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PREFACE

This publication is a report of the proceedings of the Eighth Annual (1987) Lifelong
Learning Research Conference held at The University of Maryland in College Park, Maryland
on February 19 and 20, 1987. The conference focus on non—formal adult education grew out
of a concern with problems in this region and the need to facilitate dialogue between
researchers and practitioners involved in their resolution. Papers dealt with adult/
continuing education and concerns such as aging, literacy, teaching, learning theory,
policy, human resource development, extension education, prison education, distance
education, computers, international education, and research methodology.

This conference was designed to build interagency linkages in the region but has developed
a national reputation. Sponsoring agencies include the Maryland Cooperative Extension
Service, The University of Maryland's Department of Agricultural and Extension Education,
The University of Maryland University College Center for Professional Development, the
American Association of Adult and Continuing Education, the Metropolitan Washington
Association for Adult and Continuing Education, the Maryland Association of Adult,
Community, and Continuing Education, the Maryland State Department of Education, and the
Virginia Association for Adult and Continuing Education. The papers presented were
selected "blind" by a steering committee that reviewed over 80 abstracts. The steering
committee included representatives from The University of Maryland, Virginia Commonwealth
University, American Council on Adult Education, Kazanjian Associates, Inc., United States
Department of Agriculture, University of Pennsylvania, Maryland Cooperative Extension
Service, Cecil County, The College Bcard, University of DC, The Penn State University,

George Washington University, Baltimore County Public School System, Naval Education and
Training Office, and Cornell University.

A major goal of the conference was to bridge the gap becween theory and practice by
providing a mechanism through which researchers and practitioners could share their
concerns. The conference had an interdisciplinary fceus, bringing together people with
different academic backgrounds who share similar concerns with lifelong learning issues.

The abstracts published in these proceedings were reproduced directly from copy provided
by the .inthors. The authors' names and addresses are listed at the bottom of the first

page of euch abstract. If you desire more information, please correspond directly with
them,

NOTE: Additional copies of the proceedings may be purchased. Send a check for 517.00
(payable to The University of Maryland) to : Proceedings LLRC, Center for Professional
Developaent, University Boulevard at Adelphi Road, College Park, MD 20742-1568.
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THE LIFELONG LEARNING RESEARCH
CONFERENCE WAS ORGANIZED BY:

Department of Agricultural and Extension Education

The Department of Agricultural and Extension Education, The University of Maryland,
College Park, is a multidisciplinary department featuring graduate programs in Adult,
Continuing and Extension Education. With a graduate faculty membership of 12, the
Department has specialities and interests in 1international education, community
development, youth education programs, leadership development, environmental education,
community services, and teacher education in agriculture. . The Department has
traditionally maintained close working relatjonships with the Federal Extension Service,
U.S. Office of Education, the National &4-H Center, the National FFA Center and the
Maryland State Department of Education. 1In addit.on to the Adult, Continuing and
Extension Education Graduate Program, graduate programs in Community Development and Rural
Sociology, Environmental Education and Agricultural Educzation are offered along with an
undergraduate teacher education program in agriculture. For further details write:
Department of ‘Agricultural and Extension Education, The University of Maryland, Room 0220,
Symons Hall, College Park, Maryland 20742.

The University of Maryland University College Center for Professional Development

The Center for Professional Development (CPD), a unit of The University of Maryland
University College, draws upon resources within and outside The University of Maryland
system to design, develop, market and conduct a wide variety of university-level noacredit
programs. As a highly experienced catalyst, it acts to 1link clients who need
state-of-the-art professional education and training with relevant, practitioner oriented,
high quality instructional rescurces and programs. Ins:iruction is provided by instructors
selected for their timely, practical knowledge and their ability to communicate. The
Center can advise on and/or provide assistance with program planning and design, budgetary
and financial management, marketing, program administration and program coordination/
delivery. Additionally, the Center has the capacity to design programs tailnred to the
needs of a specific organization and can offer courses at organizational locations.

Maryland Cooperative Extension Service

As part of the total University, the Cooperative Extension Service takes The
University of Maryland to the people of Maryland, wherever they are. In its role as the
"eff-campus, non-credit, out-of-classroom” arm of the University, it extends the classroom
to all parts of the State. The Maryland Cooperative Extension Service is known for its
programs in agriculture (including care of urban home ground and gardens) home economics,
4-H and youth, community and resource development, and marine science. Off-campus faculty
are located in each county and in Baltimore City. Joint support comes from the federal
government for both 1862 and 1890 Land Grant institutions; and from the State and all 23
counties and Baltimore City in Maryland. General administration offices of the Maryland
Cooperative Extension Service are 1located at the College Park campus, and the
administration of the 1890 program (an integral part of the total MCES effort) is from
offices of The University of Maryland Eastern Shore campus at Princess Anne.
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SPONSORS INCLUDE:

The Maryland Association of Adult, Coumunity, and Continuing Education

The Maryland Association of Adult, Cormunity, and Continuing Education (MAACCE) is a
professional association representing adult educators in the state of Maryland. MAACCE is
the result of a merger of MAAR, MAPSE, and MACE in January 1983, and 1s the Maryland
affiliate of AAACE. MAACCE provides a variety of activities and interest areas for zdult
educators in public schiols, colleges and universities, hospitals, correctional
institutions, community organizations, government agencies, cooperative extension, and
business and industry, through its five divisions: adult education, community education,
continuing education, correctional education and literacy. An annual conference, several
regional workshops, and three different publications are available to members, as well as
a directory of consultants and an active legislation informatior network.

Virginia Association for Adult & Continuing Education

The Virginia Association for Adult & Continuing Education, a vital, dynamic
association of thirty years, 1s a comprehensive organization of individuals whose
occupations and interests influence the education and training of adults. Membership
(currently in excess of 200) includes educators from public and private schools, colleges,
comnunity ceclleges and universities as well as training directors from business, industry,
the military and governmental agencies. The VAACE 1s committed to working for greater
individual growth, a better Virginia and a better nation by encouraging, stimulating, and
extending the continuing education of its own members and others throughout the state.
The membership shares a determination to improve the quality of adult 1life in Virginia
through coniinuing education.

Metropnli.an Waghington Association for Adult and Continuing Education (MWAACE)

The Metropoliten Washington Association for Adult and Continuing Education sponsors
programs and activities for the professional growth of its members who believe that
.education i1s a 1life-long learning process and that adult and continuing education 1is
integral to that process.

MWAACE's unique position as an affiliate of the American Association for Adult and
Continuing Education (AAACE) in the nation's capital enables 1its agenda to encompass
international, national, and local professional interests.

Therefore, the primary objectives of MWAACE are: to examine the dynamics of adult and
continuing education; to access the remarkable resources in the area; to disseminate
information to its members; and to offer our professional expartise to the membership and
the community. For further information, write: Metropolitan Washington Association for
Adult and Continuing Education, P.0. Box 44044, Washington, DC 20026-4044.

Adult and Community Education Branch Division of Instruction, Maryland State

The Adult and Community Education Branch, part of the Division of Instruction, is
responsible for the establishment and maintenance of federal and state-funded programs in
adult and community education. The mission of the Branch is toc enhance and expand adult
and community education offerings in the State of Maryland. This is accomplished through
grant awards to local agencies, 1inservice and technical assistance, monitoring and
evaluation processes, research, and discemination. Program areas include Adult Basic
Education, Adult General Education, GED lnstructional programs, External Diploma Program,
Evening High School, School-Community Centers Program, the Multi-Cervice Community Centers
and Volunteer Programs. The branch office is located at the Maryland State Department of
Education Headquarters, 200 W. Baltimore Street, Baltimore, Maryland 21201.
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American Association for Adult and Continuing Education

The American Association for Adult and Continuing Education (AAACE) was founded on
J1/12/82 ut the National Adult Education Conference in San Antonio, Texas, as a result of
the consolidation of the Adult Education Association of the USA (AEA) and the National
Assoclation for Public Contiruing and Adult Education (NAPCAE). These associations served
members and the public for over 30 years and this historical consolidation has united over
6,000 members an:i subscribers.

The purpose of AAACE is to provide leadership in advancing the education of adults in
the lifelong learning process. This goal 1is achieved by unifying the professional,
developing and utilizing human resources, encouraging and using research, communicating
with the public and individual and institutional agsociation members, offering numerous
member services and publications, and otherwise furthering the multiple causes of adult
and continuing education.

AAACE's professional journal, Lifelong Learning, published eight times per year,
offers authoritative articles covering current trends and issues in adult and corntinuing
education. The journal keeps readers up-to-date on new books, innovative instructional
strategies, and practical applications of research in adult educacion. AAACE alsc
publishes Adult Education Quarterly, the major research and theory journal in the field.
Its 1in-depth articles on research and evaluation provide a vital tool for professors,
students and researchers. 1In addition, each member of the Association receives the AAACE
Newsletter, published ten times per year. The Newsletter reports on developments 1in
national and state legislation, innovative programs, conferences, job announcements and
pevple-in-the-news.

Each fall the AAACE 1in concert with a state affiliate association sponsors and
conducts the largest adult educatinn conference in the U.S. It also co-sponsors state
affiliate regional conferences, and several regional seminars and workshops.

American Council on Education

The American Council on Education (ACE), founded in 1918, 1is the nation's major
coordinating body and principal voice for postsecondary education. [t is an independent,
- comprehensive, voluntary association that is dedicated to the improvement of American
postsecondary education. In cooperation with other associations, 1t serves as the focus
of discussic. and decision-making on education issues of national importance. Composed of
more than 1,600 postsecondary institutions and national and regional organizations, ACE
has a thirty-seven member board of directors represanting the diversity of American
postsecondary education.

The Council acts as a coordinating body among national and regional education
associations, while providing national 1leadership in cooperation with others, for
improving standards, policies, programs, and services for postsecondary education;
provides national leadership on equality issues for women, minorities, and older students
in higher education; coordinates self-regulation initiatives; offers technical information
and advice on access for the handicapped; works with other associations in representing
higher education to the federal government; sponsors seminars to help presidents and other
administrators improve management and leadership; offers a fellowship program to
strengthen. academic administrative leadership, and conducts national identification
programs for the administrative advancement of women and minorities 1in higher education;
facilitates access to higher education - by evaluating and establishing credit
r« commendations for noncollegiate learning in the military, corporations, government
&iencles, labor unions, and associations; operates the General Education Development (GED)
Testing Service, which provides adults who have not graduated from high school with an
opportunity to earn a high school credential; and coordinates activities on international
education issues.
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THE INTERGENERATIONAL EXERCISL/MOVEMENT PROGRAM:
SOCIAL AND PSYCHOLOGICAL IMPACT*

Edward F. Ansello 1
Vivian B. Weiss

Abstract

Older adults in a residence wezre "partnered" with high school
students in two 12-week exercise/movement classes during Fall
1985 and Spring 1986; these used the medium of inter-
generational contact in exercise, education, inquiry and
socialization to enhance social, psychologicel, and physicel
health. Improvements were noted in elders' Affect Balance,
depression and number of physical ailments. No significant
changes were found among the adolescents. For elders benefits
of participation tended to be tied to current involvement in
the program, with some effects measurable l4 weeks later in a
post-posttest. The effects of the program on adolescents may
have been mitigated by the deaths of onme elder in each of the
two series. Recruitment, procedural and evaluation strategies
learned are offered for the conduct of intergeneratiomal
programs.

PROBLEM

Adolescents and elders are cften outside the mainstream of American activity.
Socially, economically, politically, they inhabit the margins of a society centered on
productivity. Kot surprisingly, the young and the old have little meaningful interaction
with each other. Children mature into adolescence with stereotypes and indirect
experience substituting for contact in shaping their attitudes about aging and elders.
Advanced age often brings physical and social impediments to involvement in everyday,
intergererational activity. Planned intergenerational programs attempt to bridge the gap
and to redress presumed seunses of isolation, aloneness, and not “mattering" among these
marginal inhabitants (Mothner, 1985; Struntz & Reville, 1985). Good mental health at any
age is assumed to depend upon feeling useful (Heschel, 1966; Rosenberg & McCullough,
1981).

The goal of this intergenerational program was to promote an increased feeling of
matterfng, mutual understanding and life satisfaction among participating teemagers and
older adults. The basic objectives of the program were to: 1) provide opportunity for an
on-going relationship in which elders and adolescents could pexform a helping role and
come to better understand each other (relationships); 2) provide information cbout
physical and psycho-social needs and limitations of older adults (cognitions); 3) teach
adolescents to lead exercises appropriate for the abilities and limitations of their older
adult "partners” (activity).

#This project was supported by the United Jewish Endowment Fund, United Jewish Appeal
Federation of Greater Washingtowu.

lgaward F. Angello, Acting Director, Center on Aging, The University of Maryland,
College Park, Maryland, 20742.

Hivian Weiss, Faculty Assistant, Center on Aging, The University of Maryland.
1
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METHODOLOGY

OQutreach

The project focused on Jewish-affiliateq youth attending either the Jewish Day School
(JDS) or several public and private high schools within a 15-mile radius, and upon
residents of the Revitz House, a high-rise dwelling for the elderly on the grounds of the
Jewish Community Center. In the ideal, JDS students would be paired in activities with
residents of the Revitz House only 1/4 mile away. It was soon clear that, even though we
had identified our target populations, we would have to arouse their interest, enthusiasm
and desire to participate, appealing to each population differently through recruitment
techniques that included flyers, demonstration of aging-adapted exercises, and a
combination of demonstration and lectures on aging processes and intergemerational
relationships,

Subjects

As a result of these Tecruitment strategies, we obtained 38 elder and 50 adolescent
volunteers, each of whom was randomly assigned to experimental or control conditions,
Experimental status meant participation in elder-teen partnerships for a l2-week program
of 90 minutes a week of "classes" comprised of exercise/movement, education about health,
aging and social processes, and intergeneratiomal gocial interaction; plus outside oral
history inquiry. Adolescent members of the control group participated during the Fall in
an age-homogeneous physical education class in their high school, and older adult control
group members were placed on a waiting list during the Fall for the Spring program,
Unfortunately, for our study, 15 of the Fall's 19 adolescent controls spept the following
Spring in Israel and, conSequently, neither participated in the Spring class nor
completed a post-test questionnaire before their departure, Fortunately, during the
Spring class we were able to add a zmall group of Jewish Day School gym class students (n
= 5) to serve as study controls. Because of the overall small number of adolescent
controls, we combined the Fall and Spring elders' groups and the Fall and Spring
adolescents’ groups to serve experimental and control conditions; so our net numbers were:
26 experimental and 12 control elders, 26 experimental and 9 control adolescents.

About 847 of tihe older adult residents of Revitz House who participated in this
project were female, with an average age of 81 Years, Over two-thirds were born outside
of the U.S., and nearly 807 were widowed or otherwise without spouse, About two-thirds of
the adolescent student participants were female, primarily from the eleventh grade,
followed by the temnth and twelfth grades. Less than fifteen percent were foreign born and
close to 85 percent lived with both of their natural parents.

Procedure
-_——tnc

We took weekly assessments of progress in relationships, cognitions and activity; in
addition, all participants received a battery of tests at the beginning and end of each
series, with the Fall participants being retested at the end of the Spring program in
order tc asgsess duration of effects. The battery of tests, administered individually to
elders and in groups to adolescents, was comprised of: an extensive demographic survey,
the Life Satisfaction Index-p (LSIA), the Center Depression Scale (CES-D), the Affect
Balance Scale (ABS), a physical health check-list, a project team-constructed attitude
test, and a single question on social satisfaction. We employed a double-blind research
technique wherein the University of Maryland's Department of Epidemiology supervised and
conducted all pre~- and post-testing and analyses. Project staff conducting the program
were not informed of findings until after the second series of l2-weeks.

Weekly programs began esch Wednesday at 3 o'clock. Each session included 15 minutes
of szocialization, 40 minutes of teacher-led exercise, 10 minutes of adolescent-led
exercises, 20 minutes of discussion led by a guest speaker or instructor. Each session
highlighted a particular aspect of health, exercise or life-span well-being; for instance,
body language, exercise for flexibility, nutritional needs as we age, breathing and
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breathing enhancement, and cardiovascular workout/cool down. Guest speakers discussed
intergenerational relatioms, psycho-social processes of aging, and media poritrayals. 1In
addition, at least one weekly session focused on conducting an oral history, a requirement
of adolescent participants.

Dependent Measures

Q

ERIC
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Life satisfaction. To measure the life satisfaction of both the older adults aug
adolescents, we employed the Life Satisfaction Index-A (LSIA) of Adams (1971), a
self-administered inventory developed for use with adults aged 50 years and older. Since
the LSIA was developed for use with older adults, some items were changed on the
adolescent questionnaire in an attempt to make the scale more appropriate for teenagers.

Emotional well-being. We used two instruments t> assess emotiomal well-being: the
Center for Epidemiological Studies Depression Scale | CES-D) and the Affect Balance Scale
(ABS). Designed for use in general population surveys, the CES-D comnsists of 20
statements that describe feelings and behaviors. The ABS is essentially three scales--ome
measuring positive affect, one measuring negative affect, with the sum of the absolute
value of these two scales indicating overall happiness.

Physical health. We employed two different types of health status measures. The
first consisted of & checklist of 18 common ailments (e.g., frequent headaches, swollen
ankles, constipation, trouble sleeping). The "yes" responses were summed to give a total
reported ailment score. The gecond measure comprised a single item regarding the
respondent's personal health rating of excellent, good, fair, or poor.

Attitude changes. We developed 21 true-false statements regarding attitudes about
self (e.g., "1 can do anything I set out to do") and attitudes about teenagers and older
adults (e.g., "many older adults are sad ana depressed", "teenagers can't get much out of
talking to an older adult"). After examining response distributioms, we retainec only 13
statements for the older adults and only 12 for the adolescents.

Social satisfaction. Satisfection with amount of sccial contact was assessed by a
single question which asked respondents to indicate whether they felt completely, very,
moderately, slightly, or not all satisfied with the amount of contact they had with their
friends and relatives.

RESULTS

Relationships. The outside-class oral history portion of the project was particularly
effective in bonaing relationships between the young and old. Unfortunately, ome elder
partner died during each of the l2-week sessions, but even these losses were lessons.
During the Spring the adolescent partmer of the only elderly male revealed to us that he
had been uncomfortable about doing the oral history, until the two actually started on it.
He told what a fascinating life this man had led in spite of difficult passage to this
country, lack of language facility, minimal education and Severe poverty. The old man
died a few weeks later. His young partner expressed deep condolences to the family, gave
them a copy of the man's oral history, and let them know he had become a real friemnd. He
did not attend several of our cessions after that, later explaining that the death had
made this difficult for him. When he did return, we all discussed how fully the man had
lived his life until the day he died, and how fortunate he was not to have a lingering,
agonizing end.

Cognitions. FParticipants achieved the second objective in several ways, €.g., by
learning to exercise various muscle groups and through a developed body awareness. They
moved arms, legs, back and head to improve balance, endurance and cardio-vascular
strength. They learned to give a less stressiul workout when muscles and bones are older,
while stretching and toning to the fullest extent possible from the safety of a seated
position; and to use imagery and massage to help people release tension from shoulders,
jaws and neck, sites where people often suffer from tight muscles, etc.

-
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Activity. As the students became comfortable leading three-minute exercise segments
their leadership improved. At the beginning they learned to progress from head and upper
body movement through torso to feet., Next they learned to progress from simple to more
complex movements and later incorporated concern for aging joints and back, still mindful
of the need to exercise those parts as fully as possible for continued mobility.

Battery of Tests. To test the influence of an exercise/movement class on the life
satisfaction, social satisfaction, emotional well-being, physical health, self attitudes
and attitudes toward teanagers or older adults, several analyses were performed,

I. Elders. First, Fall class participants (n = 12) were compared witk the control
group (n = 12) of older adults. Change scores were computed on each of the dependent
measures except the attitudes items, and participant and control change gcores were
compared and tested for significant differences. Only change in negative Affect Balance
Score and change in total Affect Balance Score were significantly different (p < ,02)
between cases and controls. Class participants reduced their negative Affect Balance
one-half point, whereas the controls increased their negative Affect Balance by
three-quarters of a point. A subsequent analysis of variance of case and control
post-test scores with pre-test scores as covariants, showed that group (class membership
vs. non-membership) significantly (p < .03) contributes to the explained variance of the
negative ABS post-test score (increasing R2 by ,10) and nearly significantly (p = ,056)
contributes to the variance of the absolute ABS score. Neither life satisfaction,
depression (CES-D), positive affect, physical health nor social satisfaction appear
influenced by group participation, whether examining change scores or post-test scores
controlling for pre-test scores,

A second set of analyses for older adults combined surviving and heslthy Fall and
Spring class participants (n = 22) to increase sample size and the likelihood of
demonstrating a treatment effect (provided ome exists). Pre- and post-test mean scores
for class participants were compared on all dependent variables except the attitude
measures. While no significant differences were uncovered, mean CES-D score decreased a
full point (p = .10) and mean total number of physical ailments reported decreased by .3
(p = .09). Also, all differences between pre- and post-test scores on all measures,
although not significant, were in the anticipated positive direction. With regard to the
13 attitude statements, no significant changes between pPre-test and post-test in percent
agreement were found; attitude changes were generally in the desired direction.

The last set of analyses involving the older adults focused on the endurance of any
class participation effects, Even though few significant changes occurred between pre-
and post-test, the continuation of any trends witnessed or the reversal of such trends can
be examined, Unfortunately, the number of cases available for this delayed examination of
effects 14 weeks after the initial post-test was reduced from twelve to eight due to two
refusals, one respondent who was too ill and one who had memory lapses. T-statistics were
computed comparing post-test and second post-test means. Findings are mixed. Social
satisfaction and perceived health appear to continue to improve even though the total
number of reported ailments continue to increase. Regarding affect balance, improvement
or no change occurred on all three measures immediately following the exercise/movement
class with a return to baseline scores three months after the class ended. Both life
satisfaction and depression appear to get worse at the time of the second post-test.

II. Adolescents. For the first set of analyses change scores between pre- and
post-tests were calculated for the LSIA, the CES-D, the negative, positive, and absolute
value ABS,the number of reported ailments, perceived health status and social
satisfaction, Exercise/Movement class participants and gym class controls were then
compared on the basis of these change scores, Change scores for the two groups do not
vary significantly form one another except regarding perceived health, Class participants
Teported virtually no change in health status, while controls reported poorer health. An
analysis of variance of case and control post-test scores with pre-test scores as
covariates does not demonstrate any effect of group on post-test values for any of the
dependent measures examined above including perceived health. These findings, together
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with an examination of baseline group means for perceived health, suggest that the
apparent differences in change scores are likely the result of pre-test group differences.
Thus, participation in the exercise/movement program does not appear to have significantly
influenced adolescent veluet on any of the factors measured.

Thke second set of analyses focused solely on the exercise/movement class participants;
it involved comparing pre-tea% and post-test group means on all the dependent measures
except the attitude ltems, and comparing percent agreement with the attitude statements
before the class versus after the class. Post-test values on all measures vere not
different from pre-test values.

DISCUSSION

The small numbers of participants, exacerbated by the unexpected loss of many
adolescent controls, render this project a pilot study for quantitative analyses purposes
and reduce the likeclihood of demomstrating treatment effects. Even so, the two series of
intergenerational programs produced some significant quantitative and several significant
qualitative results. Certainly, there was meaningful progress in our three objectives of
relationship, cognitions and activity. Some partners continue their contact these several
months later.

At the Same time, the study demonstrated a constant threat to this type of
intergenerational programming, the frailty and deaths of elderly participants. As a
group, the Spring elders were seven years older than their Fall counterparts, and were
much wore frail. This vulnerability may have mitigated the effects for the elders of the
exercise/movemint program, and affected relationships with adolescent partners; relatedly,
there was more absenteeism and cynicism by Spring elders. These may well have offset
developing gains among the adolescents. It is more than likely that deaths in each of the
two series offset adolescents' gains in e¢motional well-being and attitude measures. As &
result of these and other experiences, we would recommend that prospective
intergenerational programs of lemngth, consider several guidelines:

(1) Carefully screen elders for positive outlook on life, alertness, &and health; (2)
Allow extra time for recruitment because of relatively low interest levels vy elders and
competing commitments among teens; (3) Select a meeting site that is mutually accessible
to both age groups, well-ventilated and architecturally suitable for physical movement;
(4) Conduct separate orientation sessions for elders and adolescents prior to the start of
the program to outline goals &nd objectives; (5) Obtain continuous evaluatiom of and from
all participants during each session; (6) Vary the weekly format, usaing one master
teacher, different exercises, and an array of guest speakers; and (7) Confer with school
authorities to help promote the program, solicit curriculum development, and explore means
of encouraging student participatior, such as academic credit for involvement.
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KNOWLEDGE AND ATTITUDES OF HEALTH CARE PROVIDERS TOWARD
SEXUALITY IN THE INSTITUTIONALIZED ELDERLY

1
-~ J. Conrad Glass, Jr.
Lois R. Carter
R. David Mustian

Abstract

The major purpose of thisg study was to determine the knowledge
and attitudes of nursing home caretakers toward elderly sexu-
ality. A second purpose was to determine “he extent to wl.ich
certain sociodemographic and institutional factors were asso-
ciated with the caretakers' knowledge and attitudes toward
elderly sexuality. Implications of these findings for practice
are explored in this paper.

Myths, stereotypes, and taboos have surrounded the subject of sex in older adults. The
literature dealing with aging seems to suggest that society possesses negative perceptions
regarding the elderly engaging in sexual activity. These negative feelings appear

to be even more pronounced for the institutionalized elderly. staff and employees

in homes for the aged, nursing homes, extended care facilities, mental hospitals, and
other total care institutions tend to perceive the elderly as sexless. Many administrators
are fearful they will not be able to . ntrol private sexual activity; so they attempt

to desocialize, discourage, Punish, and ridicule any display of compassion and sensuality
among the residents of these institutions (Rubenstein, 1978). Wasow and Loeb (1975,

P. 162) found that nursing home staff are frequently distressed and do not know how

to handle sexual inquiries and acting-out behaviors: "Traditionally it has been

viewed as something that should not be there, and if it is there it should be eliminated,
controlled, and defeai2d."

Attitude toward sexuality of the elderly appears to be especially important for those

who care for the aged. It is believed that inhibitory environments are likely to resuit
from the negative attitudes of caretakers (LaTorre and Kear, 1977). In addition, negative
attitudes and environmental restraints may do more than restrict sexual behavior.

It is theorized that the sexuality of the older adults and their self-esteem are clcsely
related. The active discouragement and restriction of sexual behavior may lower one's
self-esteem and produce self-deprecatory beliefs (.aTorre and Kear, 1977).

In addition to negative attitudes, the professional nurse and other less highly trained
caretakers are, by and large, unprepared knowledge-wise in the fields of sexuality
and gerontology. Most nurses, even in their nursing degree programs, have not had
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the eductional opportunities to acguire the knowledge and gkills to provide adequate
health care for older patients with sexual concerns. It appears that nursing schools
only give token support to including either gerontology or sexuality in the curriculum
(Mims and Swenson, 1978).

The interrelationship of sexual knowledge and attitudes is documented by a few studies.
White (1982a) found the frequency of sexual activity among residents, as reported by
both residents and staff, correlated positively with staff attitudes. In addition,
White found that staff and residents with a greater knowledge of sexuality and aging
tended to have more positive attitudes. The studies by White and Catania (1982) and
Hammond (1979) revealed that increased knowledge about sexuality and aging through
education tended to result in more permissive attitudes in nursing home staff gerontology
students, nursing home residents and their families. McContha and Stevenson (1282)
confirmed this hypothesis when they observed that nursing home aides with a greater
general knowledge about aging tended to have more permissive attitudes- toward sexuality
of the elderly. Mims and Swenson (1978) feel that the ab’lity to provide meaningful
sexual health care is highly correlated with sexual knowl/ .dge and positive attitudes.

Since accurate knowledge and positive attitudes of the caretakers in long-term care
facilities appear to be essential in providing optimal patient care, it seems important
to get some measure of the current knowledge and attitudes of health care providers

who work in such facilities. "Systematic research on attitudes of nursing home staff
toward sexual expression by older residents is sparse and of recent origin (Stevenson
and Courtenay, 1983, P. 4)." The research project described here is cne attempt to

get some measure of the current knowledge and attitudes of one group of health care

providers. Such information should be useful data for persorns concerned with the education
of these individuals.

Specifically, the present study was concerned with the following objectives:

1. To ascertain the health care providers' knowledge about sexuality and their
attitudes toward sexuality in institutionalized older adults.

2. To ascertain if there is a relationship between the health care providers' know-
ledge ahout sexuality and their attitudes toward sexuality in institutionalized
older adults. :

3. To ascertain if certain sociodemographic characteristics (age, gender, race,
marital status, job position, education, nursing education, religious denomination,
and religiosity) of health care providers are related to their attitudes and
knowledge about sexuality in institutionalized older adults.

4. To ascertain if certain institutional factors (length of time the nurse has
been a geriatric caretaker, time_ in current position, and whether or not the
nurse has been involved in gerohtology continuing education courses in the past
three years) are related to the health care providers' attitudes and knowledge
about sexuality in institutionalized older adults.

METHODOIL.OGY

One of the most populous counties in North Carolina was chosen as the research site.
The North Carolina Board of Nursing furnished the names, addresses, and Directors of
Nursing of all the skilled care nursing homes in the county (seven). Contact was made
with the Administrator of each home; and a personal conference was scheduled with each
Administrator, at which time the research project was explained. Five Administrators
granted permission to conduct the study in their institution. The Directors of Nursing
or the Inservice Coordinators were contacted by phone and then wi fh a follow-up letter
and visit. Questionnaires were distributed to these individuals .ad they administered
them to the health care providers at the end of a regular staff conference. The health
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care providers, who consisted of nursing assisténts, licensed practical nurses, and
registered professional nurses, were given time to answer the questions at the end

of the meeting. A total of 60 questionnaires were collected. Three of the questionnaires
were disrarded due to incomplete answers, leaving 57 usable forms for analysis,

The Aging Sexual Knowledge and Attitudes Scale (ASKAS), developed by White (1982b),
was used to measure the knowledge and attitudes regarding sexuality in older persons.
The ASKAS is a 6l-item questionnaire which is designed for either paper-and-pencil
administration (used in this study) or a personal interview. The non-technical language
" is intended to be used with persons possessing a minimum of some high schoo-. education.
The first section consists of 35 items dealing with knowledge about aging sexuality.
-Respondents can answer "true," "false," or "don't know" for each item. In this study,
one point was assigned to a correct answer and two points were given to an incorrect
or "don't know" answer; therefore, the scores could range from 35 to 70. Persons who
Scored 35-46 were considered "most knowledgeable, " 47-58 were "moderately knowledgeable, "
and those who scored 59-70 were considered to be "least knowledgeable." The second
Section of ASKAS consists of 26 items which measure attitudes toward sexuality in the
aced. White used a seven-point Likert scale. For this study, a five-point scale was
used with the answers ranging from "Strongly Disagree" to "Strongly Agree." "No Opinion"
was the mid-range. Scores could range from 26 (permissive attitude) to 130 (restrictive
attitude). Scores 78 and above were considered "restrictive" and scores below 78 were
considered "permissive" in this study. A demographic data sheet was used to gather
information regarding the sociodemographic and institutional variables.

The Pearson Product-moment Correlation Coefficient was used to analyze the data at
a .05 level of significance.

FINDINGS ZND DISCUSSION

The health providers in this study had a mean - nowledge score of 53.04 out of a possible
70 indicating they were "moderately knowledgeakle® about sexuality of older persons,

as measured by the ASKAS. In terms of their attiicdes, th: providers had a mean score
of 121.89 out of a possible 130. This would seem to indicate that the health providers
were highly restrictive in their attitudes toward the sexuality of the elderly. This
finding about attitudes supports the earlier studies regarding nursing home staff

(Wasow and Loeb, 1979; Falk and Falk, 1980).

The findings of this study indicate a sigaificant inverse correlation (r=-.30) between

the knowledge scores and the attitude scores. As the knowledge about the sexuality

of the elderly increased, permissive attitude toward the sexuality of the aged decreased.
Another way of saying this is that more knowledge is related to more restrictive attitudes.
This finding does not support the findings of some earlier research (White, 1982a;

White and Catania, 1982; McContha and Stevenson, 1982).

Only two demographic variables were significantly related to the knowledge of the providers
toward sexuality of the aged--religiosity (.29) and education (-.34). BAge, gender,

race, marital status, religious denomination, position, and nursing education were

not significantly related to knowledge. Religiosity in this study was measured by

having the respondents rate themselves as to how religious they felt themselves to

be. Based on their rating, persons who expressed greater religious convictions possessed
more Kknowledge about elderly sexuality. 1In the scoring used in this study, a high

score for education indicated a higher level of education, while a low score on the

ASKAS meant the individual had greater knowledge regarding tie sexuality of older persons.
Thus, it appears that the more knowledge the provider possessed about the sexuality

of the elderly, the more formal education he/she had received. This finding is not

a surprise, for one would expect nurses with more formai education to be more knowledgeable
(including sexual knowledge) than nurses who had finished fewer years of schooling.

Three significant correlations were found between sexual attitudes about the elderly
and the sociodemographic variables of this study--position (.55), education (.43),
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and nursing education (-.39). Providers who had attained a higher level position tended
to have more restrictive attitudes toward the sexuality of older adults. Persons who
have higher positions usually have greater responsibility for the overall operation

of the skilled care nursing home, and one might expect these individuals to feel a

sense of responsibility and duty to the other residents and family members of the residents.
Such reasoning could account for the more restrictive attitudes which tended to be

held by those persons holding the higher positions of leadership. This reasoning is
supported by Steffl (1975). More restrictive attitudes were associated with a more
advanced level of general education. This finding contradicts the earlier works by
McContha and Stevenson (1982), Wasow and Loeb (1975), and White (1982a). 1In contrast

to the finding regarding general education, attitudes of persons in the current study
tendew to be more permissive as the level of nursing education increased. This conclusion
supports Damrosch's (1981) results which indicated more permissive sexual attitudes

as the level of nursing education increased. It is difficult “o explain why the attitudes
of the persons in this study tended to be more restrictive as the general educational
level increased and tended to be more permissive as nursing e€ducation levels increased,
but it is certainly a factor which warrants further study.

There was not a significant relationship between knowledge about aging sexuality and

the time the health provider had been with the elderly; however, there was a significant
relationship between knowledge and time in current position (-.30) and continuing education
( .30). As tenure in a particular position increased, it appears that the providers'
knowledge base about elderly sexuality increased. On the other hand, increased participation
in continuing education tended to be related to less knowledge about the sexuality

of older adults. It is difficult to explain these two relationships. It could be

that as one stays in a particular position for a length of time he/she may, through

one's personal experience with older adults, gain greater knowledge regarding elderly
sexuality. Even though the caregivers' continuing education experiences may not have

been concerned with aging sexuality, it still is difficult to explain why increased
participation in continuing learning experiences is related to less knowledge. This

is certainly different than one might expect. This issue warrants further study.

In contrast to this last finding, the number of continuing education = .eriences in
which the health providers had participated in the last three years was related (-.32)
to the providers' attitudes about sexuality in older persons. With an increase in
participation in continuing education activities, it seemed that the providers had

less restrictive attitudes toward the sexuality of the elderly. Length of time working
with older persons and length of time in current position were not significantly related
to the providers' attitudes.

IMPLICATIONS

The health providers in this study were moderately knowledgeable regarding the sexuality
of older persons, but they were highly restrictive in their attitudes toward elderly
sexuality. The degree of knowledye possessed by the caretakers about the sexuality

of the aged did appear to be related to restrictive attitudes. While this finding

was surprising given the previous research; generally, the providers having the most
knowledge were those individuals who were the supervisors or administrators. Coupled
with this was the finding of a significant relationship between the position the providers
held and their attitudes toward the sexuality of older adults; namely, persons who

held more responsible positions may be especially concerned about how smoothly the
institution functions, and, therefore, are sensitive to how sexual expression by the
elderly can create potential problems for the institution, both among the other residents
and the families of the re:sidents.

It would appear that one implication of this study would be to initiate learning oppor-
tunities for nursing persons to acquire greater knowledge about sexuality in older
persons. It would seem that these individuals need more than a "moderate knowledge”
about this subject. It appears that nursing education has slighted both the subjects
of human sexuality and gerontology in its curricula. It appears that an understanding
of aging sexuality is needed. In addition to an understanding of the knowledge of
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aging sexuality, it seems that attention in the curricula also should be given to helping
nurses develop more positive attitudes toward sexuality in older adults. In addition,

it appears that workshops designeqd to help nursing home supervisors develop more positive
attitudes toward sexuality in older individuals wouid be appropriate.

More studies are needed with regard to elderly sexual needs and behavior, as well as
attitudes and inowledge of caretakers and their influence on the care and quality of
life of the aged. "The question remains as to the extent of the problem, the causes
of the problem, and the appropriate solutions. Thus, it wonld appear that the issue
of sexual activity is important to consider in the institutional living environment
of older persons (White, 1982a, p. 16)." '
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USING COMPUTERS FOR ADULT LITERACY INSTRUCTION

Ennice N. Askov
votnie Maclay
Avis Meenan

Abstract

The development of the Penn State Adult 1literacy
courseware 18 described. Research results from using
the courseware in correctional setting &re summarized.
A national project, funded by the Gannett Foundation,
to infuse technology into adult literacy programs is
described.

DEVELOPMENT OF THE PENW STATE ADULT LITERACY COURSEWARE

Computer—-Assisted Instruction (CAI) courseware for beginning adult readers was
developed during the 1984-86 fiscal years with funding from the Pennsylvania Department
of Education, Chapter I and 310 Adult Basic Education Special Projects. This courseware
uses a "whonle word" approach with some word building activities in teaching 1,000 high
frequency znd functional words to adult beginning readers. The goal is expanded word
recognition for adult non-readers. The courseware is intersctive, branching and
responding to the user's answers and needs. The courseware runs on an Apple IIe
microcomputer with two disk drives, color monitor, printer, and a speech synthesizer
(Echo GP). The courseware consists of 28 double-sided disks which deliver the
instructional program and record student responses.

The courseware begins with a module on computer usage, especially acquainting the
student to the speech synthesizer, the commands, and che letter/number keys. Reading
vocabulary has been divided into two categories: picturable and non-picturable words.
These are further divided into groups of ten words (or word sets) in a lesson.
Picturable words are introduced with a graphic while non-picturable words are introduced
using short selections on a variety of topics. The words are taught in context using the
speech synthesizer with multiple choice and completion exercises to practice recognition
of the target words. Games are used to reinforce the acquisition of new vocabulary. A
specially designed word processor with word bank allows the student to practice using the
vocabulary in his/her own compositions which may be printed.

Words frequently found on application forms of all types are taught. The student
practices this vocabulary by filling in an application form with his/her own data which
may be printed as a reference. Another module provides practice in word building with
consonants being added before common word families (such as 253).

The student is pretested before each lesson with 90 percent set as mastery level.
If mastery is not attained, the student is directed to the instruction and games to help
him/her learn the vocabulary. The student is posttested upon completion. Five forms of
each test exist. The courseware uses branching to permit reinforcement. An elaborate
record-keeping system records and analyses responses, number of attempts, and response

1Eunice N. Askov, Connie Maclay, Avis Meenan, Institute for the Study of Adult Literacy,
The Pennsylvania State University, 203 Rackley Building, University Park, PA 16802
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time. A file editor disk allows the instructor to monitor a student's progress as well as
enter new material to supplement the courseware.

A statewide evaluation study in parent literacy programs is being conducted in 1986~
87. Low-literate parents of children in Chapter I programs are eligible to learn to read
using the courseware. Effects of the intervention is being carefully measured and
documented. Instruction is being carried out by the Chapter I teachers with 1loecal
literacy councils assisting with recruitment. Technical assistance and teacher training
is being offered by project staff.

EVALUATION OF THE PENN STATE ADULT LITERACY COURSEWARE
IN A CORRECTIONAL SETTING

An evaluation conducted during 1985-86 in a correctional 1institutior indicated
significant gains in word recognition, the time needed to recognize a word, and reading
level (as compared to those taught by traditional methods.) Retention of vocabulary after
a ten-month period of no intervention wss at appro:imately 90 percent.

The subjects were eleven men from the Rockview State Correctional Tnstitution at
Bellefonte, Pennsylvania. These men were functioning below a third-grade reading level
and were enrolled in Adult Basic Education classes at the prison. A single-subject
multiple baseline design was used to evaluate the effect of the intervention across
different word sets. Two forms of data were collected: number of correct responses on a
thirty-item pre/posttest and the average amount of time required for a correct response.

It was hypothesized that the number of correct responses would increase while the response
time would decrease.

The data from the study demonstrated that for all eleven subjects both of these
changes did occutr. Ten of the men completed work on three word sets while the eleventh
man completed only two word sets. In 811 of these instances, the data confirmed the
hypotheses of the study.

NATIONAL PROJECT TO INFUSE TECHNOLOGY
INTO ADULT LITERACY PROGRAMS

The Adult Literacy and Technology project is funded by the Gannett Foundation and
coordinated by the Institute for the Study of Adult Literacy at The Pennsylvania State
Uriversity in behalf of the national Steering Committee on Adult Literacy and Technology.
It is an attempt to answer the needs of adult literacy practitioners for information

concerning present and potential applications of technology. The project has two basic
missions:

1. Communication among educators about uses of technology and communication to the
general public, especially business, to enlist support for technological
applications in adult literacy.

2. Training for individuals working in adult literacy, including paid teachers,
volunteer tutors, administrators, and counselors, in the uses of technology for

instruction and program management.

To fulfill the goals of each mission, several projects have been planned for
implementation in 1987. These are:

1. Training

A. Technical assistance--consultants will be chosen for their expertise in
using technology in person and over the phone to practitioners.

12



B. Training of consultants—-a subcontract will be awarded to provide a training
session and on-going consultation for comsultants in order to provide a
commonality of experience.

C. Training package—-a subcontract will be awarded to develop a videotape and
print materials to demonstrate uses of technology in adult literacy.

Communication

A. Software evaluation--a subcontract will be awarded for the purposes of
evaluating current software and to develop a syscem for on-going evaluation.

B. National Conference--a conference will be held in early June 4-7, 1987, at
Penn State to provide a format for sharing information about uses of
technology in adult literacy.

C. Technology Network--a quarterly newsletter, Tech Talk, will be published to
share informztion on technology in adult literacy programs.

In addition, the project will endeavor to promote use of the electronic
bulleting board, Litline.

D. Evolving Technology--new forms of technology such as interactive video and

voice synthesizers, will be monitcred for possible applications to adult
literacy. '

13



MEASURING ADULTS' ATTITUDES TOWARD COMPUTERS:
AN TNITIAL INVESTIGATION

Marcia A. Delc urt1
Linda H. Lewis

Abstract

This paper describes the construction of an instrument for
measuring the attitudes of adult learners towards computers.
Since behavior is considered to be a function of one's
attitude regarding a specific situation, this research was
conducted to learn more about the feglings and perceptions
that adult learners have about the new technology.

Anecdotal accounts and war stories abound that suggest adults are computer anxious. The
term 'technophobia' has been bandied about in educational circles to characterize one's fear
of the new technologies. The use of such an epithet is underscored in feature articles in
newspapers and magazines that sensationalize the phenomenon:

"Fear and Loathing at the CRT!"
(Desktop Computing, November, 1983)

"The Curse of Computer Anxiety"
(Real Estate Today, 1984)

"Do Women Resist Computing?!
(Popular Computing, January, 1983)

"Help for Technophobes'
(Ms. Magazine, January, 1985)

"How to Conquer Fear of Computers"
(Business Week, March, 1982)

""Computerphobia: Modern Malady Spawns
New Industry Offering Cure"
(L.A. Times, 1986)

Is computerphobia a real and widespread phenomenon? Are there differences in adults’
attitudes towards computers based on selected variables such as age, sex, and educational
level? 1Is there an unnatural degree of fear which can sericusly inhibit one's ability to
deal rationally v .th the idea of computers or to learn how to use one?

The original instrument measuring attitudes toward computers was revised and expanded to
include a measure of anxiety. The new scales were reviewed by teachers and students in the
target population. This included three classes of currently enrolled adult basic education
students as well as instructors in two ABE programs. The resultant instrument contained 21

Marcia A. Delcourt, Lecturer, Bureau of Educational Research, University of Connecticut,
Storrs, CT 06268

2Linda H. Lewis, Associate Professor, Department of Educational Leadership, Urniversity
of Connecticut, Storrs, CT 06268

14




statements (6 negatively stated and 15 phrased positively). The first three categories
were composed of five items each and six items described the final classification. A Likert
scale with a 5-point response format was chosen, utilizing descriptors ranging from "strong-
ly agree" (5) to "strongly disagree'" (1).

The pilot instrument, Adults' Attitudes Toward Computers (Adult ATC), consisted of thke
following four categories: General Interest (enthusiasm or lack of it regarding computers);
Usefulness (the idea that computers are .helpful); Action-orientation (intent to use a com-
puter in the near future); Anxiety (apprehension about or fear of using computers). Sample
item stems from each of these categories include: (1) "I am interested in ccmputers'; (2)
"I will need to learn how to use a computer in the future"; (3) "I would like to sign up for
a class that uses computers'; and (4) "I am unsure of myself around computers".

Construct Validity

Sample. A pilot study was conducted in an undergraduate education course at a univer-
sity in Southern New England. The sample included 13 females and 23 males with a variety
of experiences in using computers. Due to the unequal number of males and females, no
attempt was made to compare responses based upon gender. This sample was chosen for its
representativeness of adult learners. Subsamples for this study will be sought in the next
phase ¢f instrument analysis.

Principal Component Analysis (PCA)

A PCA using Kaiser's criterion revealed a four component (components will be referred to
as "factors") solution which accounted for 69.2% of the variation in the set of 21 items.
Both the oblique and varimax rotations revealed that factors ore (General Interest) and three
(Action-orientation) overlapped considerably. It was also cdetermined that item eight (*'com-
puters can be used to help me learn new skills'") on the Usefulness scale should be rewritten
or deleted.

The PCA was reanalyzed after excluding the Action-orientation category and item eight.
Three meaningful factors were generated which explained 71.3% of the variance in 15 items.

Factor I which is identified as General Interest, pertains to the enthusiasm displayed
when one considers the topic of computers. Subjects responding favorably to this factor
would enjoy working with a computer and express interest in finding out more information
about computers.

Factor II reflects perceived Usefulness of the computer. Respondents indicate whether
or not they agree that computers would be helpful to them in the future.

Factor 1II, Anxiety, describes a subject's lack of confidence or fear of using a com-
puter. Respondents with a high degree of anxiety indicate that they are uneasy around
computers and are afraid to use them.

A landmark study by Booz, Allen and Hamilton, Inc., a management consulting company,
suggests that one-third of all knowledgeable workers will be wary of the computer termiral
rather than receptive to it (Business Week, 1982). Their research indicates that it is not
age, per se, that is a variable in one's attitude toward computers but rather tenure in one's
job. The longer an individual has spent with a company/organization, the more likely he/she
is to resist computers than a person the same age who has changed jobs. Still others suggest
that computerphobia is a middle class phenomenon which has been created by sensation-
mongering journalism and has little basis in reality {Training, 1984).

Participant observation and daily interactions with a variety of adult constituencies
allow for the identification of several observable and definable positions that people take
with regard to computers. Some adults are aware of the technology but haven't as yet
decided to take advantage of it. Others feel that computers have no advantage eor relevance
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for them personally or professionally. Still others reject the hardware based on everything
from the cost to the impersonal qualities of the technology. Conflicting voices, some
negative and some positive, suggest that an interral debate goes on within the minds of many
individuals as they grapple with the fact that if they can't adapt to the new technology,
they will be left behind. The counterpoint to the aformentioned perceptions about computers
is reprecented by highly motivated adults who are excited about the technology and who want
to learn about and use computers as soon as possible.

INSTRUMENT DEVELOPMENT

Content Validity

The purpose of this research was to develop an assessment tool which could be used to
measure attitudes of adults toward computers. Since behavior is considered to be a function
of one's attitude regarding a specific situation (Triandis, 1971), this study was conducted
to learn more about the feelings and perceptions that adult learners have about the new
technology.

Several approaches were used to collect information prior to actual item generation.
Severy {1974) describes three ways to conceptualize the nature of an attribute and to gather
appropriate data. ''This conceptualization can spring from a theoretical foundation, from a
practical knowledge of the situation, or from interaction with other experts regarding the
attitude" (p. 6). With this in mind, the measurement of adults' attitudes toward computers

-was based upon three categories of information: a 15 item instrument called Attitudes
Toward Computers (ATC) (Delcourt, 1985) which was designed for use with middle school
students; articles and curriculum guides; and interviews with teachers and students.

A major objective of the study was to construct an assessment tool which would be
applicable to a variety of adult attitudes and experiences. A subgoal was to develop a
questionnaire that could be used with individuals of varying levels of educational attain-
ment and socio-economic status. This aspect of instrument development presented specific
problems with respect to item readability, limiting the vocabulary selection.

Reliability

An internal consistency reliability estimate of .87 was found for the entire survey.
Reliability estimates for each of the three retained factors were .88 (General Interest),
.82 (Usefulness) and .93 (Anxiety). These are satisfactory coefficients since an attitudinal
measure with at least a value of .70 is acceptable (Gable, 1986).

SUMMARY OF INSTRUMENTATION

Validating an instrument to reflect an attitude is an “unending process" (Nunnally, 1978,
P- 87). The results of the Principal Component Analyses and the reliability analyses
described earlier in this paper provide some evidence for supporting the validity of the
Adult ATC. Since this was only an initial investigation, further studies are rezommended.

Additional research is needed to discov~r the applicability of the scales to other
adult samples and to examine the relationship between this instrument and other criterion
variables. It is also recommended that the Usefulness scale be revised since one item was
deleted and other items appear to overlap within the scale. '

Research is presently being conducted to establish the stability reliability of the
Adult ATC with respect to a group of adult basic education students.

CONCLUSIONS

Because computers are rapidly becoming an integral part of our daily lives, it is
necessary to insure that learners can adapt their behavior to the changing nature of learning
and work environments. By determining individuals' attitudes towards computers, adult
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educators can identify the reasons students may be reluctant to utilize computers and
accordingly develop appropriate classroom strategies that will facilitate the learning pro-
cess. Conversely, by identifying learners who are anxious to use computers, educators can
capitalize on student enthusiasm and motivation to promote computer usage and instruction.
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ISSUES IN COMPUTERS AND ADULT LEARNING

(1)

Elisabeth Gerver

Abstract

Throughout the developed world, the use of computers for adult
learning is increasing, but some wadult educators have
expressed scepticism about the relationship between computers
and adult learners. This symposium will consider some of the
implications of computer-aided learning for models of adult
learning and for the health of democratic society. Issues to
be explored include questioning the value of autonomous

learning, limiting the damage of computer language and
practices, and redressing the current gender imbalance in
computing.

INTRODUCTIDN

In PRritain as in the rest of the developed world, the use of computers for adult learning is
increasing. Their use includes applications in skills training; modelling and simulatiors;
word processing; educational games; information databases; educational brokerage;
problem-solving; support for the disabled; as well as electronic telecommunications used to
support leasrning, such as computer conferencing and electronic mail. Initially, the use of

computers for adult learning consisted mainly of individuals using learning packagnas to
acquire new skills or to upgrade previous educationmal and training qualifications. More
recently, new computer applications, such as those derived from community organisations and

from research in artificial intelligence, have emphasised more co-operative and experimental
models of learning and of interaction among people.

It appears that computers have an immense potential for opening up learning experiences arnd,
indeed, for achieving many of the generally accepted goals of adult education and training.
But the use of computers for learning also raises serious problems - in the oractical
realisation of <their theoretical promises and in their implications for models of adult
learning and for the health of democratic soclety. In this symposium I should like to
discuss some of these implications with American colleagues., My comments, however, are not
intended to cover comprehensively this rapidly developing field of enquiry and debate.
Rather, drawing on research repcrts and, to some extent, on mere observation and
speculation, my guestions are intended to stimulate debate and discussion.

Qut first, sorie indication of how I shall use the terms "computers' and "adult learning'. I
shall use the <term 'computers" in a rough and ready fashjion to cover the entire range of
electronic information processing, including those applications which depend on
telecommunications and which therefore conflate the two technologies. In my use of the term
"computerised learning” I thave included two main tendencies. Some of the comments about
computerised learning relate mainly to computer-aided instruction, particularly that in
which a8 computer is used as a substitute For a human tutor, often within the tradition of
programmed learning. At other times computerised learning refers to computer-aided or
essisted learning, where the computer is used as a resource or a toocl rather than as the
dominant teaching mode. “here necessary, I have distinguished between these two tendencies,
but generally computerised learning includes both. 8y "adult learning' I mean all of those
kinds of purposive, systematic learning in which adults engage in formal further and higher
education as well as in mon-formal adult education; it includes learning for both credit and
non-credit (if I have understood the American distinctions correctly!).

(1) Or Flissbeth Rerver, NDirector, Scottish Institute of Adult and Continuing Sducation, 3N
Rutland Square, Fdinburgh, FH1 2AN, Scotland
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COMPUTERS AND MODELS NF ADULT LEARNING

The form and content of computerised learning

Computerised learning is a form of educational technology or distance learningj; together
with broadcasting, print, mudio-visual cassettes, and the telephone, the use of a computer
for learning does not presuppose the simultaneous presence of a tutor and students. Yet the
technologically deterministic stence of much educational technology is amathema to many of
the characteristics of liberal adult education.

In th: first place, the development of many forms of distance education, including
computerised learning, often starts with <the available technology. There are many
educational technologists who start from the availability of the equipment and then try to
find uses for it; thus, Hawkridge (1983) asks, "Which are the devices and systems that
belong to new information technology? What can we do with each?'"

Secondly, the development of some Fforms of computerised learning has tried to create
"content-free" structures. Thus, Rostock and Seifert (1988) argue fFor the production of
"empty 'shell' programs, free of content but providing the analytical and inferential
Facilities into which tutors might insert <their own material." The idea of ean
inter-connection between form and content has vanished.

Moreover, +the use of computerised learning inevitably bears certain connotations for adults.
For instmance, learning how to word process or to program on a computer ray make it very easy
to correct errors and to try again for a desired goal, thereby enhancing the learner’s
confidence. On the other hand, as Knowles (1983) has suggested, the computer manual which he
used ®s a novice in learning how to use his personal computer ''wiolates many principles of
adult learning; it is very pedagogical." Analogously, computers may make available a vast
range of information (thereby encouraging choice) but usually refuse to allow any
questioning of their authority (thereby denying the power of the learner).

NUESTION: What is the hidden curriculum of computerised learning for adults?

To a far greater extent than other educational technologies, the computer draws attention to
itself as a medium of learning, because of its power and its enormous implications in
social, economic and political 1life. Thus, there has besn 2 large demand from adults for
f'computer literacy" (Radcliffe and Salkeld, 1583; Gerver, 1984; Boctock and Selrfert, 1998).

The concept of computer literacy seems to consist of three broad strands: being able to
recognise im a general way both the usefulness and the limitations of computers; being able
readily to learn how to use computer programs; and being sufficiently aware of the ways in
which computers are being and can be used so that one can make reasonably informed
judgements about their effects. Part of learning about computers therefore involves learning
about their implications for learning, while the more highly developed forms of learning by

computers try to create awareness of the characteristics of the computer as a learning
medium.

QUESTINM: What are the significant connections beiween adults learning by and about
computers?

The language of computerised learning

In many learning encounters with computers friendly words form an unfriendly langusge; the
remark "There's a worm in my Apple" is threatening in more ways than one! Nne problem is the
dire shortage of computer professionals who know about adult learning. As Knowles (1983)
reports, "the computer industry doesn’t understand how adults learn....Software and manuals

are geared +to teaching us how the machine works rather than helping us learn how to use the
machine to perform the real-life tasks we buy it to perform for us."

As well as the language used in learning by and about computers, the terms to describe their
characteristics as learning media are also often suspect. Terms such as "individualised" and
"interactive"” abound in +the literature (Lewis and Tagg, 1981, and Megarry et al, 1983).
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These terms tend to create unrealistic expectations of programs designed uniquely for each
individuasl, ®nd capable of genuine dialogue with their users. The result is that many adult
learners (and some adult educators too) have Felt cheated by their computerised learning
experiences in ways that they often find hard to specify (Gerver, 1584; Ranks, 1886).

QUESTION: How can adult educators bridge the gap between computer professionals and the
needs of adult learners?

Goals in artificial intelligence and adult education

Starting with a wider vision of computerised 1learning as supported by developments in
artificial intelligence, Papert (198Nn), 0'Shea and Self (1983) and many others have argued
that computerised learning can lead +o a greelter use of learning by discovery. They cite
many persuasive examples of children whose learning has Fflourished through LOGO, a
programming language derived from work in artificial intelligence. Learning in such a mode
involves exploring possibilities, of seeing what happens when you try something and then
what happens when you try something else instead. Learning thus becomes more creative,
inventive, and self-reliant.

Adult educators would certainly wish to encourage “heir students to become more creative and
inventive, but the differences between young and oloer learners may mean that Papert and his
followers have less potential for adult learning than might at first appear. Adults, for
instance, have much 1less +time <than children +o devote to their learning, and so cannot

afford the luxury of playing with possibifities rather than focusing on more spacific and
specified learning goals.

AUESTION: Is computerised learnihg by discovery as desirable for adult learners as it is
attractive for younger learners?

Another argument used in Ffavour of computerised learning, particularly that derived from
artificial intelligence, is that it ‘:an help to develop autornmous independent learning;
this +too is the goal of most educational technologists (Hawkridge. 1983; Lewis et al,
1984-86). However, the implied disappearance of other learmers and of a tutor raises seriaous
issues. In the first place, the social context of much adult learning may form an important,
desirable part of the learning experience; its eliminmation should perhaps be seen as a price
to be paid fFor the other advantages of computerised learning rather than as a desired goal.
Secondly, habituation +to learning in the absence of other people may contribute to social
isolation and even alienation. It may well be that autonomy and independence have been
over-.valued as goals, and that interdependerce amongst people is at least as functional as
well as being socially more desirable.

QUESTION: Should our goal as adult educators really be the development of autonomous
independent learners?

CNMPUTERS AND DEMOCRATIC SOCIETY

Adults' responses to computerised learning

One of the most striking characteristics ot the use of computers for adult learning appears
to be that computerised learning strongly motivates those whom it does not alienate. In many
branches of education, there is ample evidence that using computers strongly motivates some
learners. Often computerised learning appears to attract those very individuals who would
otherwise be reluctant learners in compulsory education (Megarry et al, 1983; 0'Shea and
Self, 1983) and non-participants in adult and continuing education {Rostock and Seifert,
1986; Gerver. 1986a). The use of computers is thus a particularly attractive prospect to

those adult educators who want tc open up learning opportunities to traditional
non-participants.

Alas, there is also substantial evidence that computerised learning may not attract and nay
even alienate other adult learners. In the Open University in Aritain, for instance, there
has been a relatively low take-up of computer-assisted learning in courses where it is
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offered, ranging from 15 to 40 % (Jones and Scanlon, 1981). Reporting on a project using
computers for adult literacy and numeracy in Canada, Sharon (1984) found that "the learners
who progress most easily with the self-directed learning materials often remain in the
program for a longer time .... Some students, however, are unable to learn in this setting."

The characteristics of computers which contribute both to the attraction and to the
alienation have been discussed by many commentators (Weizembaum, 1978; Gerver, 1984 and
1986a; Turkle, 1984, among others). Factors involved in alienation include such problems as
the high failure rates of computer systems, incompatibility amongst systems, expense, the
premium  placed on keyboarding skills, and the sometimes disastrous ccnsequences of human
error. @Other, more deep-seated alienating factors include fear of the social, political and
economic implications of computerisation, the extent to which the promises of the computer
world grotesquely outstrip reality, the technological determinism of many computer
professionals, anc the often impenetrable language.

QUESTION: To what extent does elienation from computerised learning merely reflect many
computer professionals' insensitivity to users' needs? i
Those groups who tend most often to be alienated by computerised learning include women,
older adults, the poor, and those with less education (Server, 18986a). These categories
often over-lap, and there 1is evidence to suggest that poor, older women with little
education are unlikely to be attracted to using computers for learning (Bermard, 1985).
Concentration on computerised learning thus raises the possibility of creating a ghetto of

disadvantaged adult 1learners in which computer illiteracy and alienation exacerbate other
disadvantages.

QUESTION: ¥Will more extensive use of computerised learning create an even larger ghetto of
disadvantaged adult learners?

The divisive tendencies of computerised learning

Although many adults have access to computerised learning, there is a notable tendency for
the use of information technology toc make the information-rich evemn richer and to widen the
gap between them and the information-poor (Laver, 1980; Norman, 1881; Sieghart, 1982). These
problems are being addressed by many community educators in Britain, where there has been a
great deal of interest in ways in which community education can try to counteract the
socially and economically divisive effects of many computer applications (Gerver, 1883a and
b). Thus, computers are being used to provide social information about educational

opportunities and welfare benefits, and to open up new learning opporturities for the
disabled (Gerver, 1986b).

AJUESTION: How far can adult educators hope <to redress the undembcratic tendency in
computerised learning?

Gender inequality and computerised learning

In almost ®all facets of adult learning bty and about computers there is serious gender
inequality: women are significantly under-represented at =z11 but the lowest levels of
training and education (Gerver and Lewis, 1984; Gerver, 1983a). This pattern results from
many complex, inter-locking factors 1including the socialisation of girls and boys, sex
discrimination &and sexual harassment in industry and education, and the fact that computers
represent power, which 1is still held predominantly by men. But it is also true that some
vomen reject many of the characteristics of the world of computing, including its tendencies
towards technological determinism, 1its emphasis on military uses, its competitiveness, and
the harsh conditions often imposed on women computer workers by their employers.

The many strategies <that have been evolved to try to redress the under-representation of
women in computing include the development of support groups for those committed to
developing feminist computing, the creation of non-sexist software, and the mounting of
public awareness campaigns. Perhaps the most important strategy so far has been the
provision of women-only courses in at least the initial stages of education and training.
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QUESTION: In what ways can adult educators help to redress the imbalance of women in
computing?

There is a growing body of evidence that learning in mixed sex groupings disadvantages girls
and advantages boys in computing and computer-related sciences (Gerver and Lewis, 1984;
Gerver, 198Ba; Zukas; 1986). Evidence beginning to emerge suggests that women learning sbout
tomputers in single sex groups perform significantly better than women in mixed sex groups
btut men in single sex groups perform noticeably worse than men in mixed groups [ McArdle et
al, 1986). This evidence of improved performance fFits well beside the clear preference which
many women express for such groups {Gerver, 198Ba; Zukas, 1886). The fact that such
provision may disadvantage ren, however, may create concern.

QUESTION: What is <the role of single-sex provision in encouraging females to learn by and
about computers?
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PREASSESSMENT OF ADULT STUDENT INTEREST IN RELATION
TO SUCCESS IN INTRODUCTORY COMPUTER COURSES

Lloyd J. Korhonen!
James McKenzie

Abstract

The findings of this study indicate that the preassessment of
occupational interest is not a useful measure of academic
achievement in educational courses in that occupation. Both a pilot
study and this research indicate no significant correlation between
these two variables.

INTRODUCTION

The application of computers in government, business, education, and now in homes has grown
rapidly in the last few years. Computers are moving into almost every phase of our lives, from
controlling the fuel-flow of our automobiles to checking out our groceries. Adults working in office
settings, classrooms, and industrial work settings are expected to learn how to operate computers and
computer-controlled word processors, regardless of their previous experience or education. The rapid
growth of computer usage has demanded that many people enter into the computer field who do not
have a strong technical acallemic aptitude. It is also abundantly clear that we are uncertain about the
aptitudes and skills necessary to succeed with this technology. Adults who are considering returning to
school for additional education or vocational training are seeking answers to whether they have the
skills or aptitude for studying computer science or other computer-related subjects. Basic computer
courses and computer literacy courses are now among the most popular courses at adult/vocational
educational institutions.

There are a variety of measurement instruments that have been developed to measure the amount
of interest people have in various occupations. Cronbach (1970) states ‘that interest inventories are
closely related to aptitude tests whose main use is in vocational and educational guidance. An interest
category represents a working hypothesis about activities that in some way appeal to people with the
same interests. According to Cronbach (1970) the oldest forms of occupational interest surveys in the
United States began with the work of E.K. Strong, Jr., in the 1920's. His work resulted in the Strong
Vocational Interest Blank for Men (SVIB), and later in the Strong-Campbell Interest Inventory (SCID).
The oldest and one of the most widely used interest inventory is the Strong Vocational Interest Blank
(SVIB). The inventory gives various choices of activities and amusements and hobbies, and the
respondent is to decide if he likes, dislikes, or is indifferent to the items. Scoring on the test is done in
terms of agreement with the responses of persons working in a given vocation, i.e., if a person gives
responses on the SVIB similar to those of a police officer, it is inferred that his interests resemble
theirs; he will, therefore, fit in this type of job adequately. Scales of various occupational groups were
built empirically by comparing the responses of persons in a given occupation with responses of a
general popuiation sample. For example, the Strong Campbell Interest Inventory lists an amusement
such as "Golf," and asks the student %o respond if he likes, dislikes, or is indifferent to the amusement.

G. Frederick Kuder published the first form of his occupational interest instrument in the 1940's.
Kuder has been one of the researchers most responsible for much instrument development and research
on vocational interests. Successive versions of the same instrument have been given different names
such as: Form C, CM, CH, Kuder Preference Record-Form E, and the General Interest Survey. Both

the Strong and the Kuder tests have recently been revised to include both men and women in the survey,
as well as updating their occupational information in the survey. The Kuder test was revised in 1979;
the latest version is the Kuder Form DD Occupational Interest Survey (OIS). The Strong test was

updated in 1981; the latest version is the Strong-Campbell Interest Inventory (SCII). One of the reasons

1
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for the recent revision of these two tests was to bring them into compliance with the recent changes in
the law. Title VII of the 1964 Civil Rights Act as amended by the Equal Employment Act of 1972 is the
basis for sweeping reforms in employment practices. The use of test results as a basis for em ployment
decisions requires validations for the tests for minorities and females, according to equal employment
guidelines.

The major differences between the Strong and Kuder interest inventories are:

1. In the Kuder Preference Record, the examinee is forced to choose a most and least liked
activity, whereas in the Strong inventory there is the opportunity to express the attitude of
indifference.

2. In the Kuder, all items describe activities; the Strong lists occupations, school subjects, and
amusements.

According to the Great Lakes Assessment Council (1973) both the Kuder Preference Record and the
SVIB yield scores that are reasonably reliable for the purposes of personnel selection. Cronbach (1975)
claimed the basic reason for differences in correlations across the two inventories is that the internal
keying procedures of the two inventories differ. Cronbach states that a person can only truly learn
what a scale means by "living with it." He found the Kuder Form C to have modest agreement with the
SVIB. Correlations of above 0.60 were found in the scientific-technical area; also in business detail vs
clerical, and in business contact versus persuasive. But Strong social-service keys correlated less than
0.40 with Kuder Social Service. These earlier tests emphasized male examinees.

The essential characteristic of an occupational interest inventory is its ability to differentiate
between occupational groups; its validity depends on good discrimination. The method devised by
Strong in the 1920s and described in the 1959 manuai for the SVIB - the use of a general reference group
as the basis for weighing items so as to differentiate between occupational groups - has become an
integral part of measurement theory and practice. People traditionally have found the greatest
satisfaction in an occupation in which the characteristic interest pattern of those in the occupation was
compatible with their own. With an increasing number of women entering occupations traditionally
dominated by males, it is important to note how closely the characteristic interest patterns of women
in an occupation resemble those of their male coworkers. Hornaday and Kuder (1961) found that for

nine out of ten occupations studied, keys developed on male groups differentiated about as well as for
women as they did for men.

Previous studies of correlations between different types of interest inventories have not found a
high degree of correlation. When a fairly large sample of college men took Strong Vocational Interest
Inventory (SVII), Minnesota Vocational Interest Inventory (MVII), and Occupational Interest Survey (OIS),
the corresponding scores were often quite low, when compared to significant correlation levels of 0.95
for many educational studies. Median scores for several seemingly similar scales were 0.25 for SVIB vs.
OIS and 0.19 for OIS vs. MVII (Minnesota Vocational Interest Inventory). At one extreme, sales
managers' scales of two instruments correlated 0.07; at the other extreme, the correlation for two

carpenter scales was 0.49 in 1968. This cannot be fully explained. It may imply serious weaknesses in
the instruments (Cronbach, 1970).

The problem confronting those responsible for interest inventories is how to work with the
differences that do occur--so that the unique qualities of every individual of either sex can be addressed
by the scoring system--without using the group differences to restrict the choices of any one person.
Most of the work which has been done on occupational interest surveys was done from an empirical base
rather than a theoretical one. Educational theorists have, nonetheless, expressed interest in the
importance of vocational and occupational choices.

Hesburgh (1973) credits vocational studies which promoted the interests of industry, which was
3ble to provide economic and political support, as a matter of major significance to the advancement of
the land grant colleges. Also, during the past two decades Higher Education continuing education has
become a conduit for the transfer of knowledge from the campus to the community, where it is then
applied to problem-solving. The changes in the relationships of institutions to communities bring into
sharp contrast the traditional elitist functions of universities. For two hundred years, colleges and
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universities emphasized the teaching of traditional students and the pursuit of scholarship. In the past
three decades, higher education has joined vocational and professional schools as an instrument of mass
education, bending and altering to provide some degree of success to nearly every student, and
developing programs of community service.

Occupational choice, according to Erikson (1968), influences other aspects of our lives more than
any other single factor. Our job determines how we will spend a sizable portion of our time; it
determines how much money we will earn; and our income, in turn, determines how and where we live.
These last two factors determine, to a considerable extent, the people we interact with socially. All
these factors together :influence the reactions of others, and these reactions lead us to develop
perceptions of ourselves. The choice of a career, therefore, may be the biggest commitment of a
person's life. Erikson (1968) notes that occupational choice is particularly difficult in America because
cf our belief in technology, the efficiency of the assembly line, and corporate organization, all of which
limit individuality. Other complicating factors are the amount of training needed for many jobs in a
technological society, the rapidly changing job market, and the fact that many individuals compete
against each other for desirable jobs.

In the first stage of this research, a pilot study was conducted to test correlation between the
Occupationai Interest Survey test results and course examination scores of one class of adults enrolled
in a basic computer course. Results of the pilot study indicated significant correlation was found in two
areas:

(1) High occupational interest in computer programming versus high test scores in the class.
(2) High educational interest in mathematics versus high test scores in the class.

The pilot study indicated there was sufficient justification to demand examination of the relationship
between these two variables in relation to success in computer courses. The students who participated
in the study were volunteers from classes taught by two different instructors. Sixty students from a
total of approximately one-hundred enrolled in the two different classes volunteered to complete the
Strong Campbell Interest Inventory (SCII) and participate in the study. The two instructors each gave
one hour of class time for their students to complete the SCII, and provided the information on course
grades for each student. The grading system of the particular institution has three levels of passing
grades for the course. There are no failing grades given in the course. Instead, a student who does not
obtain a passing grade receives a "W" corresponding to "withdrawn," and has the opportunity to take
retests or repeat the course until a satisfactory grade is obtained. Four examinations are given during
the course. Each student has the opportunity to take one or two retests of each examination. The final
course grade of MH (High Mastery), M (Mastery), or CR (Credit) is determined, not by an average, but
by the lowest of the best scores made on any test taken, whether it is the first attempt or a retest.
Thus the course grade is determined by a single test score; the lowest of the best scores, including
retests, for any of the four examinations. The last examination of the course was called the "final"
examination, which dealt primarily with the subject matter given since the previous test, but the "final"
did not include questions over a pe:r.entage of the material covered throughout the course.

The Strong Campbell Interest Inventory (SCII) was administered to the students in two different
groups of thirty each. It took approximately one hour for completion, although many students finished
in less than an hour. Students were free to ask questions ro clarify the meaning and intent of the
instrument. The SCII was administered during the last two weeks of the course, in order to minimize
the impact on class instruction, and also to insure that the students participating in the study would
complete the course, and thus provide meaningful data for the study. During the last two weeks of the
course, all of the required examinations had been completed except for re-tests.

In the pilot study, due to the smaller sample size and the relatively even distribution of both
numerical course grades and SCII scores, it was possible to use individual sccres for each student to
compute the correlation coefficient. A different method was necessary for the fina! study due to the
large number of tied scores, particularly at the upper end of the scale. One of the basic assumptions
for computing rank-order correlation is there cannot be large numbers of tied scores. The students
were grouped into the three criterion groups of MH, M, and CR and computer rank-order correlation of
the average SCII score for each of the three groups, using the Pearson rank-order correlation
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coefficient. The use of an average score necessitated an additional test to determine if the distribution
of scores about the average score was closely grouped enough to represent valid data, or if the
distribution was so widely disperred that the mean did not truly represent the group within statistical
significance. The Kruskal-Wallis test was chosen to test this parameter. It seems highly appropriate
since it is designed to test for an identity of three or more population distributions about their
individual means rather than a single central tendency for the several populations. The Kruskal-Wallis
test uses rank-order scores for the entire group of data and means for each sub-group. The intent is to
find out how much variation is so great that it would be unlikely to result as a consequence of random
sampling variation. The Kruskal-Wallis test proceeds on this basis, examining the magnitude of the
discrepancies between mean and subgroup rank and overall mean rank, and finally comparing the total
magnitude of the discreparcies with what might be expected by chance. See Minium (1978) for a
complete discussion of the test.

Four specific research questions were tested. Is there a significant correlation between
educational interest in mathematics, as measured by (SCII) and course achievement, as measured by
mastery level among adult men? Is there a significant correlation between educational interest in
mathematical and course achievement among adult women? Is there a significant correlation between
occupational interest in computer science as measured by the (SCII) and course achievement, as
measured by mastery level among adult men? Is there a significant correlation between occupational
interest in computer science and course achievement among adult women?

SPEARMAN'S RANK-ORDER CORRELATION COEFFICIENT FOR
SCII AVERAGE SCORES - MATHEMATICS INTEREST FOR MALES

Numerical SCI1 Numerical

Group Rank (RX) Average Rank (RY) D=Rx-Ry 22
MH 1 56.5 1 0 0
M 2 52.5 2 0 0
CR 3 51.8 3 0 , 0
rs=l* df=1 Summation of D° = 0

* a coetfficient of 0.988 or larger is required for significance at the 0.1 level. A post-
hoc Kruskal-Wallis test, however, did not suport that conclusion.

SPEARMAN'S RANK-ORDER CORRELATION COEFFICIENT FOR
SCIl AVERAGE SCORES - MATHEMATICS INTEREST FOR FEMALES

Numerical SCl Numerical 2
Group Rank (RX) Average Rank (RY) D=Rx-Ry D
MH 1 48.8 1 0] 0
M 2 46.6 2 0 0
CR 3 41.8 3 0 , 9
r =|* df=1 Summation of D“ = 0

* a coefficient of 0.988 or larger is required for significance at the 0.1 level.
Although the Spearman Rank-Order Correlations indicate significance at the 0.1 level,
a post-hoc Kurskal-Wallis test however did not support that conlcusion.

SPEARMAN'S RANK-ORDER CORRELATION COEFFICIENT FOR
SCII AVERAGE SCORES - COMPUTER PROGRAMMING INTEREST FOR MALES

Numerical STl Numerical
Group Rank (RX) Average Rank (RY) D=Rx-Ry D?
MH 1 37.6 2 1 1
M 2 43.4 1 1 1
CR 3 33.8 3 0 5 0
rs=0.5* df=1 Summation of D¢ = 2

* 2 coefficient of 0.988 or larger is required for significance at the 0.1 level. A
Kurskal-Wallis post-hoc test was not needed,
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SPEARMAN'S RANK-ORDER CORRELATION COEFFICIENT FOR
SCII AVERAGE SCORES - COMPUTER PROGRAMMING INTEREST FOR FEMALES

Numerical SCi Numerical 2
Group Rank (RX) Average Rank (RY) D=Rx-Ry D
MH 1 34.0 2 1 1
M 2 35.9 1 1 1
CR 3 31.2 3 0 2 0
rs=0.5* df=1 Summation of D” = 2

* a coefficient of 0.988 or larger is required for significance at the 0.1 level. A
Kurskal-Wallis post-hoc test was not needed.

The findings of this study did not support the research questions as stated. The
researchers reasoned that, based on the pilot study and the wide acceptance of the SCII, there
would be stronger correlation, especially in the areas of mathematics for women, and in
computer programining for men. The strongest correlation found was in the area of:
educational interest in mathematics for women. This correlation was not significant at the 90%
confidence level but it was significant at the 70% confidence level which is still a good
indication of probable results at least based on averages for groups, if not as an indicator for
each particular individual. The second strongest correlation found was in the area of:
educational interest in mathematics for men. This correlation would have been significant at
only the 3G% confidence level. The data for the other research questions did not com< out in
the proper rank order for any meaningful significance, because those students in the middle
range of course grades, scored the highest on the SCII scores.
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SELF~INITIATED LEARNING PROJECTS OF PRISON INMATES OF THE
DISTRICT OF COLUMBIA DEPARTMENT OF CORRECTIONS

Wilbert Brown, Jr.;
Abstract

This study systematically examined and described the self-

initiated lesrning projects of 20 inmates who were randomly

selected from the Central Facility of the District of Columbia

Department of Corrections. The respondents in the sample were

interviewed by the investigator who designed and used a 29 item

semi~-structured interview schedule. The stud;' concluded the

following: Self-initiated learning projects abound in prison

as meaningful learning activities for the inmstes. Self-initi-

ated learning projects are beneficial to the inmates. Finally,

self-initiated learning projects in the prison setting are not

generally conducted in a positive and supportive environment. 4@
4

PURPOSE

While incarcerated in a penal institution, prison inmates may be involved in a variety
of learning activities. Some of these learning activities are sponsored by the prison
authorities. They are designed to meet the learning needs that have been defined by the
prison officlals as being important to the inmate either after release or for institutional
needs. In addition, scattered findings and observations have indicated that inmates are
involved in self-initiated learning projects. There is, however, limited information avail-
able on the self-initiated learning projects of inmates. This study exemined the self-
initiated learning projects of selected inmates of the District of Columbis Department of
Corrections. The purposes of this study were (a) to define the characteristics of the
learning projects which inmates have initiated on their own while incarcerated and the
motivating factors which impelled them to engage in each project; (b) to describe the im-
pact of the prison environment on self-initiated learning as perceived by the inmates;
and (¢) to describe the meaning that the self-initiated learning have for the inmates both
while incarcerated as well as after release.

REVIEW OF THE LITERATURE

Since the early 1970's, a number of studies have attempted to document the self-
initiated learning activities of adults. Many of these studies have used the learning
‘projects definition of Tough (1968, 1971, 1978, 1979) to determine the nature and extent

of the learning activities of adults. In the initial studv conducted by Tough, the
respondents conducted an average of more than eight learning projects. Seventy percent
were initiated by the learners themselves. These findings have been corroborated by at
least forty researchers who have studied various populations of adult respondents.
Despite the variety of populations studied, few attempts have been made to study self-
initlated learning projects of inmates in penal institutions.

1Wilbert Brown, Jr. administrator of higher education Department of Corrections, P. 0. Box
25, Lorton, VA 22079.
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Inmates are involved both in learning programs sponsored by the institutions and
self-initiated learning projects. The institutionally sponsored learning programs
typically consist of adult btasic education, high school equivalency, vocational, higher
education programs, special interests programs, religious and psychological guidance
programs, and organized activities (Cloward, 1977: Johnson, Shearon, & Briton 197k;
Reagen & Stoughton, 19763 Koberts, 1973).

The self-initiated learning projects are not as well documented as the sponsored
learning programs. Some scattered findinge such as those of Gaddis (1962), Haley and
Malcolm X (1979), and Rembiszewski (197L4) have indicaied that inmates do initiate learn-
ing projects. Some of these have been in areas such as adult basic education, communi-
cation, ornithology, family relations, physical fitness, and administrative skills.

In general, research findings indicate that learnirg programs are beneficial to the
inmates who participate. Most studies, however, have focused on the sponsored programs.
Theoretically, self-initiated learning should also be beneficial to the inmate partici-
pant; however, there is limited documentation on inmate involvement in self-initisted
learning.

DESIGN AND METHODS

The purpose of this study was to provide an understanding of self-initiated learn-
ing projects in a prison setting. Accordingly, the study design is naturalistic, and as
such is aimed at discovering, explaining, and understanding phenomena. More specifically,
it addresses the inmates' perceptions of their learning projects and the meaning these
have fer then.

The sample for this . :u'. consisted of 20 inmates who were randomly selected from the
Central Facility of the District of Columbia Department of Corrections. The data collec-
tion methods for this study included an interview guide, some observations, and the
investigator's introspections. The interview for this study consisted of a twenty-nine
item semi-structured guide designed by the investigator. In addition to collecting data
from interviews, fieldnotes of the investigator's observations before, during, and after
each interview were kept.

Ethnographic analysis was used to analyze the data for this study. According to
Spradley (1980), ethnographic analysis consists of four steps: (a) domein analysis, (b)
taxonomic analysis, (c) componential analysis, and (d) theme analysis.

A domain analysis is defined by Spradley as a systematic procedure for determing
the categories of meaning in the data. A culture domain consists of a "cover term,"
"2ncluded terms,” and a "semantic relationship.” The second step in ethnographic anal-
ysis is taxonomic analysis. According to Spradley, a taxonomic enalysis is a means of
orgenizing the "included terms discovered in the dcmain analysis by their similarities.
The third step in ethnographic analysis sccording to Spradley's scheme is componential
analysis. This step provides a systematic way to arrive at the specific attributes of
a category and, subsequently, & domein. The final step in ethmographic research is
discovery of themes. Cultural themes are defined "ag any principle recurring in a number
of domains, tacit or explicit and serving as a relationship among subsystems of cultural
meening" (Spradley, 1980, p. 1kl).

FINDINGS
The inmates engaged in thirty-eight self-initiated learning projects during the study

period. The central theme of the self-initiated learning projects was growth and develop-—
ment in regards to personal development, religious training, occupational training, and
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general education. Before starting the projects the respondents considered their qual-
ifications, material resources, their availability, and the enviromment. In conducting
the projects, they needed both human and material resources. Some of the resources
needed were made available by the prison, and others were made available by volunteers
from the community. These two sources, however, did not supply all of the resources per-
ceived to be needed by the respondents in conducting the projects. The respondents used
several different learning formats in conducting their learning projects. The main one
used was talking to other people. They referred to this as "old fashioned communication."
The cstegory of "old fashioned communicaiion" includes verbal and non-verbel forms of
communication such as talking listening, watching, and interacting with others.

The inmates indicated that their self-initiated learning projects were facilitated
by the "liberal policy" and "loose krit structure" at the prison. The subcategory of
"liberal policy" refers to the policies, procedures, and practices of the administration
relevant to such matters as the receipt of material, approval of outside guests to enter
the facility, and freedom of movement. The subcategory of "loose knit structure" refers
to the structure of the prison or the nature of the ﬁeneral setting of the prison as an
unstructured environment that they characterized as "negative" and "brutish," and one
which "perpetuates aggressiveness." This situation caused some of the recpondents. to
fear for their personal safety, but others were motivated as a result. ‘

The respondents also encountered some problems and frustrations in conducting the
learning projects. The central theme of the protlems and frustrations encountered was
the lack of adequate support. This theme has three subcategories: "mentality of men,"
"inadequate study facility," and "not having resources." The subcategory of "mentality
of men" refers to the non-favorable attitudes of other. inmates toward the respondents as
they conducted the learning projects. The subcategory of "inadequate study facility"
refers to the prison as not being conducive for learning. The subcategory of "not having
resources"” refers mainly to inadequate equipment, supplies, and books needed for the-
projects.

The inmates received numerous benefits from the learning projects while incarcerated.
The central theme of these benefits was the positive role they played in the respondents'
institutional adjustment. This theme has three subcategories: "opened up a few doors
for me," “"changed my attitude," and "helped me to do this time." The subcategory of "open-
ed up a few doors ror me" refers to new opportunities resulting from the completion of the
learning projects. The subcategory of "changed my attitude" refers to the impact that the
project has had on the ways the respondents presently think and conduct themselves. As a
result of completing the projects, the respondents felt their attitudes toward people and
themselves had changed. The subcategory of "helped me do this time" refers to the specific
assistance the respondents received from the projects in helping them serve their present
sentences.

The respondents expected to receive various benefits from the projects upon relesase.
The main theme was "opened up a few doors for me." Here the subcategory of "opened up a
few doors for me" refers to opportunities after release. As & result of completing the
projects, the respondents fc(".t that they could be productive family members in particular
end citizens in general. In addition, the inmates said the Process would benefit them in
a variety of ways after release. The central theme of the benefits was an attitudinal
change which they referred to as "it will help me be a better person.” This category
refers to a change in attitude of the respondents relative to such areas as "discipline
and high morals," "character," and attitude toward life in general.

From the analysis of the data for this study, the following conclusions pertaining to
self-injtiated learning were drawn. Self-initiated learning projects abound in prison

.a8 meaningful learning activities for the inmates which tend to supplement the institution-

ally sponsored programs. Self-initiated learning projects have benefit and value for in-
mates while they are incarcerated and an expected benefit and value for inmates after they
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are released. Finally, self-intiated learning projects in the prison setting are not
generally conducted in a positive and supportive environment. The learning projects were

affected by the environment in at least four different ways. One of these was the absence
of resources.

The implications of the study are as follows: Previous studies in the literature on
self-initiated learning focused primarily on the characteristics of the leerning projects.
This study added twc other dimensions by focusing on the impact of the environment on the
learning projects and the meaning of the projects. The prison can also benefit from self-
initiated learning since the study revealed that self-initiated learning does not compete:
with the sponsored programs at the prison, but instead, it supplements the programs that
are offered. Finally, the prisoners benefit from self-initiated learning. The respon-
dents are now better able to dccument what they have learned on their own and discuss
these activities with their counselors, the prison administration, and the Parole Board.
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ROLE OF THE ADULT EDUCATOR IN THE PRISONS: A CRITICAL PERSPECTIVE

Michael Collins1
Abstract

This study describes the situation confronting prison
educators and the accommodative strategies they are obliged to
adopt. At the same time, it presents a paradigm case for
critical reflection on adult education practice in general.

In examining the structures of power and surveillance so
immediately present in the prison setting, we become alert to
the more subtly applied, often unacknowledged, forces that
militate against the genuine application of adult education
principles on the outside.

Contradictions

People are sent to prison as punishment, not for punishment.
- Warden, Federal Penitentiary,
Prince Albert, SK CANADA

The penitentiary operation, if it is to be a genuine re-education, must become the sum
total existence of the delirnquent, making of the prison a sort of artificial and coercive
theatre in which his life will be examined from top to bottom. The legal punishment bears
upon an act; the punitive technique on a life.

- Michel Foucault
Discipline and Punish: The Birth of the
Prison

INTRODUCTION

While this paper focuses on the situation of adult educators in the prison, it has
direct relevance for the practice of adult education in other arenas of today’s society.
The prison constitutes an extremely difficult environment for facilitating a learning
process that is remotely in line with principles so often evoxed in adult education
literature. In the everyday life of the prison, inmates and staff continuously come up
against the hard consequences of formalized and non-formalized inequality of power
relations and of inherent systemic contradictions. These consequences are experienced more
immediately, and in a more exacting form, than is typically the case on the outside
(unless, of course, legitimized power structures are assailed in confrontative and
sustained manner). Prison educators, then, are less likely to be deluded than colleagues
on the outside about the extent to which they can facilitate genuine self-directed learning
and promote cther worthy adult education principles that do not necessarily (nor even
sensibly) correspond to institutional and societal constraints. Their situation bears
examination from thoughtful adult educators on the outside because it reveals vividly the
real constraints on the practice of adult education that obtain for all of us in today’s
society. Our experience of these constraints on practice within societal settings on the
outside is not so intense and immediate, but they are there and need to be taken into
account.

1 Michael Collins, Associate Professcr, Communications, Continuing, and Vocational
Education, College of Education, University of Saskatchewan, Saskatoon, Saskatchewan
CANADA S7N OWO.
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Accordingly, unless he or she has adopted the jmmoderate optimism of a mocern day
Pangloss, even the most enthusiastic buff of self-directed learning cannot fail to
recognize that forces which militate against adult education practice in prisons are
operative, though less forcefully, on the outside. Other adult educators, less sanguine,
might see a closer correspondence between the predicament of prison educators and their
own, leading to an identification of the delusions entertained about the nature and
prospects of genuine self-directed learning, that most sancrosanct of adult education
principles, within institutional settings.

This short essay provides initial and tentative grounds for substantial critical
analysis of adult education practice in the prisons and in society at large. For adult
educators on the outside who are not set on shying away from a critical perspective on
their own practice, the situation of adult educators in the prison presents a paradigm
case.

I intend to proceed with a brief account of critical environmental factors which
impinge on the practice of adult education in the prisons. This is followed by a sketching
out of some leading models of corrections educat? n with reference to their underlying
motivations and ideology. Finally, I will make some tentative suggestions for strategies
that might be adopted in light of the analysis.

THE PRISON ENVIRONMENT

Few on the outside can fully understand the situation, but it is widely acknowledged
that modern prisons (more especially, maximm security institutions) constitute an anomic,
hostile, and dangerous environment. The need for security takes precedence. Surveillance,
and the mechanisms which support it, is all pervasive. It serves to impose security
checks, control movement, and prevent group cohesiveness among inmates (especially), and
among staff. The clear-cut hierarchical structure of the prison ensures the efficiency of
this function, and so does the architecture of the prison wherein people can be watched
without seeing the observer. . Numerous modes of accountability are integral to everyday
life in prison. Copious records are kept on inmates, and prison staff are subject to more
accountability checks than employees in agencies on the outside. This ever watchful,
mistrusting environment, designed to individuate and control its population, infiltrates
the entire educational endeavor. It shapes the context in which adult literacy programs,
technical-vocational courses and, to a far lesser extent, university classes are delivered
by educators of the prison service and those hired on a contract basis from outside
agencies. The latter soon become oriented to the mechanisms of constant surveillance so
graphically described by Michel Foucault (1977) as panoptic technique. :

In such a context the following observation by outside researchers is scarcely
surprising:

The central goals of adult education, especially the
development of self-directed, goal-oriented learning and the
generation of intellectual curiosity and critical thinking,
may be subverted in a variety of ways (Goldin and Thomas,
1984).

MODELS OF CORRECTIONS EDUCATION

This brings us to a consideration of the contradictory situation whereby the convicted
person is regarded as both offender and delinquent. Contrary to the commonly expressed
sentiment quoted at the onset of this paper, punishment extends beyond what is meted out as
just retribution for the offence. 1In turning offenders into delinquents for corrective
treatment (well intentioned though it may be), the prison apparatus, and its personnel
intent on correction, ensures that people are sent to prison for punishment, not just as
punishment.

Correcting delinquent behavior has been at the core of the modern prison since the

outset and, of course, in that regard it has beenn a demonstrable failure all along.
According to Foucault (1980), "the prisons, far from transforming criminals into honest
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citizens, serve only to manufacture new criminals and to drive existing criminals even
deeper into criminality." Despite this failure, education and training in prisons remain
caught up with a psychiatric ethos intent on defining delinguency and prescribing normalcy.
It is not sufficient for prison educators to justify their work solely in terms of
educational benefits. Their programs are expected to address problems of delinquency, the
criminal mind, and cause a reduction in the rate of recidivism. (The problems of
delinguency, "criminal minds", and recidivism came along with the modern prisons and
psvchiatric practice).

In the pursuit of correcting delinquency and reducing the recidivism rate, a number of
corrections education models have enjoyed official backing. The "medical model", derived
fiom the ideology of medical practice, envisages criminality as being caused by individual
psychiolegical deficiencies of the offender that are amenable to fixing through behavior
modification. While the medical model does come in for some questioning these days,
psychological (treatment oriented) terminology, and its attendant cadre of professionals,
still maintains a strong presence within the prisons. (In fact, since the birth of modern
Brisons, a professionalized cadre founded on an entire specialized lexicon of psychiatric
terms has become well entrenched around a reified notion of criminality). It exerts an
enormous influence on the nature of discourse within prisons (Collins, 1986) and, -
consequently, on the rationale derived for the design of inmate programs.

An alternative scheme for corrections, the opportunities model, appears to confer on
education and training a more central role. It represents an intention of making available
to inmates a wide variety of educational and training options, de-emphasizing (if not
entirely abandoning) the need to evoke reduction in the rate of recidivism as a prime
criterion for assessing program merit. Unfortunately, the prominence granted to the trades
within the opportunities model is undermined by economic and political realities that are
apparent to staff and inmates alike. These realities include the facts that the marketing
of products manufactured by inmates is not acceptable, and that (especially under
prevailing economic circumstances) job opportunities to match technical-vocational skills
acquired in prison trades programs are not readily available to inmates on release. The
opportunities model is little more than a recipe for keeping inmates busy and sustaining
the efficiency ("good order") of the institution.

Recently, a cognitive deficiency model of corrections education has come into vogue.
It operates on the assumption that shortcomings in inmate.-* way of kncwing (cognitive
structure) and acting are associated with the perpetratic:. >f inappropriate actions which
cause harm and injury to others. Accordingly, the cognitive deficiency model underscores
the ethical dimension of education in prisons, providing a practical alternative to the
fixing techniques of a behavioral psychology that characterizes the medical model.

According to advocates of the cognitive deficiency approach, required practical
reasoning skills as a source for moral improvement (borrowing from Lawrence Kohlberg’s
stages of moral development theory) are to be found in liberal arts subjects such as
history, literature, and philosophy (Duguid, 1983). Apart from the fact that the model
gives short shrift to the posibilities of an ethical dimension emerging from serious study
of technical-vocational subjects (Collins, 1986), the cognitive deficiency model affirms
the status of the inmate as delinguent and dutifully serves the purposes of a prison
apparatus set up to control inmates as receptacles of a reified criminal mind amenable to
correctional treatment. Results of research studies conducted to demonstrate a causal link
between participation in educational programs based on the cognitive deficiency model and a
reduction in the rate of recidivism (Duguid, 1983) are highly questionable because of
inevitable problems entailed in accounting for key variables over an acceptable length of
time (Collins, 1986). Such studies serve only to underscore the extent to which education
in the prisons is so readily subverted by the prison ethos. This ethos calls for the
continuing treatment of carefully watched delinquents rather than for an education on
behalf of mainly young adults serving out a legal punishment (incarceration) for a specific
crime. The education and training establishment has accepted that people are not sent to
prison as punishment since it assists with the on-going punish and discipline procedures of
the institution.
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It is apparent, then, that prison educators have tended to embrace accommodative
strategies, often in a taken-for-granted fashion, to play out their ambiguous role within
the immensely difficult environment of the modern prison.

CONCLUSION

There is insufficient space in a conference proceedings to pull together all the

threads of the analysis, so implications and recommendations are presented here in point
form.

1. Adult educators on the outside can benefit by referring to the situation of colleagues
working in the prison as a paradigm case for realistic analysis of their own practice.

2. Educational staff should undertake a careful critical analysis of the nature of power

structures within the prison and how it exerts influences on their actions, and those
of inmates.

3. Strategies should be devised to gradually disengage education and training from the
parameters of the delinquency (trzatment) syndrome and the obligation to justify
programs in terms of reduction in recidivism claims.

4. As part of 3, above, educators and trainers should take the initiative in identifying
criteria to assess the benefits of worthwhile education programs. Testing and
continual access to records (part of surveillance) can be minimized.

5. While recognizing that the techniques of surveillance cannot be completely decoupled,
prison educators can endeavor to ensure that their programs become the exemplary
context for civil human interaction within the institution. Deliberste efforts can be
made to facilitate genuine democratic participation in adult learning classes with a
view to enhancing communicative competence. (Mezirow, 1981; Collins, 1985).

6. Since the prison tends to curtail the amount and quality of interaction among staff as
well as inmates, it is recommended that prison educators participate, from time to
time, in adult residential education away from the penitentiary to study and reflect
together on their vocational role. Such a setting has been provided on an annual basis
since 1983 at the Prairie Institute for Corrections Educators at Emma Lake,
Saskatchewan.

7. The strategies adopted by prison educators who understand the debilitating effects, and
yet manage to counter them with some degree of success, merit further exploration.
(what qualities sustain them and give them energy?).

In giving due attention to circumstances within the prisons that conspire to negate the
prospects for adult education, adult educators on the outside are more able to identify
structures of power, techniques of surveillance, and reified concepts of inadequacy which
detract from their own work. The prison is more than just another potential arena for the
modern practice of adult education. It is a paradigm case for all thoughtful adult
educators that highlights, in far sharper relief than on the outside, the forces impeding
all determined attempts to carry through principles of adult education in today’s society.
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DISTANCE EDUCATION: PRACTITIONERS' PLEAS FOR RESEARCH

INTRODUCTION

Allan F. Hershfieldl

We in North America are experiencing extraordinarily high rates of technological
change. Because of this technologiral revolution and the increasing life span of our
people, the knowledge and skills of much of the adult work force, acquired as youngsters,
have become obsolete. These factors, coupled with fierce and growing international economic
competition, confront us with a major challenge.

To deal effectively with this challenge, we must create regular, ongoing systems of
higher education that will provide adults with easy access to flexible, high quality educa-
tional programs throughout theix lives. To wait until a particular industry is about to be
"downsized” because of competition and technological change and to create crash programs to
retrain displaced workers is expenrsive and frequently ineffective. Moreover, it is reactive
rather thar proactive and will lea‘'’e our destiny in the hands of others.

If we are to take charge of our own lives, our governments, institutions of higher
education and business, industry and labor must work together to develop and support true,
comprehensive life-long learning systems and programs. Distance education programs can be

. a very important component of such life-long learning systems. Unfortunately, however,

Q

the development and growth of major, comprehensive distance education systems in the United
States has lagged far behind Australia, England, West Germany, Holland, Japan and some
Canadian provinces, not to mention developing countries such as Thailand, Indonesia and
Costa Rica.

While there are many causes for the slow development of distance education in the U.il.
and six of Canada's provinces;, I would argue that one of the reasons for this phenomenon is
the lack of solid research studies on distance education--studies, the results of which
might be used to create more effective programs as well as winning over conservative
faculty, administrators and government officials who believe one can obtain a quality
university education only through three or four years of full-time residential study at a
selective admissions research university or prestigious liberal arts college. The current
state of research in distance education is well described by Joyceline Calvert of the Open
Learning Institute in British Columbia. "...The opinions of both supporters and detractors
about many aspects of distance education are based largely on intuition, unsupported
assumptions and casual observations" (quoted in Ian Mugridge's paper).

One «f the reasons for the paucity of sound research on distance education is the lack
of communication between researchers, who might be interested in doing studies of distance
edvcarion, and those who administer and work in distance education programs. Again,

Dr. Cxlvers nas made a thoughtful observation on this subject.

1 allan F. Hershfield, Executive Vice Chancellor, The University of Maryland University
College, University Boulevard and Adelphi Road, Center of Adult Education, Room 3124,
College Park, Maryland 20742-1600.
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Distance educators, the ones who know their systems well, usually are
newcomers to the field and have their roots in other disciplines; even
when they do have sold research gkills, they still must ‘retool' for
this new research area. Furthermore, the emphasis in distance
education systems is on doing, not on contemplation; most people in the
fieid are carrying a heavy workload...(quoted by lan Mugridge's paper).

If we are to make the kind of progress with distance education that is essential for
the welfare of the people of North America, dialogues must be initiated between those
interested in doing research on key problems facing distance educators and distance
educators actively engaged in developing and delivering distance education programs.
Through these dialogues, one would expect that important research problems would be
identified, research strategies would be explored and promising collaborative projects
involving both researchers and practitioners would be developed.

We all hope that his panel, "Distance Education: Practitioners' Pleas for Research,"
will be a first step towards the creation of links between researchers and practitioners
that will lead to the establishment of a sound research agenda on distance education and
Plans for a series of well thought through studies of key problems laid out in the agenda.
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INSTRUCTIONAL TELEVISION PROGRAMS
FOR GRADUATE PROFESSIONALS

Lionel V. Baldwinl

Abstract

Engineering and business colleges in the United
States have successfully employed instructional
television (ITV) for over 20 years. Regional
systems at over 40 universities today employ
"candid classroom" ITV to serve distant learners.
Part-time graduate students view the ITV classes at
their job sites; they are highly motivated and
perform at least as well, and under some
circumstances better than the on-campus students in
the same course. Cooperative ITV programs
involving 22 major universities are now delivered
via satellite nationwide by the National
Technological University (NTU). This innovative
program is described snd several research problems
are identified. NTU is exploring how to enhance
ITV with personal computers (PC’'s). An integrated
delivery system which combines videocassette
recorders (VCR's) and PC's effectively in a
communications network should improve the scope «nd
effectiveness of future services for distant
learners.

BACKGROUND

Engineers, computer scientists and technical manzgers today recognize the need
to integrate study with work throughout their careers. Lifelong learning is not an
option, but rather a necessity for these professionals. Employers, both industrial
and government, are expanding the opportunities which are provided at the job site
for advanced technical and management education. This market pull has challenged
U.S. educators to employ the latest telecommunications technologies to extend
educational services to part-time graduate students at their job sites. 1In a recent
study of education in corporate America, Nell Eurich (1985) observed that "engineers

seem to be light years ahead of other professions in using media for education and
updating."

Another factor which encourages cooperution among engineering colleges is the
severe shortage of experienced teachers in critically important technologies. The
engineering faculty shortage reached crisis proportions recently (ASEE, 1984) because
many teachers have left academe for better paying industrial jobs, mew Ph.D.'s are in

very chort supply, and undergraduate enrollments have grown enormously to strain the
existing engineering professorate.

ENGINEERING ITV SERVES WORKING ENGINEERS
American universities are ideally suited to deliver engineering advanced

education. The neutrality of these institutions has allowed them to gain electronic
entrance to many corporations and to precipitate an information flow that otherwise

liionel v. Baldwin, President, National Technological University, Fort Collins,
Colorado 80522
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might not exist among competitors. Engineering faculty at several colleges started
in 1963 to evolve a simple but effective way to teach adult students at a distance

via television. "Gandid classroom" remains a mainstay of instructional television

today. The following summary follows Baldwin and Down (1981).

ITV instruction originates in regularly scheduled, on-campus courses that are
attended by full-time students. The classes are held in specially equipped studio
classrooms so that not only the lectures but also the student questions and
discussions are transmitted to off-campus students at their job sites.

The performance of ITV adult students is usually equal to that of on-campus
students who are taught the identical class when comparable admission criteria are
applied. Acceptance by both faculty and students has caused the number of regional
ITV system in engineering to grow from 4 in 1967 to over 40 systems operating today.
Two dozen major universities have, over the past two decades, awarded over 3,500 M.S.
degrees to engineers who completed all degree requirements as part-time, ITV students.

Some hallmarks of good practice in ITV have emerged over the past two decades.

° Small groups of engineers meeting on a regular schedule is desirable,
particularly if one assumes the role of discussion leader. The active
involvement of each participant in brief discussions, perhaps at 10-20 minute
intervals throughout a 50-minute lecture, is strongly encouraged.

o On-site subject matter tutors are also beneficial although they may meet only
occasionally with the group.

o Individual commitment to outside study snd completion of problem assignments is
important where mastery is the goal.

o Interaction with the instructor need not be face-to-face, but telephoned
questions should be answered in one of the next few class sessions while the
issue is under active discussion on campus. Early tests using electronic mail
and computer conferencing for interaction are encouraging because these

technologies offer the same flexibility and convenience advantages as ITV
itgelf,

0 A supportive administrative and physical environment also provided by the
employer are appreciated--textbooks arrive on time, equipment is uwsintained, and
conference rooms are set aside as needed.

Recent statistical study of the Stanford Engineering ITV System provides
emphasis to the role which local tutors and organized discussion can have on
performance. Judith Lemon (1985) reviewed the academic performance of students
taking courses via television through the Stanford instructional television network
over a 3-year period which included graded students in 289 non-seminar courses over
13 quarters from Winter 1978-79 through Summer 1981-82. When one statistically
contrasts the Stanford full-time students in Tutored Videotaped Instruction/Honors
Cooperative Program (TVI/HCP) and the live broadcast HCP student, one finds that
TVI/HCP (3.47, N=308) students significantly outperform live-broadcast HCP students
(3.39, N=1771), with the Stanford full-time student (3.40, N=16,652) falling between
the two, not significantly different from the TVI or the live broadcast student.

These unpublished results generally support the early TVI studies of Gibbons, et al
(1977).

Research in instructional methods to date has not played an important role in
the design or operation of regional ITV systems in engineering.” Nevertheless, the
practices summarized above are in general accord with such studies as shown next.

WHAT EARLY RESEARCH SAYS ABOUT ITV
Wilber Schramm of Stanford University in 1972 provided excellent advice:

At least two straightforward guidelines stand out from the
research papers we have reviewed. Effective television can be
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kept as simple as possible, except where some complexity is
clearly required for one task or another; students will learn
more if they are kept actively participating in the teaching-
learning process. Simple television: active students.

More recently, Charies E. Hutchinson (1982) reported on an intensive study of
ITV as it is employed by engineering colleges. This NSF sponsored study was based on
a simple premise: Most, if not all, ITV operations could upgrade both facilities and

training of instructors and camera operators with modest investments of time and
money.

The final report includes an extensive literature review concerring the
important factors that influence learning from television. These factors were
reported under the headings audience, behavioral objectives, identification of
content needed, instructional strategy, production of programs, formative evaluation.
Hutchinson concluded that the premise was correct and his task force published
several practical aids.

The appropriate roles for educational technology including ITV and computers was
recently reviewed as a part of an intensive study of the quality of engineering
education today (ASEE, 1986). This report provides a timely overview of the
tremendous changes which are affecting both the education of engineers and the
practice of engineering.

THE NATIONAL TECHNOLOGICAL UNIVERSITY

The National Technological University wes established in Colorado as a separate
non-profit private educational corporation on January, 1984. NTU was created to
award masters degrees in selected fields. The academic programs feature approved
courses of instruction offered by its 22 universities, which are also shown in Tablel.

Each participating university evaluates and records grades for students
completing its courses. The student records are transferred by the participating
university to the NTU Registrav at the end of each term. By using advanced
educational and telecommunications technology to deliver instructional programs to
graduate technical professionals at their employment locations, students do not need
to leave the workplace to participate in the instructional programs.

Each NTU site is operated by a sponsoring organization (i.e., the company
employing the student) following guidelines provided by NTU. The courses are
rigorous, but provide a convenient and flexible alternative to campus study. NTU has
the services of over 3,000 full time engineering and computer science faculty members
from participating universities, which assures high quality instructional programs.
Moreover, NTU conducts research in areas of educational technology related to

teaching and learning to insure continued responsiveness to the needs of the students
(Baldwin, 1984). '

NTU's functions are to:

o Award master's degrees to qualified individuals in selected disciplines;

o Provide research seminars in each discipline;

o Operate a modern trlecommunications delivery system for
convenient, flexible, on-site service;

o Offer AMCEE non-credit short courses, seminars and workshops to introduce newly
advanced technology concepts to a broad range of technical professionals; and

o Establish a sophisticated satellite network infrastructure

between industry and the university communities

NTU began offering courses by videotape to more than 150 technical professionals
in the Fall of 1984. On August 28, 1985, NTU began broadcasting two channels of full
motion, color ITV via transponder 5H on GSTAR-I, a new Ku-band satellite. NTU is at
the forefront of satellite transmission technology with its dual channel per
transponder service. Satellite delivery boosted participation dramatically.

41

a2



The NTU network is configured so that eventuully each instructor can
simultanteously teach both on- and off-campus students. Specially equipped ITV
classrooms, each with several remotely controlled color cameras and audic
microphones, are the origination point of each broadcast. The ITV signal can be
beamed instantly from that campus to the satellite. The part-time students at their
Jjob sites can, therefore, view the class live and, through telephone linkages, can
ask questions during the class session.

Student-teacher interaction in a teleconferencing mode via satellite have been
successful. Since the NTU classes are planned to serve an average of about 55 off-
campus students, classroom interaction between the teacher and off-campus students
can be easily accommodated. For classes that are delayed a few hours before being
broadcast because of schedule cenflicts, NIV provides occasional time for recitation
sessions done by teleconferencing. Videotape machines offer the student who must
miss a session the opportunity to view it at a later, convenient time. Inde-sd,
videotape is an essential part of all live ITV today, because it adds a time buffer
when needed as well as an opportunity for review.

Each receiving site pays an access fee to join the NTU/AMCEE network. Some
corporations choose to pay & corporate wide fee which allows all their U.S. locations
to participate. The following corporations have paid a subscription fee that allows
each of their domestic sites to participate in the network: AT&T, Digital Equipment
Corp., E. I. duPont de Nemours, Eastman Kodak Co., General Electric Co., Ceneral
Instrument, GTE Spacenet Corp., Hewlett-Packard Co., Honeywell, Intel, IBM Corp.,
Motorola, NCR Corp., Southern New Jersey Technology Conscrtium, Tektronix, Inc.

These corporate-wide sponsors accounted for 56 of the fall, 1986, receiving sites.
The other 24 sites are from 9 corporations or government laboratories and each hes
paid an individual site subscription fee to gain access.

NTU PROJECT TO ENHANCE ITV

NTU took "candid-classroom" nationwide via satellite in 1985 and found new
opportunities as well as problems. By pooling the best teachers with ITV experience,
a university consortium (NTU) can markedly improve the intellectual quality of
instruction over that which a single school can offer. The national range, however,
also raises expectations that the "production quality" will also improve.
Furthermore, the courier employed by all regional ITV systems which usually serves a
50-100 mile area, becomes uneconomical or too slow.

We believe that the time is right to introduce computer technology into the
satellite ITV and telecommunications system in order to enhance instructional
effectiveness by integrating television and computer technologies into an overall
system for distance learners. NTU is now developing and testing an integrated system
consisting of information preparation, transmission and storage facilities plus
state-of-the-art conferencing. The system will facilitate the transmission of text,
graphics, charts, and drawings to the remote student via satellite. Convenient and
affordable storage and reproduction of the text and graphicel material are inherent
in the proposed design.

Specifically, the project has identified several promising avenues to provide:
timely delivery of text material to distance learners; convenient ard efficient
delivery of grapnics material to remote students;) Ilnteraction between remote
students and instructors, and among students learning at various sites; rapid flow of
assignments (to and from) students and faculty.

The goal is to provide the faculty an integrated solution to the problem of
easily preparing and transmitting information to remote students. Delivery of this
material via satellite to multiple receiving locations will truly have the effect of
bringing the remote learner to the classroom. Naturally, campus students will also
benefit from the improved instructional supporting materials.

CONCLUDING COMMENTS

The NTU program may soon be adapted to the needs of technical professionals in
Europe and Japan. In the near future research studies might, therefore, extend to
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other continents. This will surely provide creative variations, fresh vigor and
additional practice groups seeking and receptive to guidance.
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Table 1: MEMBER UNIVERSITIES OF AMCEE
(Participants in NTU are shown Ly asterisk)

* Aricona State University * Universlty of Alaska
Auburn University * University of Arizona

* Boston University * University of Florida

* Colorado State University * Unlversity of Idaho
GMI Enginecring & Management University of Illinois at

Institute . Urbana-Champaign

* Georgla Institute of Technology * Unilversity ot Kentucky

* Illinols Iustitute of Technology * Unilversity ot Mar.land

* Iowa State University * Unlversity of Massachusetts
Massachusetts Instituate of Technology University of Miriigan

* Michigan Technological University * Unlversity of Minnescta

* North Carolina State University * University of Missouri-Rolla

* Northeastern University University of Notre Dame

* Oklahoma State University . * Unlversity of South Carolina
Polytechnic Institute of New York University of Southern California

* Purdue University Uriversity of Washington

* Southern Methodist University University of Wisconsin-Madison

Stanford University
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NORTHERN ONTARIO DISTANCE EDUCATION ACCESS NRTWORK

Marian Croftl

Abstract

During the next four years Northern Ontario will become a
unique laboratory for distance education in all of its facets,
both as a field of study and practice. Resulting from extensive
funding by the Provincial Government of Ontario, an Access
Network and collaborative programmes will be developed and
maintained to serve a scattered population with no tradition

of university participation.

THE PROJECT

On October 30, 1986, the Provincial Government Of Ontario confirmed a promise made in
the April speech of the throne by announcing the creation of the Northern Cntario Dis.ance
Education Access Network. Funding for the project totals twenty million dollars, five
million per year for four years, to be divided each year into three million for the
development of collaborative distance education programs.

According to the government, the objectives of the project include improving access to
formal educational opportunities to meet the needs of residents of remote communities
using new technologies in delivering distance education and to create expertise .in the
design and operation of technologically enhanced distance education programmes.

The Access Network will be run out of twe regional co-ordinating centres, one in
Thunder Bay and one in Sudbury, each to be managed by the local university and community
college. While the actual physical composition of the network has yet to be confirmed, at
this stage it appears that there will be up to twenty access communities in each of the
Northeast and Northwest, with each community housing an information centre, audio
teleconferencing facilities, VCR equipment, IBM and possibly ICON (a provincial
government-sponsored computer used in secondary schools) computers equipped for networking
and communications and facsimile equipmert.

DISTANCE EDUCATION AT LAURENTIAN

Laurentian University was created in 1961 to serve the needs of Northeastern Ontario,
a geographic area twice the size of France, with a population of 600,000. The university
is the major partner in a system of on-campus federated church-based colleges and
affiliated university colieges 1in Sault Ste. Marie, 300 kilometres west of Sudbury,
Hearst, over 600 kilometres north and North Bay, 120 kilometres east.

Envision, Laurentian's Distance Education programme, began in 1972 as an innovative
attempt to bring university courses to a scattered population with no tradition of
university participation. Laurentian has over 60 courses available via print-based
correspondence, audio-cassette, television, video-cassettes in learning centres in 25
comanunities and teleconferencing. Degrees are available in English in Psychology, Law and

IMarian Croft, Director, Center for Continuing Educatior, Laurentian University, Ramsey
Lake Road, Sudbury, Ontario, P3E2C6
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Justice, and Religious Studies. Additional degrees in Sociology and Native Studies will
be completed shortly. A major project to offer the Post~RN BscN degree to nurses in
remote communities will be launched in January 1987, with 300 students. 1In French, a
total of ten courses are offered in various subject areas, with a major expansion effort
underway.

North~astern On:tario has special educational needs which can be addressed via distance
education. The area incorporates many small, isolated communities which are single-
industry towns, based on the primary resource industries of mining and forestry.
Participe:-ion rates in university programmes, although increased significantly with the
presence of Laurentian, are still lower than provincial norms. As well, levels of high
school completion ar: lower than in the South.

Continuing professional education is essential for individuals in business, teaching,
docial work and nursing. Levrentian was a founding member of the Northeastern Ontario
Telehealth Network, (NOT") which links over 30 area hospitals by audio-teleconference.
The unjrersity has adaded several additional sites. Bridging i1s done through Darome
equipment at NOTN.

The university is committed to a multi-media form of distance education delivery which
is learner, not technology centred. Ccurses are developed from the point of view of the
student and every effort is mac¢- to ensure maximum flexibility in the application of the
technology. This 1is especially {important in the North and has given rise to the
development of courses whinh are based on several technologies: print for the
theoretical, video cassettes for enhancement and teleconferencing for class discussions.

THE CHALLENGE

During the next four years Northern Ontario will become a unique 1laboratnry fcr
distance education in all of 1its facets, both as a field of study and practice.
(Thompson, 1986) The project will include on its staff a rcsearcn officer, whese first
responsibility will be to develop a programme for an invitational conference on research
in distance education in May 1987. All research proposals dealing with the project will
be vetted by the research officer to ensure consistency and avoid overlap. The research
officer may also choose to initiate research on specific areas of the project.

In his recent paper "A Discipline of Distance Education” Holmberg (1986) discusses the
following components for a structural base: philosophy and theory; students, their
milieu, conditions, and study mectivation; subject matter presentation; communication and
interaction between students and their supporting organization (tutors, counsellors,
administrators, other students); administration and organization; economic systems
(comparative distance education, typologies, evaluation); history. It is probable that
research for the Northern Project will be developed using this framework.

In the area &#f philosophy and theory, it is unlikely that a great deal of attention
will be focussed. Nejther of the two participating universities has a faculty ¢%f adult
educaion, so the theoretical base of the project will be work already done by Moore
(1977b, 1986), Keegan (1986) and others.

Much work will be done on the student population served by the project. The first
research study beginning in January, 1987 will deal with the demographics {similar to that
done by Knepper and Waslycia~Coe, in 1982) and attitudes and values of nurses embrrking on
a professional degree programme.

Educational psychology, adult learning theory and iustructional systems design thz2ory
will all provide useful models for assessing the project. (Coldeway, 1982; Cross, 1981;
Knox, 1978) There is a great need for comparative analysis of distance education versus
traditional study.



As the project will have an instructional designer on staff, research in this area
should be facilitated. However, much work remains to be done on the impact of choice of
technologies and learning styles on instructional design (Kaye, 1981; Fales and Burge,
1984). As the project 1s anticipated to include all currently used technologies, this
work should be possible. It may also be possible to utilize various formative evaluation
procedures during product development, including expert review, developmental testing, a
three-stage model and learner verification and revision, (Weston, 1986), although the
short timelines of the project may create some difficulties. Since all programme
development must be done on a collaborative basis, new research possibilities exist here.

Support servicns for distance students continue to be difficult to provide especially
in isolated and remote communities. In this project there is special concern for the
provision of counselling and library services (Howard, 1985) to name only two areas.
Innovative proposals which take into consideration the special needs of the North will be
sought.

The project offers interesting possibilities in the areas of administration and
organization because of the collaborative management structure which will be put in
place. In each major centre only one of the two institutional partners has distance
education expertise. The coordinating centres themselves will provide an unusual case
study in the development of communications networks.

The Northern Project will be funded in its entirety by the government of the province
of Ontario. Both the network and programmes developed for it will be carefully costed and
audited, allowing for comparative cost analysis with in-person courses ard programunes,
utilizing modele similar to those devised by Rumble (1981) and Snowden and Daniel (1979).

Evaluation will be a major research area for the project, including evaluation of
comparable technologies and their effectiveness and the educational implications of
information technology. Course and programme evaluation as well as evaluation of the
network itself will also be done.

CONCLUSION
One of the underlying principles of the Northern Project has been stated as follows:

"oeeBecause we believe knowledge gained must be shared and advanced, we are firmly
committed to a strong and integrated research component to the project. Northern Ontario
will become, for these four years, a unique laboratory for distance learning. It 1is our
responsibility as educators to ensure that this laboratory is used to the best advantage.”
(Croft and Derks, 1986).

It is also our greatest challenge.
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DEVELOPMENT OF DISTANCE EDUCATION IN THE UNITED STATES

Daniel Granger1

Abstract

Distance education is necessarily student-centered, at least
geographically. As American higher education seeks to become
more responsive to students' needs in terms of quality and
connectedness with the rest of their 1lives, research into
distance education can assist that process by providing
student-centered models for instruction and the uses of
technology.

INTRODUCTION

The growth of distance education internationally has, in the last 15 or so years,
paralleled the growth of nontraditional or innovative education in the United States in its
various forms, including individualized education and all the develcpment related to adult
education and lifelong learning. Distance education was primarily concerned with providing
access to education for those without traditional programs at hand, while innovative U.S.
educators have sought to develop programs which would truly meet the needs of a student
population which less and less resembled the traditional 18-22 year-old undergraduate.

Throughout the 1970's and 80's, non-traditional education continued to develop and
evolve in the United States while distance education, following the impressive model
established in Britain, was taken up by nation after nation. Some, like Canada, have a long
history of serving geographically remote students; others, in Africa or Asia, for instance,
see in distance education an efficient tool to foster national development on a large
scale. What the British Open University realized early on, and what every successful
distance learning program comes to realize, is that providing basic access to an
educational program for students in no way assures successful engagement with education.

This, of course, is the same realization that more traditional education has come to,
captured in the title of one national report, Involvement in Learning. What has become
clearer is that the concerns for quality in higher education are much the same, regardless
of the mode. Further, because of the parallel but quite separate developments in distance
education and innovative education in the U.S., reciprocal close study and research can
pcoduce real mutual benefits. As a practitioner of distance education in the United
States, I would like to see from researchers in this country cogent evidence not only
about the effectiveness and efficiency of distance education, but about how it can be
adapted and utilized within the U.S. The opportunity here is to provide an educational mode
which can satisfy the rising national demand for education of high quality that is also
impressively cost-effective.

STUDENTS
Student Autonomy

In the most recent Carnegie report, College: The Undergraduate Experience, Ernest
Boyer voices a serious concern about the disjunction between academic experience and the
rest of students' lives -- in terms of goals, ®walues, and relevant connections. Distance
education is also concerned about the need to establish a strong and vital connection
between students' academic activities and the rest of their lives.

1Dani.el Granger, Director, Center for Distance Learning, SUNY Empire State College,
Saratoga Springs, New York 12866
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At the same time, there is in the literature of distance education a major concern about
student autonomy: the student's right to determine as many factors as possible about
his/her learning experience, including the duration and content direction of the study. At
one end of the spectrum, Holmberg (1986), a major researcher in distance education,
declares flatly: "It is in my view up to the student himself or herself to decide what is
good for him or her." The other is described by Moore (1985) when he notes that "The
typical distance education package is so highly structured that it gives the student little
autonomy. The students may chioose from a range of courses, but then must follow a precise
sequence of course materials, may omit very little and bring in very little c¢f their own
experiences."

Positions about student autonomy vary greatly from nation to nation, culture to
culture. At Empire State College, our experiznce has been that the more directive support
(the less autonomy) students are given, the higher their success rate and satisfaction.
Factors such as strict term dates, assignment deadlines, and explicit performance
expectations seem to provide a reassuring structure for students at a distance. Yet we also
reccgnize the value of enabling students to make experiential connections. Since this is a
major issue in distance education, studies focusing on the cultural variables as well as
the impact of various control factors on long-term student success would be quite useful in
elucidating this debate. The outcome, we hope, will be guidelines for a firm supportive
course structure which encourages students actively to engage appropriate personal
experience with the content under study.

Integration of Student Experience

In addressing the need to establish a strong and vital connection between students'
academic activities and the rest of their iives, U.S. educators have made significant
advances in the recognition of individual experierce as an important aspect of learning.
This contextual connection has already been developed to a certain extent in many adult
education programs, in which students are expected to prepare a portfolio of the learning
they have gained through prior experience to be evaluated and assessed for its
college-level learning. This portfolio then serves as one distinct component of a student's
program. At the Center for Distance Learning we have begun to recognize that experiential
learning can be a more refined tool to determine and shape further study, making the kind
of engaged connections for students now called for in both distance and mainstream
education. One obvious example is the Business area: a manager who has helped his firm grow
from a five-person to a fifty-person operation will be capable of specialized advanced
study in organizational behavior and management policy. Less obvious is the student whose
life experiences can provide important connections with various academic areas: the student
who has experienced several life-and-death situations in his service as a police officer
has a special perspective on many philosophical, ethical, and social issues which could
enrich not only his own study of the related academic subjects,but almost certainly that of
his fellow learners -- both faculty and students.

This is also a potentially rich approach to bridging the perceived gap between
liberal and professional studies. The humanities and other liberal arts historically have
been our way of understanding and explaining our own lives and behavior. By rooting liberal
studies within the context of students' own lives, students themselves can vitally engage
philosophical, ethical, historical and social jssues in critical and affective ways which
lead to significant learning experiences. Even within a professional program, these kinds
of studies lead students to raise questions and apply perspectives which can make them more
responsive to a wider range of concerns and, consequently, more effective within their own
career fields.

The experience at Empire State's Center for Distance Learning is that these contextual
_connections can be used in a variety of ways to strengthen and enhance learning
experiences, but the practice is still haphazard at best: students seem to engage
effectively for a variety of reasons with a variety of subjects. Careful studies need to be
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conducted to determine how best to understand students® contexts and then how best to make
the various learning connections. Success here will produce programs which are, in the very
best sense, student centered.

We have just begun to use an individual) student's full context to good educational
purpose and we need to study how best to do that. The connection of learning to some aspect
of a student's life should not simply be an opportunity Ffor a fascinating war story but a
way of rooting that learning more deeply in the student’'s affective, as well as cognitive,
consciousness.

INSTRUCTION

Faculty

Virtually all distance education programs use a large number of part-time faculty to
tutor or supervise their courses. At the Center for Distance Learning, we draw these
part-time faculty both from traditional colleges and from the professions. We have found «
number of differences which may raise interesting research questions.

1. Traditional teaching <£faculty wusually take longer to
adjust to the needs and expectations of tutoring courses
at a distance than tutors recruited from professional
practice. Traditicnal faculty may be uncomfortable with
the facilitative nature of tutoring versus the more
controlling pesition of classroom lecturer.

2. Course tutors who also work as professionals are more
open to applications of theory to students' personal
experience and will encourage valid applications of
expurierice to assignment work.

3. While both traditional classroom faculty and pract :ing
professionals seem to enjoy distance course tutoring,
professionals seem tc¢ sesk out these positicns as
opportunities to share their knowledge of fields they
know and love well. (Certainly the compensatj ‘s not a
major incentive.)

From this experience, it seems that if distance education is to become a viable mode
in the United States, some of the issues needing further study are the roles and
responsibilities of faculty in relation to instruction, i.e., the materials and their
delivery; the responsibilities of faculty to students as knowledge experts, fellow
learners, counsellors/advisors, and facilitators. Not surprisingly, these are the same
issues of concern to educators like Boyer, Astin, and William Bennett. What may be called
for is a shift or perhaps evolution in the conception of the professional as faculty. What
seems to be emerging is a professional-technicai class housed in universities and
corporations functioning as practicing professionals and at the sams time szharing their
knowiedge with succeeding generations through a variety of sophisticated learning
technologies.

Techniology and Education

The current excitement about the application of new technologies to education may well
offer the best catalyst for both academic and administrative change because of the apparent
wealth of possibilities. Here, too, the experience of distance education, not only with new
technologies but with the pedagogies and support systems which must accompany them, can be
a rich resource.
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We know that the history of education is strewn with the promises of technology, yet
we still use book and pencil. If the new technologies are to be major improvements in
education, with which students, and within what kinds of organizations and support systems?
An expensive video shown by a professor in his classroom may enhance learning there; beamed
into a remote region to be seen by hundreds of isolated distance learners, it becomes
central to the learning process.

The Center for Distance Learning was established by Empire State College with the
expectation that it would use new technologies to serve distant learners efficiently and
cost-effectively. But to date we havc been able to use effectively only a limited range of
what is available. Consequently, research might be undertaken not only into possible
applications of the new technologies, but into the practical effectiveness of certain
technologies in various configurations of students, content, and circumstances. Not only
large-scale questions about the educational use of various information transmission
technologies should be studied, but immediate questions about, for instance, the
cost/benefits of various support models for televised instruction, the potential of
computers as barriers as well as facilitators to learning, or the cost/benefits of
sophisticated computer-aided instruction compared to much simpler forms of
computer-mediated instructiocn.

CONCLUSION

Distance education as it is practiced internationally has been incorporated into
various configurations with both new and existing institutions to provide education to
larger and more diverse populations. Distance education in China alone serves over a
million students. In the United States we have tended to be complacent in the richness of
our educational resources, but twc of the most recent national reports, Boyer's College:
The Underpraduate Experience and Terrel Bell's To Secure the Blessings of Liberty,
forcefully remind us that all is not well in education here. The task for educational
researchers is an important one, and distance education offers a number of formulations and
models which may assist their work.
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DISTANCE EDUCATION: PRACTITIONERS’ PLEAS FOR RESEARCH

Ian Mugridge !

Abstract

This paper discusses the question of the existence or
emergence of a discipline of distance education and raises a
set of questions related to research in and the practice of
distance education. Some of these gquestions are fthen
addressed within the Canadian and, more specifically, the
British Columbian context in which the author’s institution,

the Open Learning Institute, exists. The state of and the
need for research in distance education in B. C. is also
discussed.

One of the signs of growing maturity in an area of academic activity and enquiry
is frequently of a discussion about whether that area constitutes a discrete discipline. A
later sign of more maturity is -- somewhat less frequently -- the conclusion that such an
area of activity and enquiry does not constitute a discrete discipline and can indeed best
be understood as part of a wider discipline or colloction of disciplines. Distance
education has reached the first of these stages. It is not yet clear whether it will or - -
I am obliged to admit in spite of my prejudices to the contrary -- whether it should ever
reach the latter.

Over the last few years, the writings of people 1like Borje Holmberg in Germany, of
Desmond Keegan in Australia and others have led us, rather self-consciously, it sometimes
seems to a consideration of the claims of distance education to be regarded as a discipline
in its own right. The former has produced a flood of writings on the state of research in
distance education and of trends in its practice. Such writings have been designed to
demonstrate the existence of a discipline of distance education, cne vhich, as he recently
claimed, "is not only ... now de facto established as both a research area and as an
academic teaching subject, but is also a field of study intent on future developments."
These developments are sufficient to put distance educators "in a position to allow
ourselves the claim that distance education, however humble the achievements so far may be,
is progressing as an academic discipline." (Holmberg, 1986)

Leaving aside the question of whether estazblishment as a research area and as an
academic teaching subject entitles such an area to be called a discipline (as editor of The
International History Review, I would not presume to <¢iaim that such a well-established
research and teaching subject should be regarded as a separate discipline), it seems to me
that this question, now being pursued so assiduously by many of our colleagues, is one
vhich may frequently generate more heat than 1light and can thus safely be left aside from
consideration, at least for the time being and until the subject can be treated with more
hope of a resolution -- in other words, perhaps, until the resolution is so clear that
discussion is no longer necessary.

Much more useful questions are, it seems to me, being raised in the attempt to deal

1Dr. Ian Mugridge, Dean, Open University, Open Learning Institute, 7671 Alderbridge Way,
Richmond, B.C., V6X 129 Canada.
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with the practical problems of distance educators such as those who are participating in
this symposium. Many of these questions come from our own experience and needs; but many
others come from the general experience of distance educators in North America and
elsevhere. Let me try to deal with the second group of questions first.

In an article vhich appeared in Distance Education in 1983, John Sparkes of the
British Open University discussed the problem of creating a discipline of distance
education. In concluding that the creation of such a discipline was not merely possible
but also desirable, he listed several areas of concern for distance educators. These were
-- and they deserve quoting at length --

1. A nev taxonomy or categorisation of educatione’ aims and of types of courses,
bearing in mind the wide range of courses required by part-time, home-based
students. The set of types of cducational aim might include the teaching of
knovledge, of understanding, or intellectual skills, of manual skills, and of
attitudes etc. (cf Bloom). The set of types of courses might include awareness
courses, training courses, updating courses, academic courses, upgrading courses,
etc. These different types of course contain different mixes of the various
kinds of educational aims, and must therefore be designed differently.

2. An explication, based not only upon psychological research but also upon
distance teaching experience, of the various ways in which peopie learn; and can
be taught. It has long been clear that, say, knowledge, deep understanding and
skills require different learning and teaching strategies. It is also well known
that, within these strategies, individuals (e.g. convergers and divergers,
visualisers and verbalisers) have their own preferred styles of learning. The
use of distance teaching methods that are less adaptable than face-to-face ones,
and the expanding demands of adult education, are throwing new light on these
general problems.

3. An explication of the pedagogic capabilities and limitations of different
distance teaching methods. These relate not just to the types of educational
aims and types of course being offered, but also the subject matter, to their
cost in cash and manpower, to their accessibility to students, both physically
and psychologicalln and to their goals.

4. An extension of feedback theory, as developed in engineering subjects, to the
educational field. Properly used, bearing in mind time delays, etc., the theory
can be used tc design optimum strategies for the reduction of misunderstanding in
students, caused, for example, by errors in course materials, failure to match a
course to its target student audience, variations in student ability etc.

5. Applications of information theory and a better understanding of human
information processing in the brain, by means of which it will be possible to
distinguish between teaching material that is readily acceptable and that which
is difficult to read or hear or see or grasp. (Sparkes, 1983)

Having listed these examples of areas in which distance educators should encourage
research, Sparkes went on to discuss other problems in ways which make important statements
about our work. Most of us would agree that much of the practice of teaching has hitherto
rested at best on a limited theoretical understanding of the processes involved, being
based largely on a short apprenticeship followed by an intuitive building on this and the
teacher’s own experience to achieve success. Even though the experience of successful
face-to-face teaching may be helpful to a distance teacher, such a teacher requires much
more than that to deal with problems resulting from delay, distance, initial investment in
prepared materials, lack of immediacy and so on. One of the things which becomes important
here is the ability, based presumably on academic and tested theories, not merely to
explain known phenomena, but to predict new ones, to take action, in fact, to bring about
desirable future events. (Sparkes, 1983) It is this central problem which, more than any
other educator, the distance educator, frequently removed from his students in a way that
educators in conventional institutions are not, must address if he is to ansver more
effectively the needs of the growing number of students he is called upon to serve.
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At this point, I would 1like to shift attention to the particwiar p..sspective frem
vhich I view my work as a distance educator and thus to the context within which I do that
work. Scme discussion of that context is therefore appropriate. The institution to which
I belong is the Opzn Learning Institute of British Columbia, which is Canada’s westernmost
province, covering an area of almost 350,000 square miles and with a widely and thinly
scattered (except for two concentrations totalling about sixty-five percent of the vhole)
population of something over 2.2 million. OLI was created in 1978 to offer programmes ia
three areas, first degrees in arts and science, technical and vocational subjects and adult
basic education, to the entire province by distance means. From iis pilot semester in
September, 1979 when seven courses were offered to 750 students, the institute has grovn to
the point where, in the 1986/87 academic year, over two hundred courscs will be offered to
about 19,000 students.

OLI has a number of interesting features, one of which is that, so iar as we know, it
is unique in the breadth of its mandate. Another is that it will soon cease to exist. In
the summer of 1985, the provincial government requested the boards of t:z Open learning
Institute and of the Knowledge Network,; the provincial educational telavision network, to
begin planning for the establishment of an open learning authurity. The government made
this task easier by an ingenious device known as "the boards of common membership" -- the
same ten people sitting as two legally separate beards. This process continued until the
spring of 1986 when recommendations were revieved and accepted by the provincial government
and legislation drawn up. The unexpected resigration of the provincial prezier and
subsequent leadership convention and general electioa caught this legislation part way
through the legislature. It is expected, however, that it will be re-introduced when the
legislature returns in the spring of 1987.

In the meantime, planning for the new authority and integration of the two principal
agencies has continued so that imuch of the new structure will soon be in place. The
authority will be charged with the coordination of open learning throughout the province
and vill have at least four quasi-independent components, an open university, an open
college, the Knowledge Network and an administrative branch. It is expected that the first
three will work separately and icgether to improve open learning offerings in the province.
More important, however, it is also expected that the components will work with the other
parts of the provincial system -- schools, community colleges of which there are fifteen,
institutes of which there are four in addition to OLI, and public universities of which

there are three -- to enhance open learning opportunities in a coordinated and rationalized
manner.

Having now introduced a nzw element into the discussion -- that of open learning -- I

. should perhaps pause to try to explain our use of that term. Two things should in my view,

be made clear: firstly, that open learning is not a process but an idea and, secondly,
that distance education and open learning are not the same thing. Distance educaticn may
be a part of open learning. It is certainly one of the possibilities which 7111 be
considered in the provision of open learning opportunities, the aim of which will be to
make available as widely as possible a series of flexible responses to student needs, using
available methods and technologies as appropriate.

This is necessarily a vague description but my hope is that it will make clear that
most of the iscues raised in the article I quoted earlizr apply to open learning as well as
to distance education. To use the issue which I described as central, it is, if anything,
more necessary to know on what basis and through what meauas, it is possible to bring about
desired future events in student learning. Thus, it is, I believe, possible to carry on
the discussion of the need for research in these two distinct areas as if they were inter-
changeable.

The problem facing researchers in distance education was described very graphically by
one of my colleagues in a recent article. "The opinions of both suppcrters and detractors
about many aspects of distance education are based largely on intuition, unsupported
assumptions and casual observations." {(Calvert, 1986) According to Dr. Calvert, the
problem is not that problems worthy of investigation have not been identified but that
other factors -- shortage of funds, of publication outlets, of time to undertake research -
- have kept genuine research, at least in Canada, to a minimum.
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Some of these deficiencies can be and are being remedied. Funding agencies are
beginning to view more favourably requests for research grants in areas related to distance
education, both as projects in themselves and as parts of larger training or pilot
projects. Publishers are beginning to realise the growing importance of distance education
as a field worthy of investigation and two new journals are being added to the available
cutlets -~ the Journal of Distance Education published under the auspices of the Canadian
Association for Distance Education for the first time in November, 1986 and the American
Journal ~f Distance Education soon to appear from Pennsylvania State University. There 1s
a sense in which the third factor noted above is the most important. Once again, one of
Dr. Calvert’s observations is apposite:

Distance educztoers, the ones who know their systems well, usually are newcomers
to the field and have their roots 1im other disciplines; even when they do have
solid research skills, they still must ‘retool’ for this new research aresa.
Furthermore, the emphasis in distance education systems is on doing, not
contemplation; most people in the field are administrators carrying a heavy
workload. When special research units are established, they generally serve
administration and focus on practical day-to-day issues. (Calvert, 1984)

This is not a plea for more sabbaticals for harassed administrators; but it is a plea
for a more systematic attempt to address issues of major importance which will affect
future developments in distance education. As a parenthetical comment, let me say that one
of the encouraging signs in the jurisdiction where I work has been the willingness of the
authorities to make a serious commitment to open learning research on a system-wide basis
so that, for example, the emergent Open Learning Authority is involved in discuscions with
the University of British Columbia and other components in the system to build theoretical
and applied research and teaching programmes in open learning.

In a Canadian context and more particularly, in British Columbia, a good deal of
literature nowv exists which dJocuments the experience of distance educators and their
students. The B. C. experience, for example, has produced 'several pieces on the work of
the Open Learning Institute and the Knowledge Metwork (see, for example, Bottomley, 1986;
Catchpole and MacGregor, 1984; Crawford, 1980; Ellis and Mugridge, 1953; Forsythe, 1982;
Meakin, 1982; Mugridge, 1986; Scales, 1984; Timmers and Mugridge, 1986). But this growing
body of work by no means represents a systematic attempt to investigate the problems of
distance education; and it makes 1littie, if any, progress towvards answvering the major
theoretical and practical questions posed in the Sparkes article quoted above. The kind of
largely descriptive work which has been done to this point has value in making available
wvidely the experience of distance education in B. C. but it is certainly not a sufficient
basis on which to design a system for the future.

A couple of examples on severely practical questions will be sufficient to illustrate
this. One of the purposes of the emergent Open Learning Authority in B. C. is the
fostering of a system-wide approach to open learning, the establishment, in other words,
of a series of inter-institutional arrangements which will, it is hoped, enable our
students to be better served. At the beginning of a major effort in this area, however, we
knov almost nothing about the wvays in which inter-institutional relationships develop and
succeed or fail. In 1979, the question was discussed at length at the British Open
University’s tenth anniversary conference which came to the obvious but not very helpful
conclusion that consortia are a good idea but fail more often than they succeed. (Neil,
1981) In Canada itself, as recently as 1982, Crawford and Crawford surveyed the field and
concluded that most efforts in Canadian distance education have been undertaken by single
institutions without reference to others. Further, there is little documentation of the
work which has been done and what exists 1is almost entirely descriptive. (Hart, 1981;
Mugridge, 1983; Yerbury, 1985)

A second area of investigation shows even more graphically the need for this. In a
situation in which B. C., in common with other . Canadian provinces and indeed with most
jurisdictions, has imposed severe financial restraints on its educational institutions,
there exists one article on the economics of distance education. (Snowden and Daniel, 1980)
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Further investigation of these questions is unlikely to help us deal with the larger
issues already enumerated. The paucity of work done on these matters, however, points up
graphically the need for an increased aitempt to investigate systematically and thoroughly
a large numbzr of issues related to distance education. In an educational environment
vhich 1s moving -- not always forward -- and changing -- not always for the better -- as
rapidly as that of distance education, the price of ill-informed action may well be high
and almost certainly higher than an attempt to undertake rigorous and systematic research.
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GRADUATE EDUCATION DESIRES, DETRACTORS,
AND DETERMINANTS FOR NAVY AVIATION OFFICERS

1
Joseph D, Smith

Abstract

The Navy 1is currently faced with the
challenge of providing graduate level
education to Navy Aviation Officers.
The traditional method of providing
resident full-time instruction is not
feasible. A survey was made to
determine the desires, detractions and
determinants of Navy Aviation Officers
vis-a-vis graduate education. The
results of the survey indicate that
the opportunity for graduate education
has a high priority among Navy Aviation
Officers.

BACKGROUND

Today's Navy Aviation Officer is interested in graduate education but
has the primary duty of aviation. Relatively few of the current 16,000
aviation officers can attend graduate school full time. As a result oaly
17.6 percent of all Navy aviation officers currently have master's degrees.
To retain aviaciorn officers and to improve the educational skill of career
oriented officers a survey was developed to determine the attitude and
desires of Navy Aviation Officers.

The survey was sent to Navy Aviation Officers currently in flying
assignments. The return rate was 42 percent with 2,753 surveys returned.
The primary focus was on the Lieutenants (LT) and Lieutenant Commanders
(LCDR) (those with 4-20 years of military service). The surveys were

mailed independently to a central point. Tabulation and data summarization
were performed independently.

DESCRIPTION OF THE STUDY

To ascertain feedback on the desires, detractors, and determinants of
aviation officers, a survey was distributed to aviation officers. The
target population was aviators with 4-20 years of Navy service. These
officers were considered to be in the prime retention group. To retain
these valuable personnel assets, decisions were required following an

enalysis of the value aviation officers place on graduate education.

“Joseph D. Smith, Director of Navy Officer Accession Programs,
Chief of Naval Education and Training, Pensacola, FL 32508=5100
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A Burvey was developed for distribution to aviators. The gquestionnaire
contained both qualitative and quantitative ftems. The goal of the survey
was to obtain feedback for decisicns concerning graduate education.
Specifically the extent Lo which graduate education was desired, the
preferred areas of graduate study, and the detractors to the cbtaining of
graduate courses were solicited.

The number of responses, 2,753, was extremely high for response to
questionnaiie mailed to a central point from Naval bases around the world.
A personal letter was sent to deployed commands by a Navy Vice-Admiral.
This personal .etter raised the level of responses from officers by
focusing on the seriousness of the effort.

FINDINGS OF THE STUDY

The findings of the study include:

a. Navy Aviation Oificers strongly desire graduate education.
Ninety two percent of LT's and 85 percent of LCDR's state they
do not have all the education they need ¢ desire.

b. Seventeen percent of LT's and 44 percent of LCDR's have
previously enrolled ia off-duty graduate education.

c. The preferred subject areas identified for graduate study are:

1. Strategic Planniag/International Relations
2. Financial Management

3. Computer Science

4, Computer System Management

5. Education and Training hanagement

d. The major detractors to graduate education arve:

1. Flight schedule

2. Deployment schedule

3. Family commitments ,

4., Transfer prior to completion
5. Tuition and fees

e. Only 46 percent of surveyed officers realized the relationship
between graduate education and cheir career subspecialty.

IMPLICATIONS OF THE STUDY

The resulte of the survey indicate that graduate education is highly
desired by Navy Aviation Officers. Courses of study shculd be developed to
meet the expressed needs of officers in the specific areas of interest.
Interest areas will need to be monitured frequently to detect shifts in

interest. Those officers already involved in graduate study need to be
encouraged to continue.

The major detractions tc¢ graduate s.udy need to be acknowledged by
program planners. To overcom. the main detractors (flight schedule and
deployment schedule) non-traditional de¢livery methods and locations need to
be developed. The detractor of family commitments and transfer prior to
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completion must also be azddressed. It is notable that tuition and fees are
not perceived as a strong deterent to graduate study. The low priority may
be due to the officer having acc-ess to tulition assistance and Veteran's
Administration GI B1ill benefits.

The finding that 46% of the officers were unaware of the relationship
between graduate education and their career subspecialty is interesting.
Prior to tue survey it was assumed that all officers understood that
graduate level education was subject to review and that educational skill
requirements for subspecialitic: were identified. The Navy must improve
interral communic.tior in this career area.

PROCEDURAL IMPLICATIONS

-

The results of the surv>y have been described previously. Two
procedural implications emerged. The value of having a high ranking
official (Vice-Admiral) personally encourage :sesponse to a written
questionnaire is noteworthy. In the hierarchy of the Navy, position and
personal power is extremely valued. The personal letter to commands
increased attention to the seriousness of the survey effort.

The second process implication is the asking of responses to questions that
are anticipated to confirm established standards and guidelines. The
-question soliciting response to knowledge of the relationship between
officer graduate education and the subspecialty system had an anticipated
high response. Kesults of this item rejected the prior existing assumption
that the relaiionship wac known by the,greater majority of officers. Those
attemptiug to do survey research may wish to include items of this nature.
What may be obvious to those who deal with routine relationships may in

. fact be unknowa to target populations.
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CONTACT IN TELECOURSES: THE TRADE-OFFS
Peter K. Wiesnerl

Abstract

This paper highlights a dissertation study in which data
from a survey and interviews were analyzed to ascertain
the role of contact in distarce education. In the
discussion, the respondents are profiled in the context
of telecourses offered by U.S. colleges. The findings
center on how students perceive and reconcile trade-offs,
such as contact for convenience. By minimizing mediated
and face-to-face contact with the instructor, the
telecourse alters the nature of the teaching-learning
process as found in the classrocam.

INTRODUCTION AND PACKSROUND

Television has gained a modicum of acceptability in education, in large part
because of the legacy of research indicating its comparable worth to face-to-face
instruction. ,

The Corporation for Public Broadcasting (1986) reported that in 1985 more than
10,500 telecourses were being offered b more than %00 or 32% of U.S. colleges. The
total national course enrollment was nearly 400,000, with an average of 38 students per
course. The majority of telecourse students were 'non-traditional™ students, including
homemakers, elderly perscns, job holders, and handicapped persons.

In telecourses, students learn primarily from media and 1ittle through interaction
with pecple. According to a study by Wiesner (1986), students who need to earn credits
without having to attend class are willing to sacrifice contact fc:© the sake of
convenience, scme even preferring the anonymity of learning outside the classroam.
Brey and Grigsby (1985) surveyed 8,000 students enrolled in 42 telecourses offered by
colleges and universities throughout the United States. Over two-thirds of the
students were female and tended to be older than traditional college students. About
80 percent tock telecourses as part of an over-all program of study that included
traditional classes. For 15 percent, there was at least a six-year hiatus since taking
part in formal education. Almost two-thirds of the group had never taken television
courses before. About 80 percent watched the television lessons at home.

Proponents as well as critics of telecourses recognized the pitfalls. Wedemeyer
(1961) stressed that television should provide for two-way commmnication and that it
should maintain the centrality of the individual and allow for pre-planned learning,
not merely passive watching and 1listening. The limitation of totally mediated
instruction was vecognized by Orndorff (1976) who wrote that television,"...cannot
serve as a replacement for talented teachers, hut it is an effective tool for

professionals to reach individuals in a group setting" (p. 11). Harrington (1977)

1. rpeter K. Wiecner, Cvordinator of Academic Television, Rutgers University,
Bldg. 4048-K, Office of Television ard Radio, New Brunswick, NJ 08540. ‘
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cited the lack of contact as a reason for drop out ad emphasized "...the vital role of
discussion in the learning process" (p. 67). Schramm (1981) wondered whether
television encourages a taste for information rather than kiewledge. And Lentz (1982)
cbserved that "...spoken language in face-to-face contact...is the most accurate method
of testing the truth of cur knowledge of the world" (p. 325).

Telecourses were to became in higher education what fast food chains became in the
restaurant wcrld--another means of providing service. Purdie (1979) of Coastline
Cammmity College wrote with pramotional zeal that telecourses "...do teach, students
are attracted to them, do sucoeed in them and do enjoy them:" and claiming that the
effectiveness of television courses has prabably been more intensively studied than
most on~campus instructional modes, he declared, "We who design and offer television
courses do not hzve to be defensive any longexr" (p. 25).

STATUS OF TELEOOURSE RESEARCH

The existence of a "research gap," described by Wiesner (1983), was also noted by
Gross (1979), Walshok (1980), Bretz (1985) and Holmberg (1977) who confirmed the lack
of accessible research concerning the role of television in distance learning. Little
thought has been given to the function of interaction between teachers and learners in
a meaningful educational experience. How mich of the social dimension of learning
should media displace in formal education? Is learning to be reduced to information
gathering and processing, or is socialization a fundamental part of the teaching-
learning process?

Much of the research pertaining specifically to telecourses has been in response
to the promotional and organizational needs of those who produce and use them.
Anerican telecourse producers have sponsored studies pertaining to enrollment,
demcgraphics, student performance, drop out, and student satisfaction. However, few
have focused on the teaching-learning process based on the experiences of adult
learners.

AN EXPIORATORY STUDY ON TELEOCOURSE STUDENTS

The findings presented here are based on a dissertation study involving a survey
of 220 respondents and in-depth interviews with 29 students enrolled in telecourses
offered by eight New Jersey commmnity colleges. Greunded theory, as described by
Glaser and Strauss (1967), guided the data collection and analysis; and the findings
were presented in light of recent developments in cammmnication theory as forwarded by
Ruben (1984) and others.

The interviews along with the survey data provide a composite view of the
telecourse experience, as seen from the student's point of view. Most students
realized that they were sacrificing contact for convenience. However, only a few
acknowledged that the lack of contact and cammmnica- tion might result in an inferior
educational experience. Sare students noted the lack of opportunity to test ideas
with instructors and students, and expressed an awareness of the importance of
contimuous discourse-~the interplay of reading, thinking, writing, and discussion——that
a high-cuality education entails. Yet, many locked upcn education as an information-
gathering and concept-assimilation enterprise, and did not appreciate th« dialectical
processes of intellectual development.

Survey Results

Saving time and avoiding schedule conflicts were ~anked the highest by survey
respondents among a choice of possible reasons feor taking telecourses. Although
telecourse students tended to rate conventional classroom instruction higher than
telecowrses, many indicated a willingness to take =nother telecourse, as well as
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on-campus courses. It appears that the convenience of telecourse made up for the lack
of overall desirability suggested by the camparison with regular courses.

Telecourse students said that the text was the most important learning resource in
a telecourse, followed by the study quide and television programs. Contact with the
instructorarﬂm—@mnpzssenﬂmrs%mratedaslashelpfulthantheta&, study
guide, amd television lessons. Most students indicated that they missed no more than
four programs, indicating a degree of faithfulness to viewing telecasts.

There was, cn the whole, little contact between students and instructors. Most
students reported attending three or fewer sessions. Additional contact was generally
not desired by students. A majority indicated that they would prefer to attend two
sessions or less, if given the choice. Approximately one-third indicated a desire for
more contact and a majority said they were satisfied with the contact provided.

Instructors were more likely to cammumicate by mail than by phone. Students were
more likely to contact instructors by phone than instructors would contact students.
Suﬂmtswdedmcmmactpmfesmformctimlmam,sudxasdimshgtests
and assigrments. Very rarely was cammmication used to discuss course content. On the
whole, telecourse students were rot interested in getting to know other students in the
course or having the means to contact them. &As learnmers, students had little contact
with the outside world, If students discussed their courses at all, they did so with
members of their housecholds and with friends and acquaintances. Cantact with fellow
students occurred less frequently than contact with friends and acquaintances.

Interview Findings

ﬂhemstcanpellﬁgobservatimmcanmakeabarttelecmrsesisﬂ:atthey
isolate learners from teachers and fellows students, representing a trade-off for
adultswlweithercarmotatterﬁregularclassesorwhoprefermtto. Many adults who
take telecourses do so for reasons of convenience. They want to save time and fit
studies into busy schedules that cannot accammodate reqular attendance.

There are trade-offs when contact and cammmnication are reduced for the sake of
oonvenience, andthequestionistomtextentlmitedcontacttlnghmail,
telephone, and occasicnal is sufficient to ensure a meaningful educational experience.
In same courses, where factual learning was the main objective, students felt that the
lack of contact with an instructor did not hamper learning; but, when interpretation
arﬂamlysiswereﬂmmaintasks,astheywxeina‘celecqusem&@cespeam, the
desire for interaction was cbvious.

The lack of feedback as a trade-off had an intrinsic rositive value for same
students, including those who were nct interested in receiving negative feedback fram
the r and peers. The telecourse pr¢ ided mich desired ancnymity for adults
who wanted to earn credits without exposing themselves to face-to-face criticism. Yet,
by avoiding negative feedback, students also avoided the possibility of positive
feedback. The lack of interpersonal relationships with the instructor and peers left
students isolated and prone to role confusion and dissonmance.

OBSERVATIONS

The findings of the study do not suxgest an indictment of the telecourse
experience. In serving adults who might otherwise be excluded from postsecondary
education, telecourses serve a valuable function. Yet, the cquestion remains, to what
extent is it really necessarv to remove contact ™nd cammmicaticn from an educational
process designed for working adults? To what extent and in what circumstznces might
contact and cammnication be fostered in distince learning?
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Telecourses tend to foster information acquisition throuwgh viewing and reading.
Since very little learning is divectly from people, the social dimension of learning,
sharing ideas with pecple though direct interaction, is largely abeent in telecourses,
and in that respect information acquisitlon becomes separated from social intercourse.

One might argue that by reducing or eliminating contact, the learning process
could becane increasingly autonomous, inasmich as the learner is no longer able to
deperd on the instructor and his authority as an external impetus and support for
learning activities. Telecourses do, after all, give self-directed learners the
oppartunity to pursue content areas on their own. VYet vwhen compared to reguar
courses, telecourses provide learners with less contact, hence less service and
support.

Certainly, the telecourse requires the instructor to modify his usual role as
and arbiter of content. By reducing the role of the instructor to that of a
tmanager® of instruction, telecourses are largely defined by pre-recorded materials.
Students, when properly oriented, understand what is expected of them and reccnsile
vhatever negative feelings they may have by recognizing the major trale-off,
canvenience for isoclation. To same, isclation is a big price to pay for convenience,
for it means less contact and cammmnication, and hence, less role certainty, less
feedback, and less recognition. To others, isolation has its kenefits in additiarn to
convenience: more independence and greater autonamy over learning. :

The study identified the issues related to contact and commmication which are
central to the teaching-learning process. It suggests that educators reconsider not
only how telecourses are designed and offered, kut also the role of contact and
camunication in all educational pursuits. It is doubtful that telecourses can retain
the full range of educational experience by replacing all face-to-face contact witia
media in the teaching-learning process. There is also the cuestion of respansibi- lity
when primary instruction is presented through pre-recorded materials.
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THE ROLE OF THE MONTGOMERY COUNTY COOPERATIVE
EXTENSION SERVICE IN PROVIDING INFORMATION
TO FARMERS AND OTHER USERS

Kurt Finsterbusch and William Riveral
Abstrac:

A survey of 118 users of MCCES containing 28 full time farmars
30 agricultural businesses, and 30 homeowners and a survey of
120 county residents with 30 in each of the same categories

for information which addresses their agricultural/horticultural
problems and then turn o professional sources of information.
The Montgomery County Cooperative Extension Service is the most
highly ranked, on average, of these professional sources of
information. In contrast, rich full time farmers tend to rely
less on friends and relatives but use maznv sources of infor-~
mation relying most heavily on consultants and MCCES. All

four categories of MCCES users were generally very satisfied’
with the service.,

In this paper we report on a pilot study of the role of the Montgomery County
Cooperative Extension Service (MCCES) in providing for agricultural or horticultural
producers information which improves their production. The report is based on a sample
survey of users of MCCES and a sample survey of four groups in the county which are likely
to use MCCES. The most important group of MCCES users is the full time and part time
farmers on the 667 farms in Montgomery County. The next most important is the numerous
agricultural businesses, the largest number of which are landscape and lawn care businesses.
This later group also includes nurseries, garden supplies, tree service, cemeteries, golf
courses, pest control, fertilizer and chemical distributors, and consultants. Another major

group to use MCCES is homeowners who seek guidance on garden, lawn, and household plant
problems.

The Cooperative Extension Service (CES) wzas established in 1914 to serve ‘'the people
of the United States...in agriculture and the mechanical arts." At the time five~sixths of
the population was rural and the CES focused on farmers. Now that the country is largely
urban ¢r suburban the CES has had to modify its program to serve a wider range of clients.

The CES in Montgomery County is a very busy office handling approximately 900 phone
calls pex —onth except during the winter. It has a staff of 40 including 14 professionals.
Four of these eze agricultural/horticultural agents and we focus on the services which they
provide. Their program claims only 28% of the MCCES budget. These agents provide
information to telephone and office inquirers and prepare workshops, conduct on-site visits,
analyze soil samples, and write reports and newsletters. There is a very heavy demand for

their servicis. The other major budget areas of MCCES are home economics/nutrition programs
(392) and 4~H (33%).

The data basec for this pilot study is a survey of four sets of users of MCCES and a
random survey of these four groups at large in the county. From the list of users of MCCES
28 full-time farmers, 30 part~time farmers, 30 agricultural businesses and 30 homeowners
were randomly selected and surveyed. From county lists for each of these same four groups
30 people were randomly selected and surveyed. Although 238 people were surveyed no more

than 30 were surveyed in each of the eight groups. Thus this is a pilot study providing
provisional findings.

IKurt Finsterbusch, Department of Sociology, University of Maryland, College Park, Maryland
and William M. Rivera, Agricultural and Extension Education Department, University of
Maryland, College Park, Maryland 20742,
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We look first at the 30 randomly selected full time farmers to examine how they go

about obtaining information which they need. First, the farmers were asked "what are some
of the main problems or concerns you've had in the past year with land, crops, plants or
flowers, insects, management or marketing?" The dominant problem was marketing, cited by

half the respondents. Next came pest and weed control and third was taxes. Several also
indicated a desire for information on no-till farming which MCCES was emphasizing around
this time.

The general pattern for information seeking for these farmers was to use friends and
relatives first and then use professional sources of information including extension,
salespeople, and trade associations.

The questionnaiie asked three questions which are germaine to this issue:

1) "What sources of information do you use when you have a problem or question like
the ones you just mentioned?"

2) "What would you say are your main sources of information?" (They may name up to
three)

3) "If you had to pick one source of information, based on availability, reliability,
etc., which one would you choose?"

In answering the first question, 29 out of 30 full time farmers mentioned they use
friends and relatives as sources of information, 14 mentioned associations/trade groups, 13
MCCES and 13 stores/salesmen. In answering the second question about their main source of
information 21 out of 30 muntioned friends/relatives first, 4 mentioned associations/trade
groups first, 3 MCCES and 2 stores/saiesmen. However, of the 17 who gave a second source of
information 8 mentioned stores/salesmen, &4 MCCES, 4 association/trade groups and 1
friends/relatives. Of the 6 who listed a third source of information 5 mentioned MCCES and
1 mentioned the media. Therefore, farmers consult with friends and relatives first and
frequently and turn to MCCES, Stores/salesmen and association/trade groups to confirm what
they learned from friends and to answer their remaining questions. We assume that the
friends and relatives who are consulted by the farmers are also farmers.

It is important to note that MCCES is only one of several sources of professional
information. Stores/salesmen and associations/trade groups provide keen competition. Other
sources of iInformation which farmers were asked about were government agencies educational
institutions, and the media. Of these sources only the media was mentioned (3 times) in
answer to the first question. Among the professional sources of information MCCES seens to
have the best reputation. In answer to the third question about the preferred single
source of information 10 of the 20 who answered the question mentioned friends/relatives, 8
mentioned MCCES and 2 mentioned associations/trade groups.

A somewhat different picture emerges from the survey of 28 randomly selected full time
farmers from the list of MCCES users. These  farmers are much richer than the average full
time farmer in the county and they are more concerned about managerial problems than the
previous group. They also use consultants heavily. They are much less likely to mention
friends and relatives as their source of information and they give a fairly permanent role
to MCCES which is to be expected since they were selected from the list of MCCES users.

The unusual set of concerns and unusual means of obtaining information by these 28
farmers is related to their unusual prosperity. Of the 14 who volunteered information on
their gross receipts for the previous year 1 said $20,000,'1 said $145,00C and 12 said
$200,000 or over., Of the 20 who answered the question on their problems or concerns 8
mentioned marketisg or prices, 7 mertioned managing (including labor and financing problems
¢r issues), and 4 mentioned inflation and interest rate problems. ITn addition to these
managerial problems, 6 mentioned pest aud weed control, 4 herd health and nutrition, 2 land
use, and other problems were mentioned only once.
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This group of farmers is distinguished by the large number of sources which they used.
On average each used over five categories of sources. In answering the first question about
sources of information which they need 27 of the 28 mentioned MCCES, 24 friends/relatives,
22 media, 17 stores/salesmen, 16 associations/trade groups, 16 "other" (which 8 specified as
consultants, 5 specified as veterinarians, and 3 did not specify), 12 educational
institutions and 8 government agencies. It should also be noted that they might use several
specific services or persons in each category, eg. TV, radio and several types of printed
media for information on markets, prices or new products.

The major sources of information fcr this group of predominantly rich full time farmers
are MCCES and consultant/veterinarians with friends/relatives having a much less important
role than for the previous group. In answering the second question on their main source of
information 12 mentioned MCCES first, 7 consultants/veterinarians, 4 friends, 4 media, and 1
association/trade groups. Sources mentioned second were 8 MCCES, 6 friends, 4
consultants/veterinarians, 3 media, 3 association/trade groups, 2 stores/salesmen, 1
government agencies, and ] no amswer. For third place, no answers increased to 7, 5
mentioned friends/relatives, 4 media, 3 MCCES, 3 asscciations/trade groups, 3
stores/salesmen, 1 educational institutions, 1 consultants, and government agencies.
Therefore, 23 out of 28 of these full time farmers mentioned MCCES in the top three sources

(average number of sources was over 5), 15 mentioned friendz/relatives in the top three, and
12 mentioned consultants/veterinarians.

The importance of MCCES as a source of information is also reflected in the answers to
the third question about their preferred source of information. Twelve mentioned MCCES, 8
consultants/veterinarians and only 1 mention of each of the other categories (except
educational institution was not mentioned at all) plus 3 no answers. Since this sample was
drawn from MCCES users, we expected MCCES to be included by these farmers among their

sources of information, but we did mot expect MCCES to be so proninent among the list of
sources.

Finally, we look at a number of follow-up questions to the second question about the
respondent's main source of information on agricultural/horticultural concerns. The
combined sample of 238 users of agricultural/horticultural information are grouped by their
answer to the second question as follows: the 92 respondents who list MCCES &s the first
main source, the 58 who list friends first, the 18 who list educational institutions first,
and the 64 who list some other source. The sample population is of 238 is made up of thirty
respondents from each of eight groups mentioned earlier. The topics which we examine in this

section are frequency of use of the information source, satisfaction with it, mode of
contact with it, and use of the infcrmation.

The first follow up question asked about the frequency of use of the source. The
educational institutions and other sources were used on average more frequently (64.7% and
78.1%7 indicated "regulariy" or "often" respectively) by users who listed them first than
vere MCCES and friends (48.4% and 57.2% respectively). On the criteria of satisfaction with
the service, however, MCCES is scored as highly (72.6% of respondents selecting MCCES rated
the service very good or excellent) as educational institutions and other professional
sources (77.7% and 70.3%) rated these services as very good or excellent respectively). 1In
contrast friends/relatives were rated much lower. Only 40.4% of those selecting
friends/relatives as their first source rated them as a very good or excellent source.

The four different sets of first listed main sources had very different modes of
contact as might be expected. Most (92.3 X) users of MCCES as the first listed main source
of information "usually contacted" it by telephone compared to 68.4% of those who first
listed for friends, 77.8% for those who first listed educational institutions and 35.5% for
those who first listed other sources. Office visits and class/workshops were also more
common for MCCES (27.2% and 18.5% respectively) and educational institutions (27.8% and
38.9%) than for friends (10.5% and 0%) or other sources (]J4.52 and 8.12) In contrast site
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visits were more common for friends (43.9%) and other sources (25.8%) than for MCCES (6.5%)
or educational institutions (0%).

Regardless of which source was selected first, over 90% of inquiries claimed to have
used the information they received. They differed, however, in whether the information
benefited farm, home, garden business or something else. Most (59.6%) of those who selected
friends/relatives first applied some of the information they obtained from friends to their
farms compared to 38.4Z of those who selected MCCES first or 11.1% of those who selected
educational institutions first. (A greater percentage of friends/relatives selectors
applied some of the information to home than did selectors of other sources, but a greater
percentage of MCCES selectors applied the information to their gardens than did selection of
other sources. Finally a much greater percentage of educational institutions celectors
applied the information to their businesses than did selectors of other sources. It should
be remembered that these users of agricultural information most commonly selected MCCES (92)
and friends (58), as their most important source of information.

In sum, MCCES has demonstrated that is a valuable source of agricultural/horticultural
information. Most full time farmers, however, will use their informal relationships with
friends and relatives first but frequently turn to MCCES for more professional advice. They
algo use stores and salespersons and other sources of professional expertise. Nevertheless,
MCCES is the most highly ranked on average among these professional sources. In contrast
the richer full time farmers which were on the MCCES user list used many different sources
and relied heavily on consultants and MCCES and less heavily on friends.



INTERNATIONAL PROGRAMMING IN THE COOPERATIVE EXTENSION SYSTEM

Michi.el Lambur
David Abedon
Mary Andrews

Keith Scearce
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Abstract

A national project entitled "Understanding World Agriculture”
is described and analyzed. An overview of the project is
presented first, including its purpose, current and future
activities, and project funding and management. Results and
implications of a study that was conducted to provide

baseline data on the organizational capacity for international
programming in selected state extension service is presented
next. Finally, educational materials developed for the
project are described.

PROJECT DESCRIPTION

Purpose

"Understanding World Agriculture" is a three-year project (1984~1987) designed to
mobilize the resources of the Cooperative Extension Service (CES) o enhance citizen
understanding of the political, economic, technical, and social factors relating to world
problems of hunger and poverty and to the stake of the U.S. in international development.
It responds to the Congressional mandate (contained in the Biden~Pell Amendmenrt to the
International Security and Development Act of 1980) to the Agency for International
Development (AID) to facilitate widespread public discussion, analysis, and review of the
issues raised by the 1980 Report of the Presidential Commission on World Hunger.

The project is aimed at the clientele of the Cooperative Extension Service which
represents a broad cross sectio’ of the American public. While rural and agricultural
people are major Extension clienc groups, as many urban as rural individuals are served.

1Michael Lambur, Extension Specialist, Virginia Polytechnic Institute and State University,
Blacksburg, Virginia 24061
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David Abedon, Cooperative Extension Specialist, University of Rhode Island, Kingston,
Rhcde Island 02881

3Mary Andrews, Program Leader for Evaluation & Reporting, Michigan State University, East
Lansing, Michigan 48824

Xeith Scearce, Extension Economist/International Trade & Policy, University of Georgia,
Athens, Georgia 30602
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Extension has worked traditionally with both men and women as well as with youth through
4-H clubs, the Future Farmers of America (FFA) end the Future Homemakers of America (FHA)
in secondary schools. The Service has documented that its 15,000 agents reach more than
50 million people each year through direct contact ox by radio, television, and printed
materials.

Activities

In the first year of the project (1984~1985), a handbook for use by Extension personnel
was developed. Part I highlights relevant research on the issues of hurnger and poverty, the
history of U.S. development assistance with emphasis on agriculture, and the implications
for U.S. security and economic well-being. Part II presents guidelines for calculating the
impact of development and trade on the agricultural sector of individual states and
communities. Part III features a series of case studies of current, effective development
education programs and materials, with special reference to those used by Extension.

Toward the end of the year, the participating states hosted regional meetings for
leaders of the Cooperative Extension Service in neighboring states to introduce the
handbook and encourage initiation of similar projects.

Activities in the second and third years (1985-1987) will focus on the preraration and
testing of educational materials based on the handbook and on the training of Extension
agents in their use. Participants will also reach out to Extension personnel nationwide
through a variety of activities designed to promote integration of development themes into
ongoing programs of the Service. Among others, a mini-grant competition will be conducted
each year to support the production of local materials in other states.

Project Funding and Management

Activities under this project are funded by a development education grant from the
Agency for International Development and by matching contributions of personnel and other
items of expense from the Consortium for International Cooperation in Higher Education
(CICHE) and the Cooperative Extension Serviczs of the four participating states. CICHE is
a private, non-profit corporation comprises of =ix major higher education associations.
One of the members, the National Associaticn of State Universities and Land Grant Colleges
(NASULGC), provides technical coordination for the project in consultation with a national
advisory committee. Staff include Frank H. Klassen, CICHE President; James W. Cowan,
Project Director; and Joan H. Joshi, Project Manager. Earl Teeter, Leader, International
Programs, USDA Extension Service serves as technical consultant to the project.

Each participating state's staff of the Cooperative Extension Service work with a
locsi advisory committee to carry out the strategies outlined above. The states represent
four geographic regions of the United States and they coordinate regional project
activities. These states are Georgia, Michigan, Rhode Island and Utah.
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ORGANIZATIONAL CAPACITY STUDY

Purpose

The purpose of this project component was to assess the current level of institutional
support and capacity for an international public education dimension within the Cooperative
Extension System of selected Land Grant Universities. The results represent baseline data
that will be compared to similar data collected in the future to determine impacts of the
total project.

Methods

Eleven states contributed to the assessment: the four participating in the project
(Georgia, Michigan, Rhode Island and Utah) and seven randomly chosen from within regions
(Vermont, New York, Arkansas, Wisconsin, Indiana, Oregon and New Mexico). The study
consisted of two components: 1) a survey of one~third of each state's field staff
focusing on attitudes and practices related to international programming; and 2)
telephone interviews with spokespersons for the respective CES administrations concerning
their state's capacity to support international programming in Extension. The surveys
and interviews were conducted in the winter of 1985-~1986.

Results

Based on the results of the survey of 888 CES staff from eleven stats, Extension
field staff are tasically very supportive of an international dimension for CES. They
feel that it is important to clarify the University's role in international programs and
to incorporate an international dimension in regular CES programs. Although they
appreciate that not all clientele may be interested in these issues, they feel a sense of
responsibility to bring international issues to the awareness of clientele.

A large proportion of CES staff (41%) are pursuing their own self~development about
international issues as they characterize state support for training as "poor." Already
approximately one~third of field staff are programming to some extent in this area. Yet
staff also admit that most programming is sporadic and weak. The two areas of programming
strength are in agriculture and 4~H, yet even these programs received very weak ratings of
administrative commitment. 1In most areas of encouragement and training, staff rated the
state administrative support as being "poor to fair."

Based on the telephone interviews with 28 administrators, the states in this sample
illustrate fundamental weaknesses on all three dimensions studied-~institutional
commitment, structure, and capacity for support. The four participating states stand out
as having more of the n:cessary ingredients for successful programming than the others,
but even then, spokespersons in these states recognize the tenuous nature of their
efforts. Among states not affiliated with the project, only half have made progress and
then only on some of the elements described in this study. On the whole, much work needs
to be done. The presence of the project seems to have had a catalytic effect already~~
especially among the participating states. The opportunity to network and share resources
tkat CICHE provided in the regional meetings also helped to encourage discussion and
recognition of this area of programming for other non~affiliated states.
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Discussion and Implications

Public education programming focused on irterna’ional issues is both a new and an old
programming concept in Extension. On one hand T::tension has a long history o€ involving
clientele in cross~cultural experiences~-hosting iuternational visitors, sponsoring youth,
and to some extent, adult exchange programs a.d involving clientele in appreciating
cultural and life~style similar:iies and dif”erences across societies. Agricultural
programs have also included international trade issves in marketing education efforts.
These international programming Initiatives are widespread acrosc *he states.

However, as indicated in th: field staff surveys, these efforts are not sufficient to
meet current demands and programming concepts. As our interdependence in the world becomes
more and more evident, citizens need a better understanding of a wide range of social,
economic and politically oriented international issueis. We have moved past the cultural
awareness stage of programming to a new era of issues analysic and concrete education on
international concepts. The most visible of the current issues is *nternational
agricultural trade and foreign aid. The farm community is concerned for their very
livelihood. The status of international markets and factors influencing those markets are
of prime interest to them.- Citizens need to understand how the international trade scene
is changing and the potential role of developing countries as markets for U.S. products.
Yet this type of programming dialog is relatively weak in Extension. Why? Wby has the
land grant system not responded sufficiently?

'

Actually, agricultural trade, per se, is reported as a relatively strong and
comprehensive program in most states. But the foreign aid and understanding of
international development links are weak. It may be that international ({hemes are
bypassed because local staff lack the expertise and confidence to deal with these complex
and often controversial issues. Although field staff report that they rely on University
and outside expertise, these experts may or may not be available when needed.

When it comes to international issues, field staff have fewer direct chennels into the
University structure. Most extension specialists are not familiar with international
issues themselves. The internationalists on campus are not necessarily readily available
to the extension system. Therefore a fundamental weakness in our organizational structure
needs strengthening. An international programs office, international contact person, or
specific department representatives are useful in facilitating the matching of off~campus
need to university expertise. Likewise such linking is needed for staff training,
materials preparation and programming suppoxt.

The results of these surveys suggest that field agents have positive attitudes toward
providing an international dimension in their CES programs. But they also hesitate to
take on new commitments. Those who have ventured into the area of programming seem to
have taken the initiative themselves. States may need to review how they assign leadership
to this area of programming. As with any new program initiative, state leadership is
needed to create momentum' and efficiency of effort. Field staff indicate a need for
resource materials, training, organizational support and programming strategies. A key
strategy is to "integrate" these internatiozal issues into ongoing efforts. International
education can be part of marketing and economic development programs, part of public
affairs education, part of leadership development efforts, etc. "Integratiorn” as a
programming strategy was only mentioned by one~half of the surveyed stat:s and yet holds
the key for overcoming one of the strongest barriers to international programming~~-that of
time constraints. By integrating and incorporating these issues, international programs
do not need to compete with other program priorities.
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PROJECT MATERIALS

Handbook

A three-part handbook entitled Solving World Hunger: The U.S. Stake (Wennergren et al,
1986) has been published. Principal chapters in Par. I deal with "The World Food Problem,"
"The History and Nature of U.S. Foreign Assistance," "U.S. Economic Assistance and
International Trade," "Benefits of International Collaboration in Agricultural Research" and
"Food Sufficiency and Political Stability." ©PFarts II and III, already described, are aimed
at strengthening the capacity for individuals and organizations to use the information in
public educational situations.

Stide/Tape

This is a companion to the handbook and graphically highlights major concepts. Six
slide sets, one for each chapter and an overview, also are accompanied by a curriculum and
discussion guide.

CONCLUSIONS

The potential is great for a strong viable internatiorally-oriented educational thrust
in the Cooperative Extension System. CES has a national networking capacity already
facilitating resource sharing; organizational structures within the University system and
within Extension potentially capable of catalyzing action; a cadre of professional staff
with positive attitudes and feelings of responsibility toward internationalizing extension,
and a history of international programming strength in at least two program areas--4-H and
Agriculture. The tramework is present, but a number of elements which some states are
dealing with need attention. Among these are:

1. Lack of administrative action to back verbal commitments.

2. Poorly established lines of responsibility for backstopping and
field support.

3. Lack of staff and educational resource development plans or
program,

4. Competition for staff time among more traditional, more familiar
programming demands.

5. Poorly articulated educational objectives and/or formulated
thrusts in the internationally-oriented area.
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FUNCTIONAL SKILLS-EXPERIENTIAL LEARNING OUTCOMES OF THE VOLUNTESR 4-H LEADER

Patricia A. Howe1

Abstract

This study investigated the influence of selected life
situation and personal characteristics of the functional skills
experiential learning outcomes of adult volunteer U4-H leaders.
Besides such demographic factors as 4-H membership as a youth
and tenure as a volunteer leader, the individual's learning
style and self-esteem were of particular interest.

Data were obtzined from a self-selected sample of *34 adult
leaders, representing 48 of the 50 United State., at the
Nationai Y-H Center in Washington, D.C. A variety of
instruments was used, and findings were mixed, with most
significent relationships found between experiential learning
outcomes and the following independent variables: levels of
formal education, primary occupation (other than farming) and
levels of exposure to the 4-H organizational hierarchy.

INTRODUCTION

Although people learn from hands-on, actual experiences, the extent and degree of that
experiential learning appear to differ from individual to individual. What are some of the
variables in a person's life that might affect functional skills or experiential learning
outcomes, and how might we go about investigating them? This study was designed both to
take a look at some of the myriad of variables that possibly affect a person's learning from

doing and to gather data for Extension as it plans its programs for volunteer adult 4-H
leaders.

Yariables Map

To organize the almost endless list of independent variables in a study such as this,
an initial step in design was the construction of a "Families of Variables" map (see Figure
1). Precursors, considered to be the primal category on the map, were defined as education;
previous volunteer experience (in and out of 4-H); 4-H affiliation as a youth; learning
style as defined by Kolb (1974); self-esteem as measured by Coopersmith (1981); selected
demographics; and motivation for entry into 4-H volunteer activity. Content of the
experience referred to length of time already spent on the activity; the actual job done;
the amount of time and commitment expected of the individual in the activity; the degree of
responsibility involved; training received; and contact with supervisory professionals.
Interacticn included the feelings of support on the part of the volunteers; feelings of
mastery of subject matter; time spent on the activity; and feelings towards paid staff.
Finaily, Qutcomes, the dependent and therefore most important variable on the map, was
defined as the perceived knowledge gained and transferable, learned skills acquired through
the indiviiual's adult volunteer 4-H leader experiences (see Figure 2).

1Patricia A. Howe, Adult Educator, Cornell University, 4212 Oakridge Lane, Chevy Chase,
Maryland 209815
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A. Precursors C. Interaction with the Experience
#formal ecducation #"eelings of support
#previocus experience #feelings of mastery
#former program affiliation #famount of tiwe spent
#learning style *intensity or involvement
8self-esteem level #feelings towards paid staff
*motivation for entry #2evel of confidence
#demographics

B. Content of Experience D. Outcomes
%length of time ih activity #knowledge
#type of experienc. #functional skills

®time demancs (expectec)

®commitment demands (expected)

%degree of authority

#training received

#nature c¢f contact with
supervisor

EIGURE 2. FAMILIES OF VARTABLES

METHCDOLOGY
Bypotheses - Related Questions

Nine hypotheses and four open-ended questions were developed for this study, all based
on the central question: what influences experiential learning outcomes?
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HYPOTHESES

1. There is a direct positive felationship between self-esteem and
functional skills learning.

2. The leader with an gccommodakor learning style will exhibit a
greater degree of experiential learning outcomes than the learner

designated as diverger, gconverger, or assimjilator.

Proposition: There wili be more leaders with an ;2commeodal, ™
learning style than any other style.

3. There is a positive relaticnship between age and functional skills
learning outcomes. Older 1leaders will score higher on the
dependent variable measure.

4, There is a direzt positive relationship betw: >n formal education
and experiential learning outcomes. Those ind: - A ijals with more
formal education will show greater degrees of . 3c:ional skills
learning.

5. Those individuals who were U4-H members as youths %..: learn more
experientially as adult leaders than those who were r..-.

6. Being engaged in other volunteer activities curiributes to
functional skills leai'ning.

7. The longer one serves as a volunteer leader, the greator the
functional skills learning that results.

8. Leaders who live in a rural locale will show higheﬁ degrees of
experiential lear.1ing than those who do not.

9. Being occupied primarily as a farmer or farm wife will contribute
in a positive way to one's functional 1ife skills learning.

QUESTIONS
1. Are females more 1likely to learn experientially han males?

2. Is primary occupation, in ad...ion to farmiang, a factor when an
individual's functional skill iearning is assessed?

3. Are the types of duties cae psrforms as . leader significant when
assessing his or her experien.ial learning?

4. Do the areas of leaders' responsibility have any influznce on the
degree of their functionmal skills learning outcomes?

Population

An opportunity sample of 134 adult volunteer U4-H leaders in attendance at *he iztional
Center in Washington, 0.C., served as the prima'v population for this study. Thirty=-iive of
these leaders were chaperons for youths from their states, participating in the Cit? sen
Washington Focus program, during the summer of 1982; the remainder Jjourneyed to the Center
for national leader forums between the fall of 1982 and spring of 1983. Twenty-efght
participants were male.
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In the interest of generalizaiility of findings, a smaller comparison study of a more
heterogeneous group of leaders in Charles County, Maryland, was conduct«d, as well. Twenty-
one adult leaders participated.

Instruments

Four instruments were used to measure the variables of this study: Perscnal Criteria
Questionnaire (PCQ); Kolb's Learning Style Inventory (LSI); Coopersmith’:- Self-Esteem
Inventory (SEI); and Howe's Self-Assessment Skills Inventory (SASI). The former three
instruments surveyed the independent variables, while the SASI, developel specifically for
this study, served as the dependent variable measure. ‘Further information on all
instruments available from the writer upon request)

Data Analysis

The two primary statistical procedures employed in the analyvsis of data were one-way
analysis of variance {ANOVA) and the t-test of significant difference. 1In addition, partial
correlations were performed on the data collected from farm/homemaker participants. ANOVA's
were used to show the extent of the relationships between each of the irdependent variables
and the dependent measure. The t-test was used to test for significant differences between
the primary population of participants at the National Center and the smaller group ir rural
Maryland; to compare leaders' results by the communities they lived in; and to test for
significant differences in having spent less than three years ot other (than %-H) volunteer
activities and more than three years.

FINDINGS

Those characteristics appearing to show a significantly positive relationship with
functional #kills learning outcomes included certain levels of form:) education, primary
occupation (other than farming}, and levels of exposure to the U4-H orgsnizat.or:l hierarchy.
The findings did not support the irremaining personal and 1life situation charzzteristics
hypotheslized as tearing significance on an individual's functional skills experiential
learning outcomes: self-esteem, learning style, age, 4-H memnershir as younths, being
engaged in other volunteer activities, tenure as a volunteer 4-~-H leader type ¢ ~.mmunity

lived in, being a farmer or farm wife, gender, or types of duties performed within the 4-H
organization.

IMPLICATIONS FCR PRACTICE

The findings in this study may contribute not only to tne field of vzlun :rism as a
whole but also to Cooperative Extension, as the parent agency of 4-H. IDnt: during the field
work portion of the study and in actual data collection/workshop sessions, the farm
homemaker volunteer 4~H leaders, particularly, appeared to be rather self-effaci~g and
lacking in self-confidence. "All I do is ..." and "I am only a ..." wa ‘e phrares heaid
»fted. In 1light of this observation, consideration might be given %o en.ourszing farm
Lhorasnaker leaders to become more involved in activities at the various I avels of %he
organization. Because the members of the population sample who had had expnsure across the
organiczational spectrum reported significantly higher levels of learning outcomes, there is
reason Lo speculate that farm homemakers would benefit from this exposure, &4 well.

Further, in planning programs and making assignments, learning style sdould be
censidered. These leaders with an accommodator or gonverger learning style woui.. be well
‘atched with nands-on types of duties, while the strengths of divergers and as:imilators
would be best utilized in program planning and development.

In addition, the findings regarding trsining needs should be of interest to Extensiosn
as it plans for leader training in the future. There was an expressed need for training in
the area of child/adolescent psychology. Many leaders commented that though they had
lear::ed experientially in this area, in some instances there had been considerabie pain.
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Those leaders who were or had been teachers by profession stated rather emphatically that
the training and experience they had had in their profession were invaluable to them in
their volunteer youth ‘rork. While not all volunteer youtn workers can be trained to be
" professional teachers, there are rudimentary steps that can be taken.

The desire for more parental involvement in their youths! activities was mentioned by
many participants in the study and warrants attention. Professional staff could be very
helpful in this instance, providing encouragement and support to those volunteers who are
not comfortable asking for favors or requesting help from others. Leaders seem to feel that
not only would their work be made even more pleasurable by increased parental involvement,
but: also the youths, themselves, would greatly benefit from having Mom and Dad involved in
their 4-H activitiles.

Alse, many partieipants in this study stated a desire for more and improved
communicaticns t2tween themselves and the professionals with whom they work. Finally,
findings in this study should be a source of especial encouragement to suburban leaders and
the professionals who work with them. Their data showed, contrary to the hypothesis, that
they learn signlficantly more from their volunteer experiences than do.their rural
counterparts.
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RELIABILITY AND VALIDITY STUDIES OF THE OHIO COOPERATIVE
EXTENSION SERVICE ASSESSMENT CENTER

Joseph A. A‘arteng;
Keith L. Smith

Abstract

The overall assessment ratings (OAR's), and performance
ratings of Extension County Chairpersons on the sixteen
dimensions of the Ohio Cooperative Extension Service assess-—
ment center were analyzed to provide answers to objectives
addressing validity and reliability concerns. Selected
independent variables included: age, gender, extension
program area of emphasis, and perceptions of assessment
center. The results indicated higl dimensions intercorrela-
tion, high assessee perception of the assessment center, and
an inter-rater reliability vsglue of .79. The overall
assessment center exercise reliability was .95 and factor
analytic studies indicated two underlying factors. Gender,
and major area of program emphasis were not found to be
significantly related to assessment center performance while
county chairpersons' perceptions of the assessment center
was found to be significantly related to their performance
on the assessment center.

INTRODUCTION

This study was conducted as part of on-going efforts to appraise and improve the Ohio
Cooperative Extension Service (OCES) assessment center. As noted by Cummings and Schwab
(1973), systems for the appraisal of job performance in modern orgarizations are designed
to accomplish two major purposes: organization control and individual development.
Individual develc ment, according to Cummings and Schwab, may be fostered by designing
appraisal systems that help to improve performance directly by aiding the employee in
identifying areas for improvement and growth. The OCES assessment center was developed to
be such an appraisal system. According to Thornton and Byham (1982, p. 1):

An assessment center is a comprehensive, standardized procedure in wh'ch
multiple assessment techniques such as situational exercises and 3~t simulations
(i.e., business games, discussion groups, reports, and presentations) ar: used
to evalvate individual employees for various purposes. A number of trair d
management evaluators, who are in direct supervisory canacity over *"1e pactici-
pants, conduct the assessment and make recommendations regarding th: management
potential and developmental needs of the participants. The results of the
assessment are communicated to higher management and can be used for personnel
decisions involving such things as promotion, transfer, and career planning.
When the results are communicated to the participants, they form the basis for
self~insight development planning.

Joseph A. Kwarteng, Researcher and Superintendent of Education, Ghana Education Service.
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The Ohio Cooperative Extension Service (OCES) assessment center has been developed to
agssist in the analysis of current managerial abilities and future training needs of
employees in supervisory positions. The assessment center forms part of a continuing
effort to develop and maintain high quality supervisory staff who will provide balance and
assure effective, timely programs. The OCES assessment cer.er incorporates exercises that
enable participants to demonstrate their skills and abilities on sixteen job-related
dimensions. These dimensions are: oral communication, written communication, leadership,
perception, sensitivity, objectivity, initiative, planning/organizing, development of
coworkers, decision making/judgment, behavioral flexibility, assertiveness, organizational
sensitivity, management control, evaluation, and collaborativeness (OCES, 1984).

Although previous studies, beginning with the American Telephone & Telegraph (AT&T)
Management Progress Study and subsequent evaluation of operation programs, have concluded
that assessment centers showed high predictive validity for criteria such as salary,
managerial level, and performance ratings (Bray and Grant, 1966; Bray, et gl., 1974;
Campbell and Bray, 1967; Moses, 1972), there was also a need for each user to ascertain
the validity of the program as applied in one's own organization (Mcses and Byham, 1977).
The 1978 revision of Standards and Ethical Considerations for Assessment Center Operations
did not require validation by each new adopter, but they warned that prior research did
not guarantee validity in a new setting (Thornton and Byham, 1982). A related concern has
been how managers and assessees would accept an assessment program. The need to establish
the validity and reliability of the OCES assessment process, if it was to be used to make
judgments about the present or future performances and further developmental needs of
personnel, could therefore not be overemphasized. Furthermore, the need to understand
personnel involved in personnel development and program delivery efforts in extension had
never been greater, for such knowledge would help us to accurately diagnose each indi-
vidual's unique needs and capabilities and enable us to design remedial courses for
improvement where and when necessary.

The specific objectives that directed this evaluation study were: (1) to examine the
inter-relationships among the assessment center dimensions; (2) to investi ate the relia-
bility of the assessment center exercises; (3) to investigate inter~rater reliability of
assessors; and (4) tc determine if assessees' gender, program area of emphasis, and
perceptions of the assessment center affected their performance on the assessment center.

METHODOLOGY

A descriptive-correlational study was utilized to obtain data on the nature and
strength of relationships between the variables in the study. Mail questinnnaires, and a
videotape instrument were used to gather data for the study. Three sets of data were used
in this study. The first set of data was ccllected with mail questionnaires from asses-
sees, the second set was collected from assessors with videotaped interviews as instru-
ments, while the third set was collected from personnel records.

The first section of the mail questionnaire consisted of ten items and measured
assessees' "perceptions of the assessment center," while the second part was utilized in
the collection of the following personal information: ege, gender, and program area of
major responsibility,

The second set cf data used in this study was collected in a follow-up study of
assessors for the purpose of establishing inter-rater reliability of assessors. The
videotape irstrument utilized for collecting this information was conprised of four
shortened, separate fifteen-minute assessment center interviews dealing with the same
topic but featuring different interviewers and different interviewees. Assessors were
required to view the videotape and rate the performance of each of the candidates.

The third set of data was obtained from personnel records of the Ohio Cooperative
Zxtension Service and consisted of assessee's performance ratings on the sixteen dimen-
sions of the assessment center and alsc the overall assessment rating.
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Face validity of the instrument was determined by the researchers with help from
faculty and graduate students. Copies of the entire research instrument were submitted to
a panel of four experts in the subject area of extension personnel development and evalua-
tion to be evaluated for content validity. The panel of experts determined that the
subscale contents had been adequately sampled.

A Crombach’'s alpha reliability coefficient of .82 and a 30-day test-retest relia-

bility coefficient of .79 were obtained for the subscale "perceptions of assessment
center."

DATA ANALYSIS

Descriptive statistics, involving measures of central tendency, frequencies and
percentage distributions were computed to describe assessees on the variables of the
study. Correlational techniques were used to determine the nature and strength of
relationships between the .variables of the study. One-way analysiz of variance was used
to compare groups on selected variables at the .05 significance level. Factor analysis
wvas conducted on assessment center performance data to see if the conceptually separate
assessment center domains were empirically independent.

FINDINGS

Assessment Center Reliability

The overall assessment center reliability was computed using assessees' consensus

scores on the sixteen assessment center dimensions. The results showed a Cronbach's alpha
reliability coefficient of .95.

Inter—rater Reliability of Assessors

Data obtained from assessors' ratings of an assessment center videotape instrument

were analyzed to test for rater agreement. An inter-rater reliability value of .79 was
obtained.

Factor Analysis of Dimensions

Assessees' overall mean scores on the sixteen assessment center dimensions were
subjected to factor analysis to determine the extent to which the conceptually separate
domains were empirically independent. Results of the principal components factor analysis
usirng cblique rotation yielded two underlying factors. Factor one had an eigen value of
9.08 and accounted for 57 percent of the variance. Eleven dimensions loaded on this
factor. Factor two had an eigen valr~ of 1.60 and explained 10 percent of the variance.
Five dimensions loaded on factor tw. Factor one was identified as representing planning
and interpersonal relations while factor 2 represented an executive function. The
correlation between factor one and factor two was .55 indicating substantial positive
association between the two factors.

The Pearson Product Moment Correlation coefficients computed between dimensions
indicated low to high positive intercorrelations among the dimensions. The highest
correlation of .79 was between "leadership" and "initiative" whereas the lowest correla-
tion .19 was between "sensitivity" and "assertiveness." Most of the dimensions correlated
above the .50 range.

Correlations between the ascessment center dimensions and overall menagement rating
indicated moderate though substantial to very strong association.

Age and Gender and Perceptions of Assessment Center

The relationship between age and assessment center performance was low and positive.
This relationship was, however, nonsignificant at the .05 level (r=.14, p>.05). There was
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no significant relationship between gender and assessment center performance (r=,06,
p>.05), however, a significant reiationship was found between candidates' perceptions of
the assessment center and assessment center performance (r=.35, p<.01).

Extension Program Area of Major Responsibility

The study showed that extension county chairpersons with major area of program re-
sponsibility in Home Ecomomics received & higher mean "overall assessment rating' score
(X=2.89} than county chairpersons with major area of responsibiiity in Agriculture (X=
2.79), and 4-H and Youth (X=2.77). A one-way analysis of variance performed on the means
showed that there was no significant difference between the means of the three groups.

Overall Assessment Rating :

The distribution of respondents on the dependent variable (overall assessment rating)
is shown in Table 1.

Table 1. Frequency distribution for overall assessment rating of assessees
as rated by assessors

Nvmber of Cumulative

Performance Category Assessees Percent Percent
Meeting management expectations is questionable (1). 4 5.0 5.0
Could meet normal management expectations

with development (2). 25 31.3 36.3
Should meet no.mal management expectations (3)., 32 40.0 76.3
Should exceed normal management expectations (4). 19 23.7 100.0
Total 80 100.0

Mean = 2.83; Median = 3.00; Mode = 3.00; Stzndard deviation = .85; Range = 3,00.

SUMMARY OF FINDINGS

Assessment Center Dimensions

High inter-correlations were observed among the assessment center dimensions. Most
of the dimensions correlated above the .S0 range. Also, correlations between the assess-
ment center dimensions and candidates' performance (as reflected by the overall assessment
rating) indicated moderate through substantial to very strong association. These gener-
ally high inter-correlations and the presence of two highly correlated underlying factors

from factor analysis, pointed to the existence of a common underlying factor which defined
performance.

Reliability and Validity

The OCES assessment center was shown to have high reliability as indicated by a
Cronbach's alpha reliability coefficient of .95. An inter-rater reliability value of .79
was obtained. These values indicated acceptable reliabilities for both the assessment
center exercises and inter-rater consistency respectively.

Content validity of the assessment center was based on the thorough job done by the
job analysis committee in developing the assessment center. As noted by Jaffee and Sefcik
(1980), an assessment center developed on the basis of a job analysis was inherently
content valid. This viewpoint was shared by the authors. County chairpersons indicated
that overall, the assessment center measured important qualities required of extension
county ¢ .airs. This was interpreted as evidence for face validitcy.
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Gender, Program Area of Emphasis, and Perceptions of the Assessment Center

Gender was not found to be significantly related to agsessment center performance.
Thus the OCES assessment center is a valuable tool for assessing extension county chair-
persons irrespective of their gender. A similar finding was mada for major areas of
program responsibility (program emphasis).

County chairpersons’ perceptions of the assessment center was found to be signifi-
cantly related to their performance on the assessment center. Thus, county chairpersons
who perceived the assessment center favorably also obtained higher overall assessment
ratings than their counterparts who had a low regard for the assessment center.

CONCLUSIONS AND IMPLICATIONS

The OCES assessment center is a reliable and valid tool for use in assesging exten-
sion county chairpersons of the Ohio Cooperative Extension Service for the purposes of
diagnosing developmental needs, stimulating candidate self evaluation, and as a research
base upon which design of remedial action for managerial development may be furthered.

The absence of significant relationships between gender, major area of program
emphasis, and assessment center performance established no need for further studies
involving possible differential validity for gender and majoyr area of program emphasis.
The need to educate assessment center participants about the procedure is reflected in the
fact that assessees' performance was significantly related to their perceptions of the
assessment center. It is hoped that a positive attitude will result from providing
adequate information about the assessment center procedure. The OCES assessment center
may be adopted and adapted for use by cther cooperative extension organizations. Studies
already conducted on the dimensions and exercises would save time, money, and effort on
replication efforts by these organizations.
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PERCEPTIONS OF THE EFFECTIVENESS OF 4-H VOLUKTEER KEY LEADERS
AS HELD BY KEY LEADERS AND COUNTY 4-H AGENTS IN OHIO

Marsha L. Richey;
Keith L. Smith

Abstract

This study was conducted to identify the relationship of
selected variables with tho perceived effectiveness of 4-H
volunteer key leaders as held by county 4-H agents in Ohio
and the key leaders with whom the agents worked. The
implications of this study indicate that 4-H agents and the
key leaders perceived the position of key leader as bepefi-
cial to the 4-H program. However, certain demographic
information concerning the key leader volunteer may not be
as valuable as previously thought. This information could
also affect volunteer training.

THE PROBLEM--OBJECTIVES

4-H has been cited for being one of the most cost effective and successful programs
in education and government. One reason for this has been the ability of a very small
corps of professional 4-H agents to teach large numbers of volunteers who, in turn, work
with hundreds or thousands of youth (Sterling, 1984). Others have stated that if the
quality and quantity of existing 4-H Programs are going tc he maintained, volunteers now
and in the future will become increasingly wore important (Henderson, 1981). If these
statements are correct, which suggest that without volunteers we cannot maintain the

quality, quantity, effectiveness, and success of the 4-H program, then learning about our
volunteers is vitally important.

One very important subgroup, among this essential component of extension, is a group
of volunteers who work with both agents and youth and have been labeled as key leaders in
Ohio. For the purpose of this study, key leaders were defined as those who have beer
utilized in specific 4-H subject matter areas, 4-H organizational responsibilities, and/or
4-H activity responsibilities. They have functioned as a link between the local volun-
teers and/or 4-H members, advisory commi ttees, and salaried 4-H gtaff.

Questions raised in Ohio concerning these key leaders were: How effective do 4-H
volunteer key leaders perceive themselves and to what extent do county 4-H agents perceive
thep az effective? Specific questions related to this oversall question were: Were key
leaders increasing the quantity of projects, activities, and/or events offered through the
county 4-H program? Were key leaders increasing the quantity of people reached through
the county 4~H program? Finally, were key leaders improving the quality of projects,
cctivities, and/or events offered through the county 4-H program? Perceptions of key
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leader effectiveness in this study were defined by the amount of positive impact the work

of key leaders was believed to have had on the county 4-H program based on the above
questions.

This study was conducted to identify the relationship of selected variables with the
perceived effectiveness of 4-H volunteer key leaders as held by county 4-H agents in Ohio
and the key leaders with vhom they worked. Thes major objective of the study was to
identify and describe 4-H volunteer key leaders in Ohio and perceptions they and agents
held of their effectiveness. In addition, the study was to determine if there Were
relationships between certain characteristics of these key leaders and their degree of
perceived effectiveness in the county 4-H program.

METHODOLOGY

A stratified random sampling process was used to select the 4-H agents jnvolved in
the study which resulted in selecting the county 4-H agent from 60 percent of the counties
included in the identified population (41/69). All five Ohio extension districts were
represented as strata in the study with frame and selection errors controlled by accurate
and current lists. These lists were examined to avoid duplication of names. The result~
ing sample of 41 counties was reduced to 29 after 12 counties reported that they had no
key leaders in their counties in accordance with the definition used for thig study.
Therefore, the final sample size for the county 4-H agents was 29.

Forty percent of the 4-H volunteer key leaders were randomly selected (p=238) from
each of the 29 counties that had reported key leaders. Again lists were reviewed for
duplication of names. Usable data were received from 97 percent of the agents and 79
percent of the key leaders in their respective samples. No significant differences were
found betweern respondent and nonrespondent key leaders (Miller and Smith, 1983).

The questionnaires were developed to collect descriptive and attitudinal data. The
key leaders and the agents were asked to respond to 13 statements concerning perceptions
of 4-H volunteer key leader effectiveness. In addition, the agents were asked to completa
two open-ended statements concerning the greatest benefit and the biggest drawback of
using 4-H key leaders. Other data collected were related to sex, marital status, 4-H
advisor experience, tenure as a key leader, level of education, and 4-H membership
experience of the key leaders. The agents also reported their tenure.

Both questionnaires were pilot tested for reliability. Validity for the question-—
naires was established by face and content validity procedures using selected state 4-H
staff and faculty at The Ohio State University.

The perception statements were analyzed by summing them and calculating a mean score
given by respondents of each population. Frequencies and percentage distributions were
calculated for all questions. Significant relationships among and within groups were
determined by using t-tests, analysis of wvariance and the post-hoc Duncan procedure.

FINDINGS AND IMPLICATIONS

Perceptions of Effectiveness

The total group of key leaders and county 4-H agents perceived key leaders to be
relatively effective. A mean of 3.56, on a scale of one to five (five represented pe-
rceptions of the highest effectiveness and one represented the lowest). was noted on key
leaders' perceptions of their own effectiveness. Using the same scale, the county 4-H
agents rated key leaders' effectiveness as 3.75. Although the county agents rated the key

leaders' effectiveness higher, no statistically significant difference betwesen perceptions
as held by key leaders and agents was noted.
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From the 13 itcws icentified as measuring effectiveness in the county 4-H program as
a result of using key leaders, improved quality was identified as having the greatest
effect on county programe.

Four-H volunteer key leac:rs were perceived to increase the quality and/or quantity
of the 4-H program. Key leaders were also perceived to increage the number of people
reached through the county 4-H program. (See Table 1.)

These findings indicated that 4-H agents and the key leaders perceived the position
- of key leader as beneficial to the 4-H program. With this informucion in mind, the agent
must determine how to capitalize on this valuable resource.s

Table 1. Mean and Standard Deviation of Key Leaders' and Agents' Responses by Item

Perception of Change in County 4-H Program as a Re