 15 10% 14 16% 
15,000 - 24,999 51 33% 35 41% 
25,000 - 34,999 46 29% 16 19% 
35,000 - 44,999 11 7% 4 5% 
45,000 - above 9 6% 5 6% 



Findings Regarding Hypotheses 

The following section lists each of the hypotheses in 

this study and the statistical results of the testing of 

eac h hypothesis. 

Hypothesis One 

Hypothesis One stated that adult learners who were 

involved in EDE classes would not be significantly 

different in their motivational orientation scores, as 

measured by Boshier's (1982b) E.P.S., from adult learners 

in more traditional, face-to-face educational settings. 

This hypothesis was tested in two ways. First the EDE 

sample's motivational orientation scores were compared to 

the motivational orientation scores from the comparison 

group. The EDE sample's scores were then compared to 
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Boshier's E.P.S. norms for university-degree and graduate­

school programs. 

When comparing the EDE sample with the comparison group 

sample no significant differences were found among 

motivational orientation scores. Table 9 summarizes the 

comparison of the two groups. 
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Table 9 

E.P.S. Scale Score Comparisons Between EDE Group and Face­
to-face Comparison Group 

E.P.S. Scales EDE Group Comparison 
Group 

Means Means 

Social Contact 1. 60 1. 58 

Social Stimulation 1. 56 1. 59 

Professional Advancement 2.96 3.02 

Community Service 2.15 1. 99 

External Expectations 1. 68 1. 78 

Cognitive Interest 2. 51 2.35 

When comparing the EDE group's motivational orientation 

scores with Boshier's E.P.S. norms several differences were 

found . First, the EDE group's undergraduate E.P.S. scores 

were compared to Boshier's E.P.S. undergraduate university 

degree norms. By computing T scores, differences were 

found in the areas of social stimulation, professional 

advancement, and cognitive interest. Table 10 shows the 

comparison between the EDE undergraduates and the norms. 



Table 10 

E.P.S. Norms for Uni versity Degree Participants with EDE 
Undergraduate Group Means 
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E.P.S. Scales 
EDE Group 
Undergraduate 
Means 

E.P.S. 
University 
Degree 
Norms 

N = 83 N = 1860 

Social Contact 1. 61 1. 63 

Soc ial Stimulation 1.55* 1.71* 

Professional Advancement 2.90** 2.21** 

Community Service 2. 11 2 . 04 

External Expectations 1. 60 1. 58 

Cognitive Interest 2.50** 3.12** 

* indicates significant differe nce at p < . 01; ** p < .001 

When comparing the EDE graduate group's E.P.S. s c ale 

scores with Boshier's E.P.S. graduate norms, significant 

differenc es were found in the areas of professional 

advancement, external expectations, and c ognitive interest. 

Table 11 compares the EDE graduate group's means with 

Boshiers' E.P.S. graduate norms. 



Table 11 

E.P.S. Norms for Graduate School Participants with EDE 
Graduate Group Means 

E.P.S. Scales 

Socia l Contact 

Social Stimulation 

Professional Advancement 

Communit y Service 

External Expectations 

Cogni tive Interest 

EDE 
Graduate 
Means 
N = 73 

1.59 

1. 57 

3 .03* 

2.20 

1.77* 

2.52* 

* indicates significant difference at p<.001 

E.P.S. 
Graduate 
School 
Norms 
N = 874 

1. 63 

1. 67 

1.86* 

2.20 

1.39* 

3.18* 
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Hypothesis One was rejected when compared to Boshier's 

norms. The EDE undergraduate students differed 

significantly from the norms in the areas of social 

stimulation, professional advan cement, and cognitive 

interest. The EDE graduate students differed significantly 

from Boshier's norms in the areas of professional 

advancement, external expectations, and cognitive interest. 

These significant differences led to a rejection of 

hypothesis One. 

Hypothesis Two 

Hypothesis Two stated that there was no significant 

c orrelation among EDE students' perceived satisfaction as 
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measured by the CUCEI and their motivational orientations 

as measured by the E.P.S. Of the six correlation 

coef ficients computed to test this hypothesis, one was 

significant at the .05 level, and three were significant at 

the .01 level. The significant correlation coefficients 

ranged from -.174 to .406. Although this led to the 

rejection of the null hypothesis the rejection must be 

viewed with caution. In terms of practical significance r 

values of .258, .388, and .406 have very little strength. 

Table 12 lists the correlation coefficients among the 

six motivation orientation scales and satisfaction, 

material environment, involvement, and extension. 

Table 12 

Correlation Coefficients Between E.P.S. Scores and Scale 
Scores for the CUCEI, LEI, and Extension for EDE Group 
N = 156 

E.P.S. Scales Sat is- Mater ial Involve- Exten-
faction Environment ment 

r r r 

Social Contact .149 .032 . 106 

Social Stimulation .150 .0 13 .127 

Professional Advancement .258** . 115 .213** 

Community Service .388** .102 .242** 

External Expectations - .174* -.070 -.149 

Cognitive Interest .406** .183* .381** 

sian 
r 

.111 

.064 

.133 

.165* 

-.191* 

.278** 

* indicates significant difference at p<.05; ** p<. 01 
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Hypothesis Three 

Hypothesis Three stated that there was no significant 

correlation among EDE students' perception of the material 

environment as measured by the LEI and their motivational 

orientations as measured by the E.P.S. For the six 

moti vational orientation scales the correlation 

coefficients computed ranged from -.070 to .183. One of 

the six r values was significant at the .05 level of 

significance. Although this led to a rejection of the null 

hypotheses because of statistical significance, the ve ry 

low correlation of .183 was not significant in a practical 

sense because of the very weak relationship indicated. 

Hypothesis Four 

Hypothesis Four stated that there was no significant 

correlation among EDE students' perception of their 

involvement in their EDE classes as measured by the CUCEI 

and their motivational orientations as measured by the 

E.P.S. For this hypothesis the six correlation 

coe fficients ranged from -.149 to .381. Two scales had a 

significant correlation coefficient at the .05 level, and 

one scale had a significant correlation at the .01 level. 

Again, although statistically null hypothesis Four was 

rejected, the small correlation indicates.very weak 

relationships. 



Hypothesis Five 

Hypotheses Five stated that there was no significant 

correlation among EDE studen ts' perceptions o f their 

extension experience and their mo tivational orientations. 

The correlation coefficients in testing this hypothesis 

ranged from -.191 to .287. Two correlation coefficients 
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indicate significance at the .05 level and one at the .01 

leve l. The statistically significant correlation 

coe ffi cients o f -.191, .165, and .287, although leading to 

the rejec tion o f the null hypothesis, indicate very weak 

relationships and no pract ical significance. 

Findings for Comparison Group 

In comparing the c omparison group's motivational 

orientations with the students' perc eptions of 

satisfaction, material environment, involvement, and 

extension, the same pattern was shown as was indicated b y 

the EDE group. Table 13 lists the correlation coeffi c ients 

among the six motivation orientation scales and 

satisfaction, material environment, involvement, and 

extension for the comparison group. 
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Table 13 

Co rrelation Coeffic ients Between E.P.S. Scores and Scale 
Scores for the CUCEI, LEI, and Extension f o r Comparison 
Group N = 85 

E.P.S. Scales Satis­
faction 

r 

Material Involve- Exten-

Social Contact .110 

Social Stimulation -.058 

Professional Advancement .027 

Community Service .223* 

External Expectations -.126 

Cogni tive Interest .206 

Environment ment 
r r 

-.289** -.039 

-.233* -.103 

-.039 .202 

-.273* .151 

-.215* -.069 

- . 100 .240* 

sion 
r 

-. 130 

-.135 

.101 

.052 

-.096 

.030 

* indicates significant differences at p<.05; ** p<.Ol 

Null hypotheses concerning satisfaction, material 

environment, and involvement were rejected due to 

co rrelation coefficients of .223 (significant at .05 

level), .289 (significant at .001 level), and .240 

(significant at .05 level). It is readily apparent that 

even though the null hypotheses were rejected, all of the 

above correlations show very weak relationships. The 

strongest r value of -.289 produces an r 2 of only .084. 

This means that only 8.4 % of the variance can be explained 

between the two variables being correlated. 



With the comparison group the area of extension 

produced no signific ant correlat ion coe fficients. With 

regards to extension and the comparison group, the null 

hypothesis was retained. 

Findings for Multiple Regression Analysis 
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In an attempt to better understand student 

satisfac ti o n, material environment, involvement, and 

extension, multiple regression analyses was used with these 

variables as the dependent variables. The participants' 

E.P.S. scores were used as a set of six independent 

variables with course and demographic variables as another 

se t of fourteen independent variables. With four dependent 

variables and two separate sets of i ndepende nt variables, 

which were calculated on both the EDE and comparison 

groups, a total of sixteen regression equations were 

computed. A summary of t he sixteen r-squared 

coefficients from the multiple regression equations follows 

in Table 14. 
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Table 14 

Summary of Multiple r 2 Coeffic ients for Sixteen Regression 
Equations with Satisfactiun, Material Environment, 
Involvement, and Extension as the Dependent Variables and 
E.P.S. Sco res and Demographic and Course Variables as the 
Independent Variables 

Dependent 
Variables 

Independent 

Com-Net Group 

Variables 

Compari son Group 

E.P.S. Demographic E.P.S. Demographi c 

Satisfaction 

Material 
Environment 

Invo lvement 

Extension 

.292 

.054 

.201 

. 139 

.217 

.129 

.141 

.146 

. 151 . 195 

.119 .342 

.186 .165 

.094 .105 

The very low r-squared values indicate that the E.P.S. 

scores, course, and demographic variables accounted for 

very little of the explained variability in the dependent 

variables. 

Findings Ancillary to the Hypotheses 

In comparing students' perceptions of their EDE 

learning environment with the perceptions of students 

invo lved in a more traditional face-to-face extension 

setti ng, several interesting observations-were noted. In 

examining student satisfaction between an EDE environment 

and a face-to-face setting, a o ne-way analysis of variance 

revealed a significant difference at the .015 level. The 
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mean satisfaction score for the comparison group was 

significantly higher than the EDE group's satisfaction mean 

score . 

In the areas of involvement and extension, one-way 

analyses of variance revealed significant differences, with 

the compar ison group having significantly higher mean 

scores. Only in the area of material environment was no 

difference found between the groups. Table 15 gives a 

summary of the one-way a nalyses of variance on 

satisfaction, material environment, involvement, and 

extension scores by method (EDE versus comparison group). 

For the complete tables of the one-way analyses see 

Appendix L. 

Table 15 

Summary of Analysis of Variance on Satisfaction , Material 
Environment, Involvement , and Extension Scores by Method 

Method 

F p 

Satisfaction 6.02 . 015 

Material 
Environment . 67 .415 

Involvement 29.31 .001 

Extension 8.66 .004 

One-way analyses of variance comparing the different 

sites revealed significant differences in the areas of 
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material environment, invol vement, and extension. The area 

of satisfac tion revealed no signific ant differences. Table 

16 outlines the results from these four one-way analyses of 

varianc e. 

Table 16 

Summary of Analysis of Variance on Satisfaction, Material 
Environment, Involvement, and Extension Scores by Site for 
EDE Group 

Site 

F p 

Satisfaction 1. 57 .108 

Material 
Environment 3.07 .001 

Involvement 2.00 .028 

Extension 5 . 49 .001 

In comparing the EDE group by course, one-way analyses 

of variance showed significant differences in the areas of 

satisfaction, involvement, and extension. Only in the area 

of material environment were no significant differences 

found. 

In comparing the comparison group by course, one-way 

analyses of variance showed significant differences in the 

areas of satisfaction and material environment. The areas 

of involvement and extension showed no significant 

differences. Table 17 gives a summary of the one-way 
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analyses of varianc e for course for the EDE and comparison 

g roups. For t he complete t ables of the one-way analyses 

see Appendix L. 

Tabl e 17 

Summary of Analysis of Variance on Satisfaction, Material 
Env ironment, Involvement, and Extension Scores by Course 
for EDE Group and Comparison Group 

Course 

EDE Group Comparison Group 

F p F p 

Satisfaction 11.57 .001 7.12 .001 

Material 
Environment 1. 21 .308 2.28 .036 

Involvement 7.97 .001 1. 12 . 35 8 

Extension 4.34 .006 .72 .659 

In examining the correlations between satisfaction, 

material environment, involvement, and extension for the 

EDE group, several signifi c ant relationships were 

discovered. All of the correlation coefficients except one 

were significant at the .001 le vel, and some of the 

correlations held practical significance. Involvement 

scores and satisfaction scores had an r value of .685. 

Material environment scores a nd satisfaction scores had a 

correlation coeffi cient of .526. A summary of the r values 

foll ows in Table 18. 



Table 18 

Correlation Coefficients Between Satisfaction Scores, 
Material Environment Scores, Involvement Scores, and 
Extension Scores for EDE Group N = 156 
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Satisfaction Material Involvement 
Environment 

Material Environment .296* 

Inv olvement .685** .351** 

Extension .526** .430** .490** 

* indicates significant differences at p< . 01; ** p < .OOl 

In examining the correlations between satisfaction and 

involvement for the comparison group, a correlation 

c oefficient of .405 was obtained. This would produce an r 2 

of . 16. The EDE r value for satisfaction and involvement 

was . 685, whi c h produced an r 2 of .47. This is a 

significant. difference. It appears that involvement has a 

stronger relationship with satisfaction in an EDE setting 

than in a face-to-face setting. 

Findings Concerning Dropouts 

In an attempt to determine if those who dropped out of 

the EDE classes differed in their motivational orientations 

from learners who completed the classes, information was 

gathered from t he dropouts. A list of all students who had 

dropped out of the classes involved in ' the study was 

obtained the ninth week of the quarter. Each dropout was 
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mailed the E.P.S. along with the demographic questionnaire 

and a questionnaire asking the individual to indicate why 

they f ound it necessary to drop the class (see Appendix J). 

A second mailing was sent out two weeks following the first 

mailing. Inasmuch as Christmas came ten days after the 

second mailing, no third mailing was attempted. 

Out of 12 reported dropouts from the EDE group, 9 were 

heard from, for a return rate of 75%. Out of the 20 

reported dropouts from the comparison group, 16 were heard 

from for a return rate of 80%. In all, 25 out of 32 listed 

dropouts were heard from for an overall return of 78%. 

In both the EDE and comparison groups 4 individuals who 

were listed as dropouts responded and c laimed not to be 

dropouts. Two people listed as Com-net dropouts said they 

never signed up for the class in question. Two other Com-

Net dropouts discovered after the first week of the quarter 

that the same course with the same professor was being 

taught by face-to-face ex tension on another evening at a 

center only a 45-minute drive away. They then switched 

from the EDE class to the face-to-face class. 

Of the 4 listed dropouts who cl aimed not to have 

dropped out from the comparison group, 3 said they never 

did sign up and 1 said she never did drop out but finished 

the c lass with credit. After these 8 individuals were 

subtracted from the dropout respondents, only 5 were left 

in the EDE group and 12 in the comparison group. With 
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insufficient numbers to ru n reliable statistics, all of t he 

dropout respondents' mot ivatio nal o rientatio ns were 

compared with the moti vational orientatio ns o f both groups. 

Recall that there were n o significant d i fferences i n t he 

motivational orientations between the EDE group and the 

comparison group. Table 19 compares the motivationa l 

orientation scores of the dropouts with those participants 

who did not drop o ut of t he c lasses. 

Table 19 

E . P.S. Scale Score Comparisons Between Dropouts and Non­
dropouts 

E.P.S. Scales 

Social Co ntac t 

Social Stimulation 

Professional Advancement 

Communi ty Service 

External Expectations 

Cog nitive Interest 

Non-dropouts 
Means 

N = 241 

1. 59 

1. 57 

2.98 

2.09 

1 . 71 

2.45 

Dropout 
Means 
N = 17 

1. 48 

1. 64 

3 . 03 

2.31 

1. 83 

2.45 

T tests indicate no significant differences between any 

of the six pair of means . The reasons given by the 

respondents for dropping out of the c lasses and their 

c omments concerning Utah State University's extension 
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programs are s ummar ized in Table 20. For a c ompl e te 

listing of all responses see Appendix K. 

Tabl e 20 

Summary of Dropout Re sponses 

Question Asked: Why did you decide to withdraw from the 
class? 

1. Not r eal dropouts: 

a. Did not drop out, finished c lass with c redit . 1 
b. Neve r signed up for clas s in question. _Q 

Total 6 

2 . Extension and scheduling concerns: 

3 • 

4. 

5 . 

6 . 

a . Discovered already taken under a d i fferen t 
numbe r. 1 

b. Found out did not nee d for program 
involved in. 3 

c. Scheduling change after initial sign up or 
wrong information given on dat e s and times. _Q 

Total 9 

Switched from Com-Net to the same c lass 
taught fac e-to-face at a center nearby. 

Outside pressures of time, work and life. 

Could not come up wit h tuition. 

Became disgusted with whole college system. 
Total 

2 

6 

1 

_l 
25 

Question asked: How did you feel about the c lass during 
the time you attended? 

1 . Very positive, felt good about t he e~perienc e. 10 

2 . No comment, did not attend or attended only once. 9 

3 . Negative . _Q 
Total 19 



Question asked: Would you ever sign up for another USU 
Com-Net or extension class? 

1 . Yes. 

2 • Would only take Com-Net if no other way. 

3 . No . 
Total 

93 

16 

2 

~ 
18 

Question asked: How do you feel that you have been treated 
by Utah State University extension services? 

1 . Fine to excellent. 

2 . Alright to okay. 

3. Poor to major complaints. 
Total 

15 

2 

~ 
19 

Question as ked : Any other comments you would like to make 
about your experiences with Utah State University? 

1 . 

2 . 

3 . 

Very grateful for opportunity o f extension. 

Better communication between Uni versity 
and extension. 

Complaints typical of any college or program. 
Total 

One question that surfaced in examining dropouts was 

why the EDE group had such a low percentage of dropouts? 

5 

3 

~ 
10 

There were 8 actual dropouts out of 186 enrollments in the 

Com-Net group, a percentage of 4.3%. In the comparison 

group there were 16 actual dropouts out of 104 enrollments, 

a percentage of 15.4%. 

There appear to be two possible explanations for this 

difference. Some Com-Net sites have d~veloped a practice 

o f letting students sign up and put their names on the 
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rolls of a class for the first three weeks without 

officially registering and paying. They list these 

students on the rolls as not registered. The regular 

extension fa c e-to-face c lasses do not allow this. There 

were 9 students not registered in the Com-Net c lasses who 

started, dropped out, and never registered. Counting these 

9 students as dropouts would leave Com-Net with 17 dropouts 

out of 186 enrollments for a percentage of 9.1%. 

Out of the 20 dropouts from the comparison group, 9 

came from one class. The reasons listed were scheduling 

changes , discovered they did not need this class for their 

program, and the teacher expected too much work as reasons 

for withdrawal. Had this class had 2 dropouts, which was 

average for all of the other classes, the comparison group 

would have had 9 dropouts out of 104 enrollments for a 

percentage of 8.7%. 

Net's 9.1%. 

This would have been in line with Com-

Findings for Interviews and Observations 

In an attempt to add some depth and understanding to 

the quantitative data, some qualitative data were gathered. 

Several interviews of EDE students were conducted along 

with interviews of extension secretaries. The EDE classes 

involved in the study were also observed. 

The researcher conducted the interviews and 

observations. He has been a teacher for twelve years and 
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is trained as a counselor, a classroom observer, and 

teacher consultant. For a comple te list of interview and 

observation notes see Appendix H. 

The following is a list of the major points that 

surfaced in the interviews. No attempt was made to try to 

quantify the interviews. Insuffi c ient numbers were 

interviewed to allow doing so. One woman and four men were 

interviewed at length along with two extension secretaries 

who deal with large numbers of EDE students. Several other 

Com-Net students were vis ited with before and during the 

classroom observations. The following general observations 

were made from the interviews. 

The EDE students were very quick to praise the system 

for the opportunity it gave them to pursue their education . 

Everyone interviewed reported that if it were not for Com­

Net they could not be involved in their current college 

program. All of the individuals worked full time and were 

involved in evening Com-Net classes . 

There seemed to be a general feeling that Com-Net 

classes are not as good as regular extension c lasses. The 

i nterviewees said that if they had a choice between a Com­

Net class and a face-to-face class they would take the 

face-to-face class. They were quick to say , though, that 

Com-Net was much better than nothing. 

The secretaries who registered people for extension 

classes remarked that individuals were never as excited 



about signing up when they found out they were signing up 

for a Com-Net class. One secretary indicated that after 

their initial complaining, the individuals almost always 

signed up. 

The researcher was in the evening school office as 

three men came in within an hour's time to sign up for a 
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c lass. All three, upon learning that the class they wanted 

was being taught o ver Com-Net, c omplained. Two signed up 

for the class anyway saying that they needed the class for 

their programs. The third indi v idual did not sign up and 

said he would wait another quarter to see if maybe he could 

pick up this c lass some other way. 

Many of the people involved in the study were from the 

field of educ ation. These people seemed very motivated for 

an advanced degree so they could obtain a pay raise and 

possibilities for different empl o yment opportunities. 

Those non-education majors interviewed also indicated that 

they were desirous to upgrade their current employment. 

The frustrations expressed by the learners seem to be 

non-EDE related. Although some of the frustrations 

initially expressed were aimed at the Com-Net system (not 

very good picture, too slow in g e t t ing tests back, etc.), 

after discussion it seemed their real frustrations were in 

trying to find time for homework and uninterrupted study, 

family and work demands, and the frustrations of schooling. 
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The f o llowing general o bse r vat ions were made from the 

classroom observations . The teachers see med to have a 

tremendous i mpact on the a mount of invo lvement within the 

EDE class. One i nst ructor lectured for an hour in a 

monotone voice and never asked a question or c alled for a 

response. The students in t his c lass at a rural site were 

obse r ved to be involved in numero us activities during this 

po rt ion of the c lass. One student was ve ry attentive. Two 

students a te full meals. Two other students made several 

trips to the pop and candy machine, while another student 

spent part of his time out in the hall smoking . Very 

little involvement was sensed, a nd, after a quiz was given 

halfway through the c lass, one s tudent immediately left, 

a nd the others came back ten mi nutes late after the break. 

In another c lass the instructor asked many questions. 

He no t onl y waited f o r answers but would c all on peo ple by 

name a nd by site . He did not pick out one or two students 

but during c lass called o n many people from all of t he 

sites. Often he did not have to call on people. Many 

freely r e sponded t o his questi ons . It was a good classroom 

discussion carried on ove r a good part of the state of 

Utah. 

In two other classes , a similar pattern was observed. 

There was very good interac tio n across the Com- Net lines. 

At one r e mote site , attended by two men and a woman, all 

had commented or a s ked a question within the first hour of 
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class. They were very attentive, involved, and seemed to 

be enjoying themselves. 

The students appeared to be very adaptable and 

c omfortable in a wide variety of physical settings. 

site that was old and noisy, no one appeared to be 

At one 

distracted . The students said that after several classes 

in a certain location, you can get used to anything. 

Summary 

For the most part, the null hypotheses in this study 

were rejected. A summary of the null hypotheses and the 

results follows. 

Hypothesis One stated that adult learners who were 

involved in EDE classes would not be significantly 

different in their motivational orientation scores from 

adult learners in more traditional face-to-face settings. 

This hypothesis was rejected when compared to Boshier's 

E.P.S. norms. 

Hypothesis Two, that there was no significant 

correlation among EDE students' perceived satisfaction as 

measured b y the CUCEI and their motivational orientations 

as measured b y the E.P.S., was rejected. Four of the six 

motivational orientations showed significance. 

Hypothesis Three, that there was no significant 

correlation among EDE students' perceived material 

envi ronme nt as measured by the LEI and their motivational 
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orientations as measured by the E.P.S., was rejected. One 

of the six motivational orientations showed significance. 

Hypothesis Four, that there was no significant 

corre l ation among EDE students' perceived involvement as 

measured by the CUCEI and their motivational orientations 

as measured by the E.P.S., was rejected. Three of t he six 

motiva tional orientations showed significance. 

Hypothesis Five, that there was no significant 

correlation a mong EDE students' extension perceptions and 

their motivational orientations as measured by the E.P.S., 

was rejected. Three of the six motivational orientations 

showed significance. 

Although hypotheses two through five were all rejected, 

these rejections must all be viewed with caution. With a 

sample s ize of N=156 a correlation coefficient of .159 is 

significant at p<.05 and an r value of .208 is significant 

at p<.Ol. Of the twenty-four correlation coefficients 

computed to test these hypotheses , six were significant at 

p<.05 and five were significant at p < .Ol. The largest r 

value was .406, but there were only two other r values 

higher than .258. None of the correlations had any 

practical significance because of the very weak 

relationships involved. This again indicates that the 

rejections of the null hypotheses must be.viewed with 

caution. 
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In analyzing the comparison group for hypotheses two 

through five similar results were found. For the areas of 

satisfaction, material environment, and involvement, the 

null hypotheses, that there were no significant 

correlations among students motivational orientation scores 

and these areas, were rejected. Only the hypothesis 

testing the correlations with extension scores was not 

rejected. Of the twenty-four correlation coefficients 

computed to test the comparison group, five were 

significant at the p<.05 level and only one was significant 

at the p < .Ol level. 

The rejections of the null hypotheses with the 

comparison group must also be viewed with caution. With a 

sample size of n=85 a correlation coefficient of .213 is 

needed for significance at the p<.05 level, and an r value 

of .278 is significant at the p<.Ol level. The highest 

correlation coefficient of the comparison group's 

correlations was -.289. No practical significance can be 

attributed to any of the r values this small due to the 

weak relationships. 

It can be pointed out that there were eleven 

significant correlations with the EDE group and six with 

the comparison group. When comparing correlations 

significant at the p<.Ol level the EDE group had seven 

while the comparison group had only one. Also satisfaction 

scores had the most significant correlations and the 
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highest correlations with motivational orientation scores 

when compared to the other three areas. 

In compar ing the EDE group with the comparison group, 

significant differences were found in the areas of 

satisfaction scores, involvement scores, and material 

environment scores . The EDE group scores were 

significantly lower in all of these areas. 

In comparing the EDE group by the different courses 

significant differences were found in the areas of 

satisfaction scores, involvement scores, and material 

environment scores . The course highest in satisfaction 

scores was the highest in all of the other scores, the 

course with the second highest scores had the second 

highest scores in all of the areas. This same trend 

continued for the other two classes. 

When comparing the different EDE sites, material 

environment scores, involvement scores, and extension 

scores were all statistically significant. Satisfaction 

scores were not significantly different when comparing 

sites. In the comparison group, satisfaction and material 

environment scores were significantly different when 

a nalyzed by course. 

In summarizing the interview data three main 

observations were made. First, the EDE students were very 

appreciative of being able to continue their education. 

Second, there is a perception that the EDE experience is 
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less than favorable . Third, some of the frustrations 

expressed by the EDE students stemmed from the pressures of 

being a part-time student. 

T ~e observation conclusions began with the impression 

that t he teac her has a tremendous influence on the amount 

of student involvement. Students also appeared to be very 

adaptable to a wide variety of physical settings. 

In individuals who dropped out of EDE classes, 

motivational orientations did not differ from those who did 

not drop out. Time, home, and work demands seemed to be 

the major reasons why they discontinued their EDE c lasses. 
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CHAPTER V 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

Summary of the Problem 

Modern society has created an environment that has far­

reaching implications for adult education (Boshier, 1985; 

Boulding, 1964; Darkenwald & Merriam, 1982; Hallenbeck, 

1964; Naisbitt, 1982). With the constant stream of new 

information that brings rapid change, our adult population 

requires more education and training than ever before. 

This expanded demand for lifelong learning is c reating 

the need for non-traditional educational delivery systems 

(Johnston , 1987). Many individuals desiring further 

ed uca tion are located in remote areas where they do not 

have access to university c ampuses or cont inuing education 

programs. 

Several institutions, in an attempt to meet the growing 

needs of remote potential clientele, have turned to 

Electronic Distance Education (EDE) (Calvert, 1986; 

Hudspeth & Brey, 1986; Seamons, 1987a). Technological 

advancements have increased the ability of institutions to 

provide educational offerings to individuals previously 

unable to participate in c ontinuing formal education. Many 

of these students are very motivated in their new learning 

environments as they try to keep up in ·an ever-changing 

world. 
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In EDE, students find a learning environment different 

from traditional classroom experiences. The teacher is not 

physically present ln the classroom, instruction is 

presented via some form of electronic media, and class 

members are scattered over hundreds or thousands of miles. 

In examining the current EDE landscape, it is easy to 

become lost and confused by all the electronic jargon and 

innovations. One must be continually reminded that the 

heart of EDE is not the hardware or software of the system 

but the internal change occurring in the individual learner 

(Burnham & Seamons, 1987). Many new electronic methods and 

specialized techniques may be created and presented, but 

learning is a process that can take place only within the 

individual learner (Verner, 1962; Travers, 1982). 

The common measurements of educational success (grades, 

credit hours completed, etc.) may not tell the whole story 

in an EDE environment. Students may be obtaining 

satisfactory grades in their EDE courses, but are they 

having positive educational experiences in the process? 

Satisfactory grades may be due to some internal 

motivational factor that is forcing students into this new 

educational environment. Some researchers feel that 

motivated students learn from any medium, and in many 

instances students learn not from the medium or system used 

but in spite of it (Coldeway, 1986; Schramm, 1973). 
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Inasmuch as highly motivated learners may endure any 

educational environment or process to achieve a passing 

grade, more than grades need to be examined to evaluate 

ed ucational experiences of individual students. How 

satisfied is the individual learner with his or her 

educational experience with an EDE system? How does the 

motivational orientation of the learner correlate with the 

learner's perceptions and satisfaction with the educ ational 

environment? Is the EDE learning environment more 

attractive to learners from a particular motivational 

o rientation? These questions were explored in an attempt 

to examine learning experiences individuals are having with 

an EDE system. 

Summary of Methodology and Setting 

Subjects were 156 participants (81 women, 75 men; 83 

undergraduates, 73 graduate students) enrolled in Utah 

State University's electronic distance education system, 

Com-Net, which offered 30 courses for 98 credit hours to 

1188 enrollments Fall Quarter 1988. At present there are 

17 outreach centers throughout Utah and southwestern 

Wyoming, with three additional centers at the Utah State 

Penitentiary (see Appendix B). The hub of operations lies 

at Utah State University in Logan, Utah, from where the 

c lasses are distributed to the different outreach sites . 
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Com-Net services consist of two major dimensions: the 

delivery devices or hardware and the infrastructure of 

human support personnel and staff. These two dimensions 

operate together to help create a unique educational 

method. 

To better understand the findings of the EDE group 

i nvolved in this study a comparison group was utilized that 

consisted of 85 participants (64 females, 21 males; 34 

undergraduates, 51 graduates) from rural Utah enrolled in 

Utah State University extension programs. These students 

were from seven classes that were taught by the traditional 

method with an instructor physically present. 

The independent variables in this study were the 

motivational orientations of the participants and 

demographic and course data. The dependant variables were 

the participants' perceptions of the learning environment 

in the areas of satisfaction, material e nvironment, 

involvement, and extension. 

The motivational orientations of the subjects were 

measured using Boshier's (1982b) Education Participation 

Scale (E. P. S. ) . The E.P.S. was selected because it has 

been shown to be factorial stable over time and place, 

factorial pure, economical, and free of passenger items 

(Clarke & Boshier, 1981; Boshier, 1976). · It has also been 

shown to be reliable and valid (Boshier, 1971; Haag, 1976; 
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Morstain & Smart, 1974). It consists of 40 items cast on a 

4-point Likert (no influence ... muc h influence) scale. 

The participants' percept ions of the learning 

environment were measured using the material environment 

subscale from t he Learning Environment Inventory (LEI), the 

satisfaction and involvement subscales from the College and 

University Classroom Environmental Inventory (CUCEI), and 

an extension scale developed by the researcher. Subjects 

also completed a questionnaire eliciting information 

c oncerning course; location; whether they studied with 

other students; number of EDE, extension, and on campus 

c lasses taken during last three years; academic status; 

sex; marital status; age; occupation; years at current 

occupation; and current income. 

Correlation coefficients were computed to test the 

hypotheses of this study. The independent variables 

(motivational orientations) as measured by the E.P.S. were 

correlated with the dependent variables (satisfaction, 

material environment, involvement, and extension) as 

measured by the LEI and CUCEI. One-way analyses of 

variance were computed to explore possible relationships 

with independent variables not included in the original 

hypotheses. Multiple regression analyses were used with 

satisfaction as the independent variable to look for 

possible explanations of student satisfaction. 
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Summary of Results 

The problem investigated concerned the relationships 

between participants' motivational orientations and their 

perceptions of an EDE environment. There were five 

hypotheses tested in this study. All hypot heses tested on 

the EDE group were also tested on the comparison group. 

For the most part the null hypotheses in this study were 

rejected. 

follows. 

A summary of the null hypotheses and the results 

Hypothesis One stated t hat adult l earne rs who were 

i nvolved in EDE classes would not be signi fi c a ntly 

different in their motivational orientation scores from 

adult learners in more traditional face-to-face settings. 

Although the motivational orientations of the EDE g r o up did 

not differ from t h e compari son group , they did differ 

significantly in t h e areas of profess ional advancement a nd 

cognitive interes t from Boshier's E.P.S. norms. 

One was rejected. 

Hypothesis 

Hypothesis Two, that there was no significant 

correlation among EDE students' perceived satisfaction as 

measured by t he CUCEI a nd t heir motivational orientations 

as measured by the E.P.S., was rejected. Four of the six 

mot i vational orientations s h owed signific~nce. 

Hypoth esis Three, that there was n o significant 

co rrelation among EDE students' perception of the material 

e nvironme nt as measured by t he LEI a nd t heir motivational 
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orientations as measured by the E.P.S., was rejected. One 

of the six motivational orientations showed significance. 

Hypothesis Four, that there was no significant 

correlation among EDE students' perceived involvement as 

measured by the CUCEI and their motivational orientations 

as measured by the E.P.S., was rejected. Three of the six 

motivational orientations showed significance. 

Hypothesis Five, that there was no significant 

co rrelation among EDE students' perception of their 

extension experience and their motivational orientations as 

measured by the E.P.S., was rejected. Three of the six 

motivational orientations showed significance. 

Although hypotheses two through five were all rejected, 

these rejections must all be viewed with caution . With a 

sample size of N=156 a correlation coefficient of .159 is 

significant at p<.05 and an r value of .208 is significant 

at p < .01. Of the twenty-four correlation coefficients 

computed to test these hypotheses, six were significant at 

p<.05 and five were significant at p<.01. The largest r 

value was .406, but there were only two other r values 

higher than .258. None of the corre lations showed muc h 

strength in the relationships and had no real practical 

significance. This again indicates that the rejections of 

the null hypothese s must be viewed with caution. 

In analyzing the comparison group for hypotheses two 

through five similar results were found. For the areas of 
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satisfaction , material environment, and involvement, the 

null hypotheses , t hat there were no significant 

co rrelations among students motivat ional orientation scores 

and these a r eas , were rejected. Only t he hypothesis 

testi ng the correlations with extension scores was not 

rejected. Of the twenty-four correlation coefficients 

computed to test the c omparison group, five were 

significant at the p<.05 leve l and only one was significant 

at the p < .01 level. 

The rejections o f the null hypotheses with the 

compari son group mus t also be viewed with caution. With a 

sample size o f n=85 a correlation coeffi c ient of . 213 is 

neede d for s ignific ance at the p < .05 level and an r value 

of .278 is significant at the p<.01 level . The highest 

c o rrel ation coeffi cient of the comparison group's 

correlation s was -.289. No practical s ignific ance can be 

attributed to any of the r values this small. 

It can be pointed out t hat t here were more significant 

correlations (11) with t he EDE group than with the 

comparison group (6). When comparing correlations 

significant at the p < .01 level the EDE group had five while 

the comparison group had only one. (For a complete listing 

o f the corre lations see tables 12 and 13.) 

Satisfaction and invol vement scores had the most 

significant correl a tions (3 at p < .01) of the variables 

tested and the highest correlations with motivational 
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orientation scores. In the comparison group, satisfaction 

and involvement scores each had one significant correlation 

at the p<.05 level. This suggests that in the EDE setting, 

motivational orientations had a stronger relationship with 

involvement and satisfaction than in the more traditional 

setting. Again, although the relationship is stronger, it 

is still weak. 

In supplemental analyses, several significant 

differences were found between the EDE group and the 

comparison group. The comparison group had statistically 

significantly higher scores in the areas of satisfaction, 

involvement, and material environment. The EDE group 

scores were statistically sig~ificantly lower in all of 

these areas. 

In comparing the EDE group by the different courses, 

significant differences were found in t he areas of 

satisfaction scores, involvement scores, and material 

environment scores. The course highest in satisfaction 

scores also had the highest material involvement, 

involvement, and extension scores. The course with the 

second highest satisfaction scores, also had the second 

highest material involvement, i n volvement, and extension 

scores. This same trend continued for the other two 

classes. 

When comparing the different EDE sites, material 

e nvironment scores, involvement scores, and extension 
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scores were all statistically significant. Satisfaction 

scores were not significantly different when comparing 

sites . In the comparison group satisfaction and material 

environment scores were significantly different when 

analyzed by course. 

In summarizing the interv iew data three main 

observations were made. First the EDE students were very 

appreciative o f being able to continue their education . 

Second, there is a perception that the EDE experience is 

second rate. Third, the frustrations expressed by the EDE 

s tudents were similar to other part-time adult learners. 

The observation conclusions began with the assertion 

that the teacher has a substantial influence on the amount 

of student involvement. Students also appear to be very 

adaptable to a wide variety of physical settings. 

In examining indi v iduals who dropped out of their EDE 

c lasses, motivational orientations appeared not to be a 

fac tor in their decision to withdraw. Time, home, and work 

demands seem to be the maj or reasons why they discontinued 

their EDE c lasses. 

Discussion of Findings 

In the rejection of Hypothesis One, that adult learners 

who were involved in EDE classes would not be significantly 

different in their motivational orientation scores from 

adult learners in more traditional face-to-face settings, 
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what was found was a difference between USU extension 

students and the national norms. Although the moti vational 

orientations of the EDE group did not differ from the 

comparison group, they did differ significantly in the 

areas of professional advancement and cognitive interest 

from Boshier's E.P.S. norms . 

The USU students' professional advancement scores were 

muc h higher than the norms for both undergraduate and 

graduate students. The interview data suggest that many of 

the subjects were very degree motivated. Everyone who was 

interviewed expressed the fact that the possibility of 

obtaining a degree was the main enticement for their 

participation in the EDE or extension program. 

This may be one of Com-Net's strengths. Whereas many 

distance education programs have severe dropout problems, 

Com- Net does not. The possibility of obtaining a bachelors 

or a masters degree while retaining current employment is 

not only tremendously appealing but seems to keep 

individuals coming back until completion. 

Another factor affecting the high professional 

advancement scores was the number of participants involved 

from the field of education. Ninety-nine out of 241 (41%) 

of the subjects in the study listed education as their 

occupation. Many of Com-Net's graduate programs are in 

education. They form a population that is very graduate 
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school oriented to improve their financial situations and 

job possibilities. 

One-way analysis of variance showed that the educators 

as a group we re significantly higher in their professional 

advancement s c ores than any of the other occupations. This 

may result from the desire of educators to obtain advanced 

degrees for the purpose of higher pay and increased 

opportunities for administrative opportunities. 

Why participants' cognitive interest scores are so much 

l o wer than the norms is no t as easy to answer. It may be 

that many individuals' desire for the degree is much 

greater than the desire for learning. The researc her has 

c ome in contact with many i n education who see learning as 

the necessary hurd l e required f o r the attainment of the 

degree. Possibly t he bus yness of life overshadows t he 

luxury o f learning. 

The nature of the questions and the structure of the. 

E.P.S. may have led to the low s c ores on the cogniti ve 

interest scales. Although the scores were compared to 

degree undergraduate and graduate norms, no norms were 

given for part-time undergraduate and graduate students. 

The majority of the participants in this study were part­

time students. The c ourses being taken were being used to 

fulfill degree requirements. When a student in this 

situation is asked if he enrolled in this c lass to seek 
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knowledge for its own sake, he may answer differently than 

a full-time student who is enrolled in an elective. 

The material environment did not seem to be much of a 

factor in this study. Even though it had a significant 

co rrelation coefficient of .296 with satisfaction, this r 

value is very weak and is not practically significant. 

Recommendations 

There are questions and areas that need further 

investigation with the Com-Net system. 

list of some of these areas. 

The following is a 

1. Research involving student and teacher interaction 

over the Com-Net system could be conducted to see how these 

factors relate to studen t involvement and satisfaction. 

Subsequent techniques and devices ma y be discovered and 

developed that could enhance a teacher's effectiveness over 

an EDE system. 

2. A study needs to be conducted on how support staff 

c an help faci litate better instruction. The human element 

is critical in an EDE setting. Recently, in budget 

cutbacks, Com-Net has lost several key support staff 

positions. The system should be c arefully monitored to 

determine the effects of these cutbac ks. 

prove to be unfortunate. 

Such c utbac ks may 

3. Certain Com-Net sites had significantly lower 

scores in the areas of satisfaction, material environment, 
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As a prac ti c al matter, these sites should 

be investigated, the situation apprised, and 

recommendations made and followed through on in order t o 

improve tho se si t es. 

4. Com-Net has made promising growth over its first 

f o ur years. A data base c ould be de veloped and continued 

to help trac k students who begin programs . Students' 

progress could be monitored and needs kept current. Some 

data has been collec ted, but it has not been c oded nor is 

i t of a unifo rm nature. 

5. Further investigation could be conducted t o better 

determine whi c h external variables help lead to improved 

student satisfaction and performance. It may just well be 

that the human fac tor 1s muc h more important than 

heretofore thought. 

6. A c areful investigation o f instructors could be 

c ondu c ted over the Com-Net system . Seamons ( 198 7b) show.ed 

that there was a correlation among teac hing styles and 

student satisfaction and performa nce. More could be done 

in this area to see which teaching styles help promote 

student satisfaction and performance. 

Conclusion 

There appears to be little practic al relationship 

between motivational orientations and participants' 

satisfaction. This c orresponds with Clarke's and Boshier's 
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(1981) findings when they examined 222 students involved in 

non-credit courses in British Columbia. This dissertatio n 

e xamined students invol ved in c redit undergraduate and 

gradu a te c ourses who were also involved in an EDE and 

regular fac e-to-face environment. These groups together 

with Clarke's and Boshier's group give some evidence that 

this finding may hold up across different learning 

environments and settings. 

In some ways, the fact that motivational orientations 

failed to ac c ount for significant amounts of par t i c ipant 

satisfaction is a heartening result for those involved in 

adult education. This may c hallenge some fundamen t al 

beliefs. It has been presumed that programs and 

environments tailored to the needs, motives, and 

expec tations of learners will result in higher partic ipant 

satisfaction than those involving minimal consultation 

between learners and instructors. These results suggest 

that participant satisfaction is largely independent of the 

initial motives that impelled these individuals to 

participate. Motivational orientations' minimal impact on 

participant satisfaction may suggest that the sources of 

variation in satisfaction lie elsewhere. There may be 

other internal variables that affect satisfaction, but more 

probably there are external variables, such as the 

instructor, that greatly influence satisfaction. Adult 

characteristics may not have much to do with satisfaction. 



Those factors that influence good instruction may be 

generally universal across environments and populations 

(Clarke & Boshier, 1981). 

A more signifi cant factor with satisfaction is the 
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correlation coe ffi cient with involvement of .685. It was 

of interest to note that the class that t he observations 

revealed had the mo st student involvement (in the way of 

verbal interactions between sites and between students and 

the instructor) also had the highest mean involvement score 

and the highest mean satisfaction score of the EDE c lasses. 

The class that had the least amount of ve rbal interaction 

across the system also had the lowest involvement scores 

and the lowest satisfaction scores. 

The observat ion data suggested that the instructor was 

a maj or factor in determining the involvement level of the 

c lass. It may just be that the instructor plays a major 

role in not only involvement but also in the satisfaction 

of the EDE students. This study suggests that the 

instructor has a much stronger correlation with involvement 

and satisfaction than the material environment. 

From the observations, it was felt that the EDE system 

exaggerates an instructor's weaknesses. If an instructor 

is boring in a face-to-face setting, he can reach 

undescribable depths of insipidness coming across the phone 

lines. A monotone voice is harder to concentrate on from a 

distance than from within the same room. 
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It seems a great deal of time and money is being spent 

on the hardware and the software of EDE systems, but 

developers may be missing the quickest and cheapest way to 

improve the learning environment. Time, money, and 

energies need to be extended on teacher development over 

EDE systems. 

EDE provides numerous c hallenges and opportunities for 

the present and future. As more time, energy, and monies 

are focused in the direction of EDE, care must be taken not 

t o overlook simple things. As new innovations come along 

with untested track records and expense, caution must be 

observed so that newer is not always considered better. 

The teacher is sti ll the most important element in any 

teaching endeavor. Perhaps too much attention is being 

focused on the hardware of EDE and not enough on the human 

element and the teacher. Time , energy, and monies, spent 

on helping teachers adapt and improve, may give the high~st 

rate of return of any investment that could be made. 
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Appendix A 

Fall Quarter 1988 Com-Net Projected Enrollments 
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Appendix C 

Follow-up Letters to Professors 



(Instructor) 
Utah State University 
Logan, Utah 

Dear (Instructor), 

November 7, 1988 

Thank you again for agreeing to give permission to take 
fift een minutes of your class time on day month date. 
This is just a reminder that I will be there before 
class to check in with the teaching assistants over the 
system to make sure everything is ready to go . When it 
is convenient during your class, you may then turn the 
time over to me and I will take care of administering 
the surveys. If you take a break during your class, it 
may be best to give me the last fifteen minutes before 
you begin your break. By so doing those individuals 
who get done early may start their break and those who 
need a few extra minutes may take them. 

Thank you again. Your help is very much appreciated. 

Sincerely yours, 

Wynn Wilkes 
doctoral candidate 
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Appendix D 

Educ ation Participation Scale and Scoring Key 



EDUCATION 
PARTICIPATION 

SCALE 

~Ro~cr Boahicr 
1982 

(Uopr111LN, l98l 
Jlcpr~t~Ll\J , 19111 
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~ by L.onw"""'.,. ~ Jo. .0.0). $11~ Ci. 3760 Wftl 101~ ""'· V-.a O.C. 
I.C. Vt.A JCO c.-It 

TO WHAT EXTENT DID THESE REASONS INFLUENCE YOU TO ENROLL 
lN YOUR ADULT EDUCATION CLASS? 

Think. b:~ck to when you cnrollc:d for your course and indicate: the extent to which c::~ch of the 
re:~sons listed below influenced you to p:~rticip:~te. Circle the C:ltegory which best ret1ects the: 
extent to which c:ach reason int1uenced you to enroll. There :~re 40 reasons listed. Circle one 
c:~te~ory lor c;~ch re:~son. Please be frank. There arc no ri~:ht or wrong answers. 

1. To teck knowled&e for iu own ukc No l.iulc MoJcr.ue Much 
inlluenc:c influence inllucncc inllucncc 

2. To tharc a common interest with No little MoJcr.uc Much 
my apou•c or friend lntluc:ncc inrluc:ncc intlucncc: lntluc:ncc 

3. To accurc profcuional advancement No Little MoJc~tc Much 
inllucncc inlluc:ncc inllucncc lnrlucnce 

4. To bc:c:omc more effe"i""c u a No Little MoJc~tc Much 
citiun intluc:n~:e inrlucncc inllucnl:e inrlucn.:e 

5. To ~cc relief from borcJom No Little MoJ.:~te Mu.:h 
inllucn~:c inllucncc inrlu.:n.:c: inrlucn.:c 

6. To c:arry our rhc rc~ommcmlacion Nl) Lirtlc: MoJcnrc Mu.:h 
of aome authoricy inrlucn.:e inrlucncc inlluc:n.:.: inrlu.·n.:c: 

7. To •ati.(y an cnquirin& mind Nl) Liulc: MoJc:~t.: Mu.:h 
intlucn.:e inllucnce inllucncc inrlucn.:c 

8. To overcome chc frwrracion of day No l.iule MoJe~tl: Much 
co ~Y livinc inrlucncc inllucnc:c intluc:n.:c: intlucn.:~ . 

9. To be ~cpted by orhcra No Linlc MoJc~lc Much 
inlluc:n.:c inrlucnc:c inrluc:n.:c inrlucncc 

10. To ~ivc me hi~her uatw in my job Nl) Liulc: MoJcmc: Much 
intlucncc inrlucncc inllucncc inrlucn~:c 

II. To aupplcmcnc a nanow p~vioua No Liulc: MoJcrarc Much 
cd~o~ucion intlucncc inrlucncc intlucn.:c: inrlucncc 

1 ~. To uop m~ulf bec:ominc a No lirtlc MoJc~tc Mu.:h 
"vc&ccablc,. inllucncc inrlucncc intlucncc: inrlucncc: 

13. To acquire knowled&c co help wich Nl) Liulc MIA!crate Mu.:h 
ocher educacional .:ounc1 intlucncc: inrlucnce intlucncc intlucn.:c . 

1 ... To ful(ill a need lor pcnonaJ No Linlc: MoJcratc Much 
a..oc:i;uion• and fricnJ.hipt intlucn.:c inrbcncc intlucn.:c intlucn.:c 

15. To keep up wich c:ompccicion Nu Litcl( MoJo: me Much 
inllucncc inrluc:ncc: inrlucn.:c intlucncc 

. 16. To caupc rhc incellcc:tual No Lirdc: MoJcratc Mu~:h 
nanowneu of my occ~o~parion intlucncc inrlucncc inrluc:ncc intluc:ncc 

17, To panicipare in &ro~o~p uciviry No l.inlc: MoJt~tc Much 
inllu .. ncc intlucncc inllucncc intlucncc 

18, To lnc:rc.uc my job c:ompccenc:e No Lie de MoJcract Much 
intlucncc intlucnc:c · inrlucncc inrlucn.:c 
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19. To gain insight into my personal No Little Moderate Much 
problems influence influence influence influence 

20. To help me earn a degree, No Little Moderate Much 
diploma or certificate influence intluence influence influence 

21. To escape television No little Moder~te Much 
influence influence influence influence 

22. To prepare for community service No Little Moderate Much 
intluence influence intluencc: influence 

23. To gain insight into human No little Moderate Much 
relations influence influence influence influence 

24. To have a few hours away from No little Moder~te Much 
responsibilities intlucnce influence influence influence 

25. To lnrn just for the joy of le~rning No little Modcr~tc Much 
influence intlucnce influence influence 

26. To become acquainted with No Little Moder~tl~ Much 
congenial people intlucnce influence influence influence 

27. To proviJe a contraH to the rest of !'-lo Little Modcr:He Much 
my life intlu.:n.::e inrluence intlucnce inrlucnce 

28. To get a break in the routine of No Little Moder~te Much 
home or work intlucn.::e inrlucnce intluen.:e inrluenco: 

29. To improve my abiliry to sen·e No Little MoJo:r~te Much 
humankind mflucnce mtlucnce intlucnce intluencc: 

30. To keep up with others No little Moder:He Much 
mtlucnce intluo:nce intlucnce intlucnce 

31. To improve my so.:ial relatiomhips No little Modo:r~te Much 
inrlu.:ncc intlucnco: intluo:ncc: intluc:ncc: 

32. To meet formal requirements No little Mod..:rato: Much 
intluence inrluenco: intlucncc intluc:ncc: 

33. To maintain or impro\'e my social No little Moderato: Much 
position influence inrluencc: intluencc: influo:nce 

34. Tc escape ;m unhappy rebtioruhip No little Modcr:m• Much 
influo:nco: inrluc:nco: influcnce influcnce 

35. To provide a contrast to my No Little MoJer~to: Much 
previous eJucation inrluo:n.::e intluc:nco: intluc:ncc: intlucnce 

36. To comply with the suggestions of No Little Moderato: 'Much 
someone else influence intluence intlucnce intluence 

37. To learn jwt for the sake of No Little: Moderate Much 
learning influence intluc:nce influence inlluc:nce 

38. To make new friends No Little Moda~te Much 
inrluence inrluence influence intluc:nce 

39. To improve my abiliry to participate No ·Little MoJerate Much 
in community work influence intluence intluc:nce influence 

40. To comply with instructions from No Little Moderate Much 
someone else influence intluc:nce intluc:nce intluc:nce 
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I. D. DODD 
ScorinG Key for General Form 

Score "No Influence" as l, "Little Influence" as 2, "Moderate Influence" as 3 and "Much Influence" as 4. Write 
the raw score for each itc:m in the ri~:ht-hand marl!in of the questionnaire. Next, transfer each raw score onto this 
page. Sum the item responses and divide by the number of itc:ms in the factor to obtain an averal!e score: for c:ach 
factor. These scores should ran~:c: from 1 to 4. 

I II III 
SOCIAL SOCIAL PROFESSIONAL 

CONTACT STIMULATION .ADVANCEMENT 
ITEM NO. RAW SCORE ITEM NO. RAW SCORE ITEM NO. RAW SCORE 

2 • s • J • 
9 • 8 • 10 • 

1 .. • 12 • ll • 
17 • 16 • 13 • 
19 • 21 • 15 .. 
26 • H • ltl • 
31 • 27 • 20 • 
ll • 28 • 32 • 
31:1 • JS • 

T,I[;IJ • Tur;l • Tural • 
A\'cr:~.:c • Awra.:-: • Avcr:~l(c • 

IV v VI 
COMMUNITY EXTERNAL COGNITIVE 

SERVICE EXPECTATIONS INTEREST 

ITEM NO. RAW SCORE ITEM NO. RAW SCORE ITEM NO. RAW SCORE 
.. • 6 • I • 

22 • 30 • 7 • 
23 • 34 • 25 • 
29 • 36 • 37 • 
39 • ..0 • • 

Toral • Toral • Toral • 

Avcra~:e • Avcnl(c • Avcral(c: • 

~ L..-atninl!l'rna, ~~~ 46i0), Scaciun Cl, J760 Wear IOrh An, Vanwuvcr, B.C. V6R 200 CanaJa 
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LEI , CUCE~ and Extension Questions 
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This questionnAire is to sur ver rour reasons for enrolling in this class and to find out how 
rou person4lly feel about rour cls.ss. This is not .t "test", There are no names or ID numbers 
to be written on this questionnAire. It is strictlr anonrmous. You are asked to give your 
honest, frank opinions about the class which rou are attending now. It is hoped that by better 
understanding your educational experiences improvements can be made in future programs and 
offerings. There are three parts to this questionnAire consisting of four pages. Please answer 
everr question on each of the four pages. Thank you very much for your help and cooperation. 

DIRECTIONS-part one 

In answering each question, go through the foll owi ng steps : 

A. Read the statement carefully and th i nk about how well the 
statement desc ribes your class. 

B. Indicate your answer by c i rcling : 

SD if you strongly disagr~ with the statement, 
D if you disag~ with the statement, 
A if you agree with the statement, 
SA if you strongly agree with the statement. 

C. If you change your mind about an answer, 
cross out the old answer and circle the new choice . 

1. I look forward to coaing to th i s class. 
2. There are opportunities tor ae to express ay opinions in 

this class. 
3. The USU support personnel have been helpful and ot assistance. 
4. The claasrooa is cluttered and overcrowded. 
5. This class i s interesti ng. 
6. I put effort into what I do in this class. 
7. The physical facilities are sui table tor our class. 
8. I feel that I aa gettinc a good quality classrooa experience. 
9. I pay attention to what ot hers in the ciass are saying. 
10. I enjoy coaing to this class. 
11. There is adequate access to aaterials needed for coapleting 

the required work for this class. 
12. The instructor doainates class discussions. 
13. The associated inconveniences or extension courses are acre than 

aade up for by the convenience of taking a class close to hoae. 
14. Thi s class is a waste of tiae. 
15. The physical environaent of the class leaves auch to be desired. 
16. I "!eel" a part of this class. 
17. Being involved vith a claas away froa caapus or scattered 

around the &tate poses no aaJor difficulties. 
18. After the class, I have a sense of satisfaction; 
19. The facilities the class ia held in are favorable to learning. 
20. This class is boring. 

1. SO 0 A SA 

2. SO D A SA 
3. SO D A SA 
4. SD 0 A SA 
5. SO 0 A SA 
6. SD D A SA 
7. SD 0 A SA 
8 . SD D A SA 
9. SO D A SA 
10. SD D A SA 

11. SD D A SA 
12. SD D A SA 

13. SD 0 A SA 
14. SO D A SA 
15. SO D A SA 
16. SO D A SA 

17. SD D A SA 
18. SO D A SA . 
19. SO 0 A SA 
20. SD D A SA 
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The following questions from the LEI, CUCEI, and Extension scales are 
followed by which scale the question referred to. 

instrument came from 

satisfaction 
involvement 
material environment 
ex tension 

CUCEI 
CUCEI 
LEI 
created for this study 

1. I look forward to coming to this class. 
2. There are opportunities for 1e to express •r opinions in 

this class. 
3. The USU support personnel have been helpful and of assistance. 
4. The classroom is cluttered and overcrowded. 
5. This class is interesting. 
6. I put effort into what I do in this class. 
i. The physical facilities are suitable for our class. 
8. I feel that I am getting a good quality classroo1 experience. 
9. I pay attention t o what others in the class are saying. 
10. I enjoy coming to this class . 
11 . There is adequate access to materials needed for completing 

the required work for this class. 
12. The instructor dominates class discussions. 
13. The associated inconveniences of extension courses are aore than 

made up for by the convenience of taking a class close to home. 
14. This class is a waste of tiae. 
15. The physical environment of the class leaves much to be desired. 
16. I "feel" a part of this class. 
17. Being involved with a class away from campus or scattered 

around the state poses no major difficulties. 
18. After the class, I have a sense of satisfaction. 
19. The facilities the class is held in are favorable to learning. 
20. This class is boring. 

1. satisfaction 

2. involveaent 
3. extension 
4. aat. inv. 
5. satisfaction 
6. involveaent 
7. lat. inv. 
8. extension 
9. involvement 
10. satisfaction 

11. aat. inv. 
12. involvement 

13. extension 
14. satisfaction 
15. aat. inv. 
16. involveaent 

17. extension 
18. satisfaction 
19. aat. inv·, 
20. satisfaction 



Appendi x F 

Dern~raphic Questions 

146 



147 

DIRECTIONS-part three 

Please respond to the statements or questions by filling in the blank, placing a check 
mark by the correct response, or circling the correct answer. 

Course Number: _______ _ Site: __________ _ 

Do you study with other members of your class? no___ If yes, how many? __ _ 

Number of courses that you have taken during the last three years including current 
classes: 

a . Com-Net classes: ______ _ 
b. face-to-face extension classes, ______ __ 
c. on campus classes ______ _ 

Academic Status: 
1. Freshman 
2. Sophomore 
3. Junior 
4. Senior 
5. Grad.(Masters) 
6. Grad.(Doctorate) 
7. other (please explain) 

Occupation: 
1. teacher/educator 
2. ailitary 
3. hoaemaker 
4. student 
5. office 
6. skilled 
7. other (please explain) 

Sex: Female Male 

Marital Status: Married Single 

Age: ____ _ 

Current Income: 
under 

10,001 
15,000 
25,000 
35,000 
45,000 

$10,000 
- 14,999 
- 24,999 
- 34,999 
- 44,999 
- above 

Years at current occupation: 
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JIRECTIONS 

The fol l owing questionnaire is to survey the reasons why the 
students enrolled in your c l ass and to find out how the students 
are feeling about their extension class experience . The instrument 
takes approx imately fifteen mi nutes to administer . There are four 
pages to the instrument and it is critical that all four pages are 
completed. A good time to give this instrument is right before a 
break so that those ind i viduals who get through early may begin 
their break and those who are a little slower may take the time 
they need . One problem that exists when the survey is given at the 
end of class is that often students are in such a hurry to leave 
that they do not give much thought or attention to it. 

Directions for g i ving the survey in class. 

After you have passed out the surveys so that everybody has one 
make sure that everyone has a pencil or pen ( i t does not matter 
wh i ch) . Nex t beg i n by reading the following i nst r ucti ons . Read 
the i talicized and underl i ned parts . 

Will vou o lease look at the beginnjnq oaraqraoh on oaqe one and read along 
wi th me. 

(Read the first paragraph on page one . ) 

No w will you please look at the directions for oart one and read them with me. 
(Read the directions for part one . ) 

Before you begin. olease turn the oage and on oage two you will see the 
beginning of the Education Participation Scale. Please read tbe fjrst sentence 
wh ich js in all cap i tal letters and the oaraqraoh wh ich follows it with me. 

(Read the sentence which is in all capital letters 
and the paragraph which follows it.) 

Now again before you begin turn to the last oage and read the directions for 
part three with me, 

(Read the directions for part three.) 

Are there an y questions? You may now begin. 

When everyone is finished, please make sure that all of the surveys 
are gathered and placed in the provided envelope and given to the . 
designated person. In case of missed connections please send the 
envelope to COM-NET, USU Telecommunications Network, UMC 5020, Utah 
State University, Logan, Utah, 84321-9981. Thank you very much for 
your help. 
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Notes From Observations and Interviews 

Interviews 

Tooele : First person to come storming into the classroom, 
appears to be very frustrated. As she sits down she mumbles 
that this is the first and the last class that she will ever 
take here. When first asked about the class she expressed 
some frustrations about the Com-Net system. When asked to 
be more specific about what bothered her she started to talk 
about the fact that she was a very busy teacher, mother, and 
wife. She said that for a few years that she had thought 
about starting a masters program. Now that she had begun a 
program this quarter she just could not handle the added 
stress to an already very busy life. She indicated that 
maybe she had been out of the student role for too long and 
was not pl anning on pursuing her program. Maybe when her 
c hildren were grown and gone she would think of it again. 

Roosevelt: Male, fourth year LDS seminary teacher is 
currently pursuing a masters degree in education with USU 
extension. All the classes in his program are live. Their 
c lasses are alternated weekly between Vernal and Roosevelt . 
He is thoroughly enjoying his program and had nothing except 
very positive things to say about his classes and 
i nstructors. His main reason for wanting a masters was to 
get a pay raise and open doors in the future with his 
employer. His said he was thrilled to be able to get a 
masters throughout the school year and never have to leave 
home and ruin his summers. His favorite part of his pro~ram 
was the personal interaction with the professors that come 
out from Logan every week. 

Had some very negative things to say about Com-Net . He 
said no one liked it, that it was poor quality, and that he 
would not do a program over the system . When asked about if 
he had ever taken a Com-Net c lass he answered no . 

Roosevelt: Talked to another teacher who was in first year 
of teaching. He said that he wanted to start a masters 
program next year and was excited about being able to do it 
in Roosevelt and Vernal. He wanted to do a program in 
Education and was not sure about which particular program as 
of yet. Had no initial feelings about the .Com-Net systems. 

Roosevelt: A middle-aged man who was involved with the 
administrative endorsement program over the Com-Net system 
said that he was not thrilled about Com-Net, but that it 
sure was better than not being able to be in the program. 



152 

He also said that once this class was under way he really 
enjoyed the professor. He indicated that the professor put 
forth an effort to get to know everyone even over the 
system. According to his opinion, creative teachers come 
across fine, but dry and dull ones are dryer and duller than 
ever. 

Logan: Part-time evening student involved in a Com-Net 
class who holds down a full time job. He said he wished 
that he could go full time and get done faster, but that was 
not even a possibility. Appreciated the evening program but 
did not like it when full time day students are in the 
classes. They are always doing more and better work that 
the part-time students. He felt t hat they had more time to 
devote to their studies and consequently got the better 
grades. Com-Net posed no problem for him at the Logan site. 

Receptionist and secretary at Roosevelt: She said that she 
thought that if students had a choice that they would always 
take a face-to-face class over a Com-Net class. Complaints 
with Com- Net were far fewer since the last system upgrade. 
Some people she said would rather take Com-net than drive 
every other week over to Vernal. The major factor on what 
classes people took though were what program they were 
involved in, what classes they needed to take, and over 
which method they were offered. 

Secretary evening school Logan: When people come in to sign 
up for a class they usually groan and moan some if it is a 
Com-Net class. Usually though they still take it but 
sometimes t hey say will wait and see if it is taught later 
with regular evening school. There seems to be an attitude 
that Com-net just really isn't as good. 

Observations 

Tooele site, Com-Net class: Room is noisy and very old. 
It is too cold and then it is too hot. the teaching 
assistant is so friendly she could be very annoying. Phone 
rang several times and she just talked on right there in the 
room. Students did not seem distracted. 

One student there when class started, two.others came in 
fifteen minutes late. They all sat in the bac k away from 
the mike s. One more student arrived 30 minutes late and 
then another 40 minutes late. Several people brought dinner 
and ate. One man was busily taking notes but the others 
were always going back and forth to the pop and candy 
machine and out t he door for a smoke. 
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The instructor talked in a straight monotone voice 
lecturing. He never asked questions and the only ones who 
asked questions were at the Logan site. The instructor 
never repeated the questions so you did not know what they 
were. This was the first class this instructor had taught 
for the university. He was a local businessman that had 
been hired to teach this one class. The black and white 
picture was hardly ever changed. One picture was on for 14 
minutes and the picture was only changed about every five 
minutes. During the class two people came in to check out 
audio tapes from the TA and they were very loud . Half way 
through the class there was a quiz. As soon as it was over 
the one individuals who came 40 minutes late left. All 
of these students had been together for two years in an 
undergraduate program. They seemed to get along very well 
and appeared to have an excellent system for helping each 
other. 

Roosevelt site, Com-Net class: Two men and one woman, very 
friendly group, all were involved in the administrative 
endorsement program. The professor got class started and 
then turned some time over to a quest lecturer. Both men 
were excellent teachers. They used their voices well to 
maintain interest, and asked very good questions and waited 
for answers. If an answer did not readily come they would 
sometimes call someone by name and site. There were 
numerous comments from all of the sites. 

The three individuals in the Roosevelt site were very 
involved the class. Before the class began they all 
commented on how they enjoyed the class and particularly the 
instructor. Though they had some problems with the sound 
for a little while they did not seem to be distracted by _it. 
The observer noted that the V-Net picture was much better 
than the A-Net. 

Logan site, Com-Net class: The instructor who was a 
graduate student began right away by asking questions. He 
paid really no attention to the Logan people. He seemed to 
be in his own little world with his mike. When no one 
volunteered answers he pulled out his role and started 
calling individuals by name and site. He forced people to 
comment and think. That seemed to really get things going . 
His style of teaching was mainly questions and the students 
seemed to respond well. The instructor had taught several 
courses over Com-net and appeared to really be at ease with 
the system. 

Other observations: One afternoon while doing some checking 
up of classes in the evening school office at Logan, three 
men carne in to sign up for a class. They came at different 
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times but all requested the same class which was being 
taught over Com-net. Two men complained rather loudly about 
Com-net. One left and said he would wait and see if the 
c lass was t a ught at a late date in a regular setting. The 
other indiv iduals said he had to have the class and would 
t ake it be c au s e he had to. The third man just asked who was 
teach i ng the c lass. When he was told, he commented that he 
liked that teacher and though Com-Net did not excite him, 
the teacher did. 
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November 30, 1988 

Dear (student's first name), 

To better understand the experiences people are having 
through Utah State Univers i ty's extension programs, a 
study is being conducted this fall (1988) quarter. 
The records show that you signed up for (class 
dropped) which you later dropped. The opinions of 
those in the c 1 ass have been gathered , but your opinions 
and especiall y why You withdrew from the class is needed so that 
a complete view of all participants is obtained. 

This is anonymous. A coding format is being used on 
the return envelopes, so follow up letters can be sent 
to those who do not answer the first time. Once the 
responses are received, the envelopes are destroyed so 
as to insure strict privacy. 

Please realize that without hear i ng from those who 
withdrew an overall picture of the extension program 
is impossible to obtain. Your opinions will help in 
seeing that improvements to future programs are made . 

A gain we desperately need your response. You are part of a very 
§mall qrouo and without your opinions the study will be 
iocomolete. Please take 10 minutes and answer the 
following questionnaire. It can then be mailed in the 
enclosed self addressed stamped envelope. It is being 
mailed to my home in Idaho because that is where I am 
currently working. Your response is needed by 
December 20th so that the replies ·can be compiled. 

Thank you very much for your help and cooperation. It 
is greatly appreciated. 

enclosures: 
survey 
return envelope 

Sincerely yours, 

Wynn Wilkes 
doctoral candidate 
Utah State University 
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December 14, 1988 

Dear (student's first name), 

Hi again. Don't you just hate these things? I'm sorry 
to bother you again but your response is desperately 
needed for the completion of this study. The study is 
being conducted to try to better understand what 
motivates people to sign up for extension classes and to 
discover how they are fee 1 i ng about their education a 1 
experiences. You are part of a very small sample who are 
listed as having dropped a class this fall quarter. You 
are listed as having dropped out of (the dropped class). 
If this is a mistake and you never signed up for this 

class please just write this across the top of the survey 
and send it in the self addressed stamped envelope. 

This is anonymous. A coding format is being used on the 
return enve 1 opes, so fo 11 ow up 1 etters can be sent to 
those who do not answer the first time. Once the 
responses are received, the envelopes are destroyed so 
as to insure strict privacy. 

Please realize that without hearing from those who withdrew an overall 
oicture of the extension orogram Is Impossible to obtain. Your 
opinions will help In seeing that Improvements to future orograms are 
made. 

Again your response Is desoerately needed. You are oart of a very 
small grouo and without vour ooinions the study will be lncomolete. 
Please take 10 minutes and answer the following 
questionnaire. It can then be rna i 1 ed in the enc 1 osed 
self addressed stamped envelope. It is being mailed to 
my home in Idaho because that is where I am currently 
working. Your response is needed by December 23th so 
that the replies can be compiled. 

Thank you very much for your help and cooperation. It 
is greatly appreciated. 

enclosures: 
survey 
return envelope 

Sincerely yours, 

Wynn Wilkes 
doctoral candidate 
Utah State University 
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This questionnaire is to survey your ressons for origin&])y enrolling in an USU extension 
cls.ss and to lind out why it was necessary for you to drop the class. You are ssked to 
give your honest, frank opinions. There are no right or wrong answers, just your opinions. 
There are three parts to this questionnaire consisting of lour pages. Please answer eveu 
question on each of the four pages. Thank you very much for your help and cooperation. 

DIRECTIONS-part one 

Please answer the following questions. 

Why did you decide to withdraw from the cls.ss? 

How did you feel about the clsss during the time you attended? 

Would you ever sign up lor another USU extension class? yes __ If no, why not? 

How do you feel that you have been treated by Utah State University extension services? 

Any other comments you would like to make about your experiences with Utah Stat8 
University? 

DIRECTIONS-part two 

On pages two and three there are forty statements that deal with reasons whT some people 
take ertension classes. Plesse go through and mark how much these reasons innuenced you 
when you originally enrolled in the clsss which you JBter dropped. 
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DIRECTIONS-part three 

Please respond to the statements or questions by filling in the blank, placing a check 
mark by the correct response, or circling the correct answer. 

Number of courses that you have taken during the last three years including current 
classes: 

a. Com-Net classes: _____ _ 
b. face-to-face extension classes ________ __ 
c. on cupus classes _____ _ 

Academic Status: 
_ 1. Fresh.an 

2. Sopho•ore 
3. Junior 
4. Senior 
5. Grad.(Hasters) 
6. Grad.(Doctorate) 
1. other (please explain) 

Occupation: 
1. teacher/educator 

__ 2. •ilitary 
3. ho1e1aker 
4. student 
5. office 
6. skilled 
1. other (please explain) 

Sex: Fe•ale Hale 

Marital Status: Married Single 

Age: ____ _ 

Current Income: households 
under $10,000 _____ 

10,001 - 14,999 --
15,000- 24,999 --
25,000 - 34,999 --
35,000 - 44,999 --
45,000 - above 

Years at current occupation: 
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Responses From Dropout Questions 



Responses from dropout questions. 

1. Why did you decide to withdraw from the class ? 

"Because I didn't realize that I had already taken it 
several years ago." 
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"I did not actually drop the c ourse; it was being offered 
(live) at another location at a point ten miles further 
away, on a different day. I already had another Com-Net 
c lass (whi c h I dislike) so rather than take two, I merely 
c hanged sec ti ons. Had I stayed, I would have had 6 
straight hours of Com-Ne t on one night. Too Much!" 

"I missed the first night of class so when I saw the 
syllabus the 2nd night, I realized that I had already taken 
this c lass at Southern Utah State College." 

"It required too much work for 3 hrs. credit and for my 
time schedule." 

"I received word that I was net required to have the class. 
I was given credit for a similar course taken for my 
masters." 

"I missed the first class because USU Extension gave me the 
wrong date of the starting class. I was ill and missed the 
second c lass. I felt I should drop and get a fresh start 
later." 

"I did not like the school's approach that I could not or 
would not be allowed to pursue my second year or any 
further education in Elementary Education unless I passed 
one test on writing skills. I do not think that any one 
test should have that much weight or that tests per se are 
more important than the future hopes and desires of those 
that take them." 

"I withdrew from the Tuesday night c lass and into the 
Thursday night class {Ed 608) be c ause it was a more 
convenient night for me, so I don't think this survey 
applies to me." 

"I wasn't aware that I was ever signed up ' for Econ 624. I 
did have Teaching Reading 400 Com-Net." 

"I dropped all classes that I registered for this Fall Qtr . 
I became discouraged with the program when I learned that 
c redits from a business coll e ge would not transfer when I 
was told that tJ:ley would." 
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"Unable t o pay tuition." 

" Confli c t with course." 

"Becau se they resc hedul e d the c lass during one of my other 
c lasses so I droppe d it." 

"I'm a graduate student- didn't really need the class and 
the hour was inconvenie nt." 

"I plan t o finish my masters, but I have 5 yrs. to do it. 
The reas on for getting a masters is more money & that was 
no t a g ood enough reas on to attend at this time." 

"Work & ho me demands." 

"Was go i ng t o school full time besides this class and just 
c ouldn't ke ep up." 

" I miss e d the c lass a few times and didn't listen to the 
tapes. I just got behind; I don't want any bad grades." 

"I am c urre ntly taking 3 extension classes from USU- did 
not sign up for BA 321 and later drop as previously 
stated." 

"Decided this was not a c lass I needed, and there was a 
time c onfli c t with another class I did need." 

"I am a full time student at the UBAVC in the nursing 
program. It was going to be too much to take that class 
with the full time day courses." 

2. How did you feel about the class during the time you 
attended? 

"I didn't attend any of the classes. 
took it several years ago." 

But I liked it when I 

"I had only negative feelings about both courses (Com-Net). 
Ed. 608 live turned out to be a positive experience. Same 
instructor(s), same content, same assignments, different 
tests- not quite fair in my judgement." · 

"It was a great class and very informative. It was great 
when she brought babies into class for ·observations." 

"The instructor was very good. I just felt he wanted too 
muc h work f o r the credit given." 



"I did not attend." 

never attended 

"I enjoyed all of my classes and was receiving A grades 
during the time I attended." 
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"I felt that the class was interesting. 
exceptionally good." 

The instructor was 

"I didn't attend any classes." 

"Drop before first day." 

"I never attended it because they didn't know if they were 
going to hold it." 

"Didn't attend." 

"It was an excellent class & I will enjoy it when the time 
is right." 

"Excellent & entertaining." 

"Only attended one class- no opinion." 

"I liked it." 

"I have enjoyed the class I attended." 

"I only attended once, so I can't really say." 

"I enjoyed it." 

3. Would you ever sign up for another USU Com-Net (extension) 
class? 

"Yes, I'm taking 13 credits Winter Quarter." 

"No, Spring 88, I had a course in Social Work Com-Net at 
HAFB. "Attendance was mandatory for an A," along with 
weekly faxed-in assignments. When comparing grades (as 
students will do) students who had 60% attendance had the 
same grade as 100% attendance students. Also, students at 
USU campus monopolized class time, discussion. Visual and 
audio portions were extremely poor." 



"Yes. I plan to continue with USU extension classes 
winter, spring, summer, fall 1989 - winter & spring 1990 
and then graduate." 

"Yes." 

"Not is there is any other way. By the time you see the 
picture the instructor is far ahead." 

"Yes." 
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"Possibly. 
area." 

If I felt I needed instruction in some specific 

"Yes." 

"Yes." 

"Yes." 

"Yes." 

"Yes." 

"Yes." 

"Yes." 

"Yes." 

"Yes." 

"Yes." 

"Yes." 

4. How do you feel that you have been treated by Utah State 
University extension services? 

"Very Good." 

"Poorly; 
take our 
personal 

"Great. 
Vernal, 

I feel Com-Net classes are a "cop-out", a way to 
money in exchange for a few hours credit with no 
effort on their part. Students deserve better." 

I appreciate having Utah State University in the 
Roosevelt area." 

"Very good ... Vince is very good to work with." 

"Very Good." 
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"Fine." 

"They were very helpful and persuasive and helpful in the 
beginning, when I enrolled. They c onvinced me to stay when 
I wanted to quit the third week. On the 4th week, when 
they had their money, it took 10 seconds to drop out." 

"Average by the extension. 
office." 

Not to good by the admissions 

"They were very helpful with my tuition difficulty. The 
University's collection agency hassled me a great deal and 
the University was very slow to help. Extension helped." 

"OK, it could be worse." 

"Very good." 

"My FHD Grad. program was dropped when I was 1/3 of the way 
through it; I don't feel very good about that." 

"fine." 

"Fine." 

"Just fine!" 

"I can 't complain one bit. 
man to work with." 

"Treated fairly ." 

Louis Griffin is a very good 

''Very good. Absolutely no complaints ." 

"Very well." 

5. Any other comments you would like to make about your 
experiences with Utah State University? 

"I'm really glad that they have extension classes other 
wise I wouldn't be able to go to college." 

"When a course is offered, ie Ed 750, one quarter from 
professor "A" and the next quarter the same course of 
offered, but taught by professor "B" - shouldn't the 
content at least be somewhat similar?" 

"They do the best they can to give a new schedule the week 
of finals so that you can plan for your next quarter. We 
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have wonderful councilors in our a r ea . They offer as many 
classes as possible, but I would like to see mo re history 
classes." 

"I went full time on campus this summer. It was one of the 
best educational experiences of my life." 

no comment 

"Overall, I'm thankful for t he opportunity to take 
c lasses." 

"I proved to myself t ha t my brains are not "rusty" or 
"dusty" and t ha t I can do algebra. I was very discouraged 
at the treatment teachers in Utah schools are receiving and 
I do not have the temperament for school teacher 
"politics." 

"I hope the Unive rs ity will accept and back up the 
extension services advice. If not I'll drop out t otally ." 

"Ye s , have the bulletin printed up right the first time, 
th is is t he reason that the c lass was dropped." 

"The classes I have taken for the most part have been very 
well." 

"I appreciate the opportunity to receive a degree i n 
Business without having to move on campus." 

Extra Notes Writte n 

"I never enrolled for the class you mentioned and I've 
never dropped any of the classes I've enrolled in. I am 
maj oring in computers !" 

"Never signed up for BA 321. 
Reason for withdrawal." 

If did the c lass cancelled. 

"This must be a mistake. I too k El Ed 680 winter 1986 and 
received credit. I have not dropped a class." 

comment on part three, the person underlined the word 
please a nd then wrote, "That is a n ice word. I wonder why 
I heard it used so seldom after I enrolled." 

"There was a mi x -up. I did sign up for the class and I 
completed it, and ... I loved it! I hope that the 
Un i versities records are straight." 



Appendix L 

Analysis of Variance Tables 
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Analysis of Variance on Satisfaction Scores by Method 

Source 

Method 
Error 
Total 

DF 

1 
239 
240 

ss 

51.89 
2059.89 
2111.78 

MS 

51.89 
8.62 

F 

6.02 

169 

p 

.015 

Analysis of Variance on Perceived Involvement by Method 

Source DF ss MS F p 

Method 1 117.41 117.41 29.31 .000 
Error 239 1263.98 5.29 
Total 240 1309.79 

Analysis of Variance on Extension Scores by Method 

Source DF ss MS F p 

Method 1 45.81 45.81 8.66 .004 
Error 239 1263.98 5.29 
Total 240 1309.79 

Analysis of Variance on Material Environment Scores by 
Method 

Source 

Method 
Error 
Total 

DF 

1 
239 
240 

ss 

3.88 
1388.25 
1392.13 

MS 

3.88 
5.81 

F 

0.67 

p 

.415 
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Analysis of Variance on Satisfaction Scores by Course for 
EDE Group 

Source 

Course 
Error 
Total 

DF 

3 
152 
155 

ss 

243.01 
1063.98 
1306.99 

MS 

81.00 
7.00 

F 

11. 57 

p 

.000 

Analysis of Variance on Involvement Scores by Course for 
EDE Group 

Source 

Course 
Error 
Total 

DF 

3 
152 
155 

ss 

94.85 
602.81 
697.67 

MS 

31.62 
3.97 

F 

7.97 

p 

.000 

Analysis of Variance on Material Environment Scores by 
Course for EDE Group 

Source 

Course 
Error 
Total 

Analysis 
Group 

Source 

Course 
Error 
Total 

DF 

3 
152 
155 

ss 

21.36 
893.78 
915.15 

MS 

7.12 
5.88 

of Variance on Extension 

DF ss MS 

3 66.23 22.08 
152 773.94 5.09 
155 840.17 

F p 

1. 21 .308 

Scores by Course for 

F p 

·4. 34 .006 

EDE 
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Analysis of Variance on Satisfaction Scores by Site for EDE 
Group 

Sour ce 

Site 
Error 
Total 

DF 

1 2 
14 3 
155 

ss 

151.81 
1155.18 
1306.99 

MS 

12.65 
8.08 

F 

1. 57 

p 

.108 

Analysis of Variance on Material Environment Scores by Site 
for EDE Group 

Source 

Site 
Error 
Total 

Analysis 
Group 

Source 

Site 
Error 
Total 

OF 

12 
143 
15 5 

of 

DF 

12 
143 
155 

ss 

187.70 
727.44 
915.15 

MS 

15.64 
5.09 

Var iance o n Extension 

ss MS 

264.84 22.07 
575.33 4.02 
840. 17 

F p 

3.07 .001 

Scores by Site for EDE 

F p 

5.49 .000 

Analysis of Variance on Invo l vement Scores by Site for EDE 
Group 

Source 

Site 
Error 
Total 

DF 

12 
143 
15 5 

ss 

100.31 
597 .3 6 
697.67 

MS 

8.36 
4 .18 

F 

•2. 00 

p 

.028 
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Analysis of Variance on Satisfaction Scores by Course for 
Comparison Group 

Source 

Site 
Error 
Total 

DF 

7 
77 
84 

ss 

295.91 
456.99 
752.89 

MS 

42.27 
5.93 

F 

7.12 

p 

.000 

Analysis of Variance on Material Environment Scores by 
Course for Comparison Group 

Source 

Site 
Error 
Total 

DF 

7 
77 
84 

ss 

81.24 
391.87 
473.11 

MS 

11.61 
5.09 

F 

2.28 

Analysis of Variance on Involvement Scores 
Comparison Group 

Source DF ss MS F 

Site 7 24.05 3.44 1. 12 
Error 77 235.60 3.06 
Total 84 259.65 

Analysis of Variance on Extension Scores by 
Comparison Group 

Source DF ss MS F 

Site 7 25.89 3.70 ·o. 12 
Error 77 397.92 5.17 
Total 84 423.81 

p 

.036 

by Course for 

p 

.358 

Course for 

p 

.659 



Appendix M 

Average Number of Courses Taken by Participants 

During Last Three Years 
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