uuuuuuuuuuuuuuuuu

; é Loyola University Chicago
e Loyola eCommons
Dissertations Theses and Dissertations

1975

A Descriptive and Exploratory Study of the
Correspondence Study Division of a Privately
Based Institution in a Large Metropolitan Area

Donald Matthew Cunningham SJ.
Loyola University Chicago

Recommended Citation

Cunningham, Donald Matthew S.]., "A Descriptive and Exploratory Study of the Correspondence Study Division of a Privately Based
Institution in a Large Metropolitan Area" (1975). Dissertations. Paper 145S.
http://ecommons.luc.edu/luc_diss/1455

This Dissertation is brought to you for free and open access by the Theses and Dissertations at Loyola eCommons. It has been accepted for inclusion in

Dissertations by an authorized administrator of Loyola eCommons. For more information, please contact ecommons@luc.edu.

©080]

This work is licensed under a Creative Commons Attribution-Noncommercial-No Derivative Works 3.0 License.
Copyright © 1975 Donald Matthew Cunningham S.J.



http://ecommons.luc.edu
http://ecommons.luc.edu/luc_diss
http://ecommons.luc.edu/td
mailto:ecommons@luc.edu
http://creativecommons.org/licenses/by-nc-nd/3.0/
http://creativecommons.org/licenses/by-nc-nd/3.0/
http://creativecommons.org/licenses/by-nc-nd/3.0/

A DESCRIPTIVE AND EXPLORATORY STUDY
OF THE
CORRESPONDENCE STUDY DIVISION
OF A PRIVATELY BASED INSTITUTION
IN A LARGE METROPOLITAN AREA

by
Donaid M. Cunningham, S.J.

A Dissertation Submitted to the Faculty of the Graduate School
of Loyola Univeristy of Chicago in Partial Fulfiliment
of the Requirements for the Degree of
Doctor of Philosophy

June

1975



ACKROWLEDGMENTS

Prayer is the 1ittle implement

Through which men reach

Where presence {s denied them.
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CHAPTER ONE
INTRODUCTION

In 1ts Annual Report, 1971, the North Central Association's

Commission on Institutions of Higher Educatior acknowledged the presence
of educational innovations, observing how new methods of teaching and
learning are found alongside more traditional institutions.! Recognizing
a responsibility to recommend appropriate evalvation procedures for these
newer modes and structures, the Committee listed three forms evaluation
could take:

(1) Direct measurement of student progress toward desired
objectives,

(2) Analysis of the educatfonal experiences available to
the student,

(3) Consideration of the way in which_decisions on matters
of institutional policy are made.2

The goal of the adaptation of these recommendations is expressed by
the Committee: “There will . . . be a recording of priorities and
significant changes in the kinds of data to be emphasized.“3

Correspondence instruction cannot be listed among the new modes of

teaching and learning. It {s, as Morton states, one of the early exten-

Icommission on Institutions of Higher Education, The Nerth Central
Association of Colleges and Secondary Schools, Annual Report, 1971
(Chicago) 1972, p. 3.

21bid., p. 10.

31bid.




sfon activities in the university setting.? It dates from the days of
Dr. William Rainey Harper (1856-1906) who, as the first president of the
University of Chicago, establishad the first university correspondence
teaching department.s

Nonetheless, this study will suggest that a new approach tc evalua-
tion of an older mode of teaching and learning can assist in the reorder-
ing of priorities where needed. The kinds of data used in this descrip-
tive and exploratory study are not new. The emphasis given the data is
more recent. This study-~-its hypotheses, its data, its statistical
structure--is designed to achieve the goal stated by the Commission on
Institutions of Higher Education. Professionals in the field of

correspondence instruction have voiced a need for such self-analysis.
Childs (1961) has remarked:

We nead research to help us improve our procedures. Much
of what we do now in correspondence study we do because we
inherited 1t. . . .Undoubtedly much of what we do is good. But
we don't really know this bacause 1ittle of it has been subjected
to searching examination to determine whether it is better than
something else we might be doing. There is practically no research
in the area of the methodology of correspondence instruction. . . .
We need to give consideration to research which has already been
completed, that which is now in progress and more specifically

4John R. Morton, University Extension in the United States
(Birmingham: University of Alabama Press) 1953, p. 43.

50ssian MacKenzie and Edward L. Christensen, (editors) The Changin
World of Correspondence Study, International Readings (University ParE:
The Pennsylvania State University Press) 1971. Today Dr. Harper is
referred to as the father of correspondence teaching; this recognition he
deserves. He participated in organizing the system of correspondence

teaching upon which the Chautauqua College of Liberal Arts depended to

reach its scattered following during the early 1880s. Dr. Harper, who
established the first university correspondence teaching department when

he became the first president of the University of Chicago, was one of
the most interested innovators and ablest representatives of correspond-
ence teaching, p. 7.



than I have done up to now, to that which we need to conduct in
the future,

A method of instruction as adequate as any other can benefit from a
careful examination of its own input into the learning process. Self-
examination cf the system is appropriate, particularly since past studies
of the comparative effectiveness of differing modes of teaching and learn-
ing have been inconclusive., In his address to the Eighth Conference of
the International Council on Correspondence Education, Childs (1969)

{mpiied this:

In 1932 Longstaff reviewed the literature up to that time on
this type of experimentation / arative studies of general
methods of learning /. Ten years later, in 1942, Wolfle sumnarized
research between 1932 and 1942. e summarized his findings by
repeating Longstaff's statement of 1932: 'The experimental
evidence submitted to the present time tends to support the
general conclusion that there is little difference in achievement
in large and small classes, and, aiso, that it makes little
difference as to what method of presentation of the materials of
the course is used.,'

Thirteen years later, ifn 1955, Birney and McKeachie reviewed
the research literature on this subject and stated: ‘'The third
deca?e‘of research has not outdated Longstaff's statement (of
1932).

Probably the most definitive effort to resolve this question was
that of Dubin and Taveggia, of the University of Oregon, who
published their results ir 1968. . . . They report 'the results of
a reanalysis of the data from 9] comparative studies of college
teaching technologies conducted between 1924 and 1965.' The so-
called technologies fnvolved were the lecture method, the discussion
method, the tutorial method, supervised {ndependent study and
unsupervised independent study. Research studies of all possible

6Gayle B. Childs, "Correspondence Study Research,” Proceedings of
the Sixth International Conference of the International Council oa
Correspondence tducation (Eugene, Oregon: Genera] Extension Division,
Oregon State System of Higher Education) 1962 p. 115,

Also see Stein, pagel’7 , footnote 50.



relationships of these methods were studied and the data
cumulated. They conclude:

‘For approximately four decades researchers have been
attempting to compare and contrast face-to-face methods of
teaching, experimentally, in college and university class-
rooms. The central problem for research has been defined
as one of finding the method or methods of teaching which
will maximize desfred consequences among students. . . .
The resuits of this research are clear and unequivocal ~--
no particular methed of teaching is measurably tc be
preferred over another when evaluated by student examina-
tion performances.'

It must be noted that the Dubin report is concerned only
with studies involving college instruction. . . .But the
report does suggest that there would be 1ittle profit in
comparing college correspondence study with special methods
such as lecture and discussion in the classroom since,
according to the evidence, these methods produce
equivalent learning results.

In 1973 Childs emphas{zed:

It /the methed of instruction/ just doesn't make any
difference. . . . It 1s necessary, if learning is to occur,
that sensory impressions be received by the learner. There
must be an Input of information which is the basis for learn-
ing. But there is no consistent evidence which establishes
that any one form of providing this input is superior to others.
In fact, the evidence {s overwhelmingly to the contrary.

A Descriptive and Exploratory Study

In providing information for subsequent evaluation and decision mak-

ing about improvements, alterations, and reordering of priorities within

7gayle B. Childs, (Chairman of the Committee on Research), "Reports
from Chairmen of Standing Committees,” Proceedings of the Eighth Inter-
national Conference of the International Council on Correspondence Educa-

tion, Renee Erdos (editor) (Paris: Unesco House) 1969, p. 57.

O “Correspondence Study: Concepts and Comments,"
an unpublished address to the Correspondence Study Division of the
National University Extension Association, Omaha, Nebraska. April, 1973.
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correspondence instruction, this study is descriptive and exploratory.

Riley's observations on descriptive research in sociology are also
suited to this educational study. Descriptive studies are likely to
cover a wide range of detail and identify broad scopes within a system.
various processes and behavior patterns latent or otherwise not known are
exposed.9 The hypotheses examined in this study are intended to answer
such a query: Is it possible that certain three-dimensfonal relation-
ships in correspondence instruction will reveal patterns and processes
within this method that have been previously unknown?

Survey studies in descriptive research, states Van Dalen, organize
and inspect educational data in four broad categories:

(1) The setting of learning,

(2) The characteristics of educational personnel,

(3) The nature of the pupils,

(4) The nature of the educational process.'o

Van Dalen adds a refinement to descriptive research. Observing
that documentary analysis is one of several forms of survey study in
descriptive research,ll he states, "Historical [fhocumentary:] analysis
is primarily concerned with the more distant past and descriptive

/[ documentary / research with the present,."32 Patterns and

IMatilda W. Riley, Sociological Research: A Case Approach (New
York: Harcourt, Brace and World, inc.) 1963 pp. 69-70.

10peobold B. van Dalen, Understanding Educational Research (Hew York:
McGraw-Hill Book Company) 1966, p. 208.

1 ne forms are: (1) School Surveys, (2) Job Analysis, (3) Document-
ary Analysis, (4) Public Opinion Surveys, and (5) Community Surveys. p. 207

121p1d., p. 211,



6
processes in correspondence instruction that may have been previocusly un-
kKnown can be examined within frameworks of strengths, priorities, weak-
nesses and change. Emphasis was given to this outlook for correspondence
instruction by Childs over twenty years ago (1953):

If progress is to be made, I should say that four things are
essential,

First, we must see correspondence study realistically, We
must clearly understand what it is and must recognize its strengths
and its weaknesses.

Second, we must recognize that correspondence study is but one
agency for the providing of education. We rust see the role which
correspondence study is to play within the entire framework of
education if we are to work to develop that role.

Third, we must determine how well correspondence study is now
being used to carry out the purposes it is best designed to serve.

Fourth, we must devise procedur?g which will help correspondence
study to fulfil its essential role.

Data of the more recent past available for this study are analyzed
in questions of current concern to professionals in correspondence
instruction. Analysis of their concerns will assist in realizing the
present advantages of correspondence instruction in one privately based
institution of nigher education. These advantages are related to the
benefits that come from descriptive, documentary analysis. Van Dalen
explains:

Documentary analysis may help educators (1) describe specific

conditions and practices. . . , (2) spot trends, (3) detect weak-
nesses, (4) trace the development of a student's . . , work,

136ay1e B. Childs, "Supervised Correspondence Study," Proceedings,
Fourth International Conference on Correspondence Education (State Coiiege,
Pennsylvania: The Pennsylvania State Ccllege General bxtension Services)
1953, p. 99.
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(5) discover differences in the practices that prevail in various

areas . . . . (6) evaluate the relatfonships of stated objectives

hferests . values. ang piyenolsglcar siates of people T T o%"

, s

It 1s the judgment of this investigator that the broad scope given
by Riley to the conceptual model in research should also be given to the
hypcthesis. "The conceptual model 1s a heuristic device serving to
guide the formulation and solution of...problems," she writes. !> Extend-
ing this statement, this investigator claims a hypothesis shouid be
equally heuristic. Hypotheses should try to lead to better insights into
problems. They generate further research so that the collation of
specific research findings assists in the formulation of general theory.

Competent research also identifies relationships among and between
variables. An interrelationship study is thus another form of
descriptive research.1® The hypotheses studied in this work are of this
nature. Thus, the question first presented on page five can be reformu-
Jated: Is it possible that the frequency of occurrence of three-dimen-
sional interrelationships under examination will reveal patterns and
processes? What insights into problems and patterns mey be provided by
the knowledge of such relationships?

Using the three-dimensional chi-square statistical model for

analysis, this study seeks to uncover significant and non-significant

interrelatfonships within correspondence instruction. Riley17 {dentifies

141b1d., p. 213 15R41ey, ibid., p. 15.
16van Dalen, ibid., p. 203, 206.
17Ri1ey, 1bid., p. 14,



this approach as exploratory. Such research does not presume o have
predictive power, though there is an exploratory aspect in its descriptive
appmach.]8 While such study describes what exists without claiming to
uncover causes, Van Dalen does give credit to its practicality:

Descriptive studies that obtain accurate facts about existing

conditions or detect significant relationships . . . and

interpret the meaning of the data provide edu?gtors with

practical and immediately useful information.

He refers to the discovery of relationships (what Riley has
identified as discovering wide ranges of detail in an exploratory study)
and continues:

Descriptive studies that discover the presence or absence of

an association between variables serve as pilot projects.

They screen out unpromising hypotheses and detect relationships

between variables that experimentation can study BBofitably under

more regorously controlled laboratory conditions.

The information gathered from this study, statistically significant
and non-significant, will help to identify, to describe, to screen, and
to interpret the relationships under investigation. The work is therefore
a pilot project. Critical judgments about the method of correspondence
instruction are the responsibility of the professionals who have rated
the importance of the hypotheses to be examined,

Hemphill (1963) writes of the ideal researcn study, and states that
the quality of such investigation is reflected in the following observa-
tions:

(1) Problem selection and definition is the responsibility of the
individual doing the research;

18yan Dalen, ibid., p. 239.
19154d., p. 235. e01pid., p. 238.



{2) Tentative answars (hypotheses) to the problem may be
derived by deduction from theories or by induction from
an organized body of knowledge;

{3) value judgments by the researcher are limited to those
implicit in the selection of the problem;

(4) Given the statement of the problem and the hypothesis,
the research can be replicated;

(5) The data to be collected are determined largely by the
problem and the hypothesis;

(6) Relevant variables can be controlled or manipulated, and
systematic affectg of other variabies can be eliminated
by randemization. 1
Wherever and whenever approaches to learning and teaching are made
for the achievement of goals, assessment of products is essential. Bases
for critical judgment about the effectiveness and efficiency of the
methods must be developed:
Continuing assessment of the product. . .is necessary. This
means the development of principles and techniques for
criticaliy Jjudging the worth. . .and thg effectiveness and
efficiency of...methods of instruction. 2
But as Hemphill also points out, precision of information should
not stifle the drive to find useful information:
Evaluation studies are made to provide a basis for making decisions
about alternatives. . . .Regardless of the lack of precision in

thinking, providing information for choice among alternatives
remaing the basic and utilitarian purpose of evaluation studies.é3

21John K. Hemphill, “The Relationships Between Research and Evalua-
tion Studies," Educational Evaluation: New Roles, New Means, The Sixty-
eighth Yearbook of the National Society for the Study of Education, Part
11, Ralph W. Tyler (editor) (Chicago: The University of Chicago Press
1969, pp. 190-1).

22pasearch and Policy Committee of the Committee for Economic
Development, Innovation in Education: New Directions for the American
School (New York: Committee for Economic Development) 1968, p. 17.

23emphill, 1bid., pp. 189-190.
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This study will provide information for subsequent evaluation. It
does not propose to critically judge correspondence instruction. In
demonstrating a newer, more critical approach for obtaining information
about this early university extension activity, the work will invite
correspondence instruction to use of the information for self-study

about priorities, changes, weaknesses and strengths.

Research in Adult Education

As research review writer for Adult Education, Kaplan (1959)
reported the number of research studies in the general area of adult
education ranged from one in 1955 to twenty-three in 1959. More note-

worthy are the research method studies in adult education for the same

period:
1955 ~ 3
1956 - O
1957 - 1
1958 - 0
1959 - O
He remarked:

Through the years in which Research Review has been presented
the writer has been especially struck with the paucity of studies
dealing wi}ﬂ the philosophy, values and objectives of adult
education.

Later, in 1963, while emphasizing a need for experimental research
studies in the field, he wrote of the lack of research prior to 1957.
Bridging the seven-year period, 1957-1964, in a single remark he spoke of

the lack: "The situation has not improved materially since that time

24bbott Kaplan, "Introduction to Research Review, adyit Education,
Volume 9, Number 4, (Summer, 1959), p. 195.
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One year later {1965) the Chairman of the Adult Education Associa-
tion Commfittee on Research remarked on this topic:

A survey of the AEA membarship several years ago indicated that

members believed tnat stimulation of tha production and utiliza-

tion of adult education research should be one of the highest

oriority responsibilities of the Assocfation. . . .The twin

questions to which the Commission on Research has addressed

itself are, How can more competent researchers be encouraged to

produce research relevant to adult educators; and How can adult

educators be encouraged te utilize the research findings in more

effective practice.l

The paucity of (and therefore the need for) research {s a recurrent
theme among professionals in adult education. Shockingly little is
conducted the country over, writes Brunner (1960).27 Testable hypotheses
of predictive value are now needed, 8 Demographic studies of ciientele,
teachers, leaders and programs are in such quantity as to lose value,
clatm Thiede and Oraper (1963).%

Montross (1966), 1ooking more closely at one area of adult educa-

tion -« university extension -- stated with some prophetic hope:

R e «-==, “Continuing Education,* Journal of Higher Educa-
tion, Volume 34, Number 8 (November, 1963), p. 470.

2521an B. Knox, "Research and the Adult Educator,” Adult Leadership,
Volume 14, Number 1, {May, 1965}, p. 13.

27Edmund deS. Brunner, “Adult Education and Its Research Needs,"
Adult Education, Volume 10, Number 4 (Summer, 1960), p. 218.

aseeorge H. Axinn, "Rigor in Ccoperative Extension Graduate
Research," Adult Education, Volume 10, Number 4 (Summer, 1960), p. 230.

zgu‘ Thiede, and J. Draper, "Research and Investigations in Adult
Education,” Adult Education, Volume 13, Number 4, (Summer, 1963), p. 216.
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Present studies relating to Extension as an object of research,
as might be expected, tend to be descriptive and historical-
sociological in nature and tend to examine Extension in the
context of the larger institutions within which it resides.
More sophisticated research designs ought to be expected as
institutions cgstinue to place greater emphasis upon the Exten-
sfon function,

Documentary evidence of the need for research in adult education
continues throughout the literature. A notaworthy emphasis of this need
comes from inspection of the professional journal of the Adult Education

Association, Adult Education. From its beginning in October, 13950, until

the close of volume 17 in the suomer of 1367, remarks on this need are
repeatedly found in every volume. Beginning with volume 18 i{n the fall,
1967, the journal while retaining its name, added a subheading to the

front cover: A Journal of Research and Theory. Since that time the

inside front cover has carried the statement:

Adult Education is devoted to research and theory in the
field of adult education. The emphasis of Adult Education is
on research, theoretical studfes, and articles dealing with
philosophical issues in adult education.

Articles primarily concerned with the {mplementation of the
arts and techniques of practice are included within the scope
of Adult Leadership, pub%ished monthly by the Adult Education
Assoclation of the USA,3

It is not apparent that any issue of Adult Education immediately

30H W, Montross, "Research and University Extension," Educational
Forum, Yolume 30, Number 4, (May, 1966), p. 506.

It is a judgment of this investigator that Correspondence Instruc-
tion has generally been examined within a larger context of comparative
data on methods of teaching and learning. The net result of this, already
mentioned by Childs (page 4, footnote 8), leads this investigator to
suggest that self-examination of the system of Correspondence Instruction
is therefore in order. The statistical method offered in this study
should help to place a greater emphasis upon the Correspondence function.

3see the inside front cover of issues of Adult Education, Fall,
1967, to present.
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precading volume 18 announced this change. The cover styie and new Sub-
heading, the official pclicy statement inside the front cover, and the
articles in subsequent {ssues attest to the {mportance the professionals
in aduit education have placed on their own recognized needs.

Kidd (1959), reviawing An Overview of Adult Education Research,

edited by Brunner, Wilder, Kirchner and Newberry, summarized research in
this area with a conclusive statement: "This book shows plainly that

more research is needed.“32

Research in Correspondence Instruction

kWhat makes Kidd's observation more notable still i3 that Stein

{1961) applies it to correspondence instruction when he refers to the

same work:
{fThis book 7 published by the Adult Education Association in
959, contains only a few brief and passing references to c¢/s
[ sic/ -- reflecting the fact, of course, that almost no
researchhas been published on the use of our medium for
adults.,

Stein is quick to state that this scarcity of information on
correspondence instruction is ne fault of the editors:
That Brunner and his assoclates give ¢/s scant attentfon . . . is

certainly not those scholars' fault; they Xouid take only what
they found -- and they found very little.3

32J.R. Kidd, "Professional Literature,® Adult Education, Volume 10
Number 4, (Autumn, 1959), p. 57.

33 qonard S. Stefn, "Is Home Study a Stepchild?® Home Study
Review, Volume 1, Number 4 (Winter, 1961) p. 33.

341pid,, p. 35.
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The fact that ten years later {1971} Stein’s remarks were
considered sufficiently accurate to be incorporated in another work,

The Changing World of Correspondence Study, {s worthy of notice.35

In 1962 Childs had remarked, “We do have scme unresolved problems
in correspondence 1nstruct19ns"35 But probiems, as Hedemeyer states,
are not always the resylt of carelessly permitted deficiencies in the
system, Correspondence instruction of its nature has specific hazards
wherein problems may arise, and:

Ignoring these problems, or failing to work imaginatively

to overcome them, may offer greater hazards for the

correspondence students than students of cther meth@ds.37

"It 1s our job to make correspondence study even better," writes
Childs. “This we cannot do unless we know scme of the areas in which
it suffers handicaps either internally or externally 1mposed.“38 As
Chajrman of the Committee on Research for the International Council on
Correspondence Education (1969) he spoke of this lack. He echced the
remark of Stein and the corments of Kaplan (1959, !964}39 concerning

adult education:

350ssian MacKenzie, and Edward L. Christensen, ibid., pp. 90-103.

356ayle 6. Childs, "Problems of Teaching by Correspondence Study,”
The Changing World of Correspondence Study, Ossian MacKenzie and Edward
L. Carfstensen (editors) 1§7E. p. 109,

tharies A, Wademeyer, “Problems in Learning by Correspondence
Study," mmmmxmm% Ossian MacKerzie and

Edward L. Christensen [aditors) 1971, pp. 126127,
38(2nﬂds, Fourth Internztional Conference, p. 102,

3%ages 10 and 11, footnotes 24 and 25.
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At the time of the Seventh Internaticnal Conference held

in Stockholm in 1965 I prepared a paper on research in the field

of correspondence study. . . .In that paper, I made the

statement that 'It is probably safe to say that 1f one were to

make a 1ist of the areas of notable achievement in the corres-

pondance study field, research would not head the 1ist.' I am

afraid that today, four years later, one would be on equally

safe ground in making that statement.40

And what Thiede and Draper (1963)41 observed of extension 1s Just
as true of correspondence instruction. The quantity of demographic
material 1s great, but its value is not as great. Self-examination
shows 1t is "largely our own fault" if scholars and foundations give
correspondence instruction 11ttle serious attention. A professional
role must be adopted, asserts Stein, {f the stepchild of education is
to acquire new status. The method has the material to achieve new
status:

We must make clear what ¢/s can and cannot do; in what subjects

and for what kinds of learning (skills, knowledge, under-

standings, etc.) the medium {s effective and for kixgs not, for
what kinds of people 1t is useful and for whom not.

Childs was observing the same thing eight years earlier, in 1953.43
In 1962 he made a similar statement,?¢
It s not possible to simply declare that correspondence instruction

is "handicapped by professionals who refuse to recognize or even consider

40chiids, Efghth International Conference, p. 40.
4lpage 11, footnote 29.

45tein, 1bid., p. 17.

43Page 6, footnote 13,

44Page 3, footnote €,
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correspondence courses as usaful training."” Tc know how the "uninformed
continue to regard home study as an inadequate means of gaining knowl-
edge, or, at best a second-rate way to 1earn,”45 is to provide little
positive assistance in research. Hemphill's observation that any attempt
to provide useful inforwetion is a good one, is umore to the point.45
Conversely, Driscoll's (1972) statement requires attention:

Unfortunately, we are still having some research on matters

that have already been adequately researched in the past, and,

too often,_a continving lack of application of existing

research.47

Correspondence instruction is an effective way to learn.¥® It needs
no apologies. There is "no consistent evidence supporting a claim of
superiority of onz method over another." Childs spoke at great length to

demonstrate this simple fact.49 Research, however, must be encouraged &s

45pobert Allen, "Must Home Study Be a Stepchild of Education?”
Home Study Review (Spring, 1960), Volume 1, no. 1, p. 21.

46Page 9, footnote 23.

741111 am Driscoll, "New Develcpments and Changes in Independent
Study: U.S.A.," Ninth International Conference on Correspondence Educa-
tion, A Collection of Conference Papers, volume | (Bloomington, Indiana:
Indiana University), 1972, Henry A, Bern (editor) p. 59.

48a11en, ibid. The nagging question always asked about correspond-
ence courses is, "Can you really learn by mail?" That, of course,
depends a great deal on the student's own interest and ability. It is
sti1l up to the individual. Men 1ike David Sarnoff, Walter P. Chrysler,
Senator Stuart Symington and thousands of other highly respected men and
women found that home study helped in their climb up the ladder. One out
of every four of the Certified Public Accountants in this nation learned
their profession via correspondence, and one out of every ten licensed
prefessional engineers is a home-study graduate. pp. 19-20.

43¢, pages 3-4, footnote.7.
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integral to the method. Data exist in abundance; making the data
available will encourage the research. The very existence of unresolved
problems suggests the availability of data that will generate questions,
investigations, hypotheses, and applications of research designs. "In all
areas we need both speculative analyses and empirical studies."50 Eight
years after Stein's comment, MacKenzie (1969) spoke of the same matter.
Twe years later still (1371) the same observation was so valid as to be

part of nis work with Christensen in The Changing World of Correspondence

Study:

S0stein, ibid., p. 38. Our most serious shortcoming in this respect
is our failure to communicate important findings about our professional
activity to other branches of the American educational enterprise.ine
looks almost in vain for the articles in educational journals assessing
with precision and skill the usefulness of a ¢/s program. . . . It is
impossible to find in the professional literature any reliable statistics
on the use of c/s, even such simple figures as annual enroliments. We
avoid l1ike the plague any public admissions about completion rates -~
although, in fact, we are the only educational medium that has available
this easily determined measure of effectiveness.

Another major failing from which we all suffer is our implicit
assumption that resident study is the ‘right” way to learn. We have not
viewed ¢/s as a content field and medium with 1ts own demands, functions,
and effectiveness, but have instead modeled our activities on the resident
pattern, and, indeed, typically compare our effectiveness with resident
situations. . . .

Only rarely does one of us start with the question: What medium can
best be employed to teach the subject at hand to the clientele we want to
reach? Even more rarely is the correlative questiocn raised: What are the
particular pedagogical characteristics of the c¢/s medium that make it
effective for the subject and clientele at hand?

In short -- we have been less inventive, we have shown less initiative,
we have invested less of ourselves, than we should have. pp. 34-35.

Childs has written in a similar manner:

But when 1t comes right down to it, what do we really know about the
teaching methods we employ in correspondence study? About how many of them
can we say, with reasonable certainty, that they are better than other
methods we might be using instead? Ossian MacKenzie and Edward L.
Christensen, ibid., p. 116.
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We found that correspondence instruction is not well understood

« +« « « No real study had been made of the types of material

and subject matter that can best g$ taught by the method,

important though the question is.

An exploratory attitude is a first step toward self-analysis.
gExamination of the qualities and characteristics of correspondence instruc-
tion without reference to other media is essential.

What has happened to research in correspondence instruction? One
cannot say, "Nothing." But Childs' observation cannot be ignored:
“Evidences of carefully done research are still hard to come by.”52 Enum-
erating one of five areas requiring investigation he wrote: "We must
examine the methodology of correspondence study to determine how it may be
1mproved.”53 He stated the problem more humorously in a summary of
research in correspondence instruction (1973) when he said:

I want to reduce it / that methods of learning make no difference,

as research nas found / to a profound, carefully and precisely

worded psychological principle which I will call Childs' first law
of impact of method on the human organism. It reads, "Insofar

as general edgzational methodology is concerned, the brain doesn'

give a damn."
PERIND!

510ssian MacKenzie, “The Status of Correspondence Instruction in the
United States," Proceedings of the Eighth International Conference of the
’ T on C

International Counc orrespondence tducation, Renee Erdos (edltor)
{ParTs: Unesco House) 1959 pp. 78-39. ATso in The Changing World of

Correspondence Study by Ossian MacKenzie and Edward L. Christensen
(editors) {Unfversity Park: The Pennsylvania State University Press), 1971

p. 361,
SZChilds. Eighth International Conference, p. 40.

53..n-- "Problems of Teaching by Correspondence Study," in
MacKenzie and Christensen, p. 118.
54

Gayle B. Childs, "Correspondence Study: Concepts and Comments,"
unpublished address, April, 1973, p. 5.
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The Correspondence Study Diviszicon
Loyoia ‘niversity of Lhicago

The Correspondence Study Division of Loyola uUniversity of Chicago
has several unique features. It was the only such division of a Catholic
collegas or university under contract with the United Stated Armed Forces
Institute (USAFI).55 It is the only correspondence study division of a
Catholic institutional member of the National uUniversity Extension
Assocliation., It is affiliated with the Hadley School for the Blind,
Winnetka, I1111nois, the only school in the world thet provides correspond-
ence courses for the blind.56 Finaily, the University to which the
Division belongs is one of two Catholic universities in the world that
provides a means of gaining college credit by the correspondence methed, 57
For more than fifty years Loyola University of Chicago has offered this
means of independent study to students throughout the United States and
the World.

The Correspondence Study Divisiond8 began in the Fall of 1921.

55An Act of the (ongress of (he United States discontinued USAFI in
1974,

561he HadYey School for the Blind currently advertises the avail-
ability of over 100 educational and vocational courses by the correspond-
ence method.

57Tne cther institution is the Unfversity of Gttewa, Canada.

5Srpom 1921 to the present, the Division has been known as the School
of Home Study (1921-1923), the Home Study Department (1923~1936), the Home
Study Division (1936-1967}, and the Correspondence Study Division (1967-
present). From 1932tc 1936 it appears that the bulletins of courses do not
carry an official title for the Division. The titie on the covers states
Home Study Courses. It is assumed that during this time the Divisfon was
known as the Home Study Departnent.
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tvidence for this is in three typed pages of information, part of a
collection of bulletins of courses from 1923 to the present in the offices
of the Division.®3 The philosophy, regulations, and courses of the
SCHOOL OF HOME STUDY are described:
The SCHOOL OF HOME STUDY offers correspondence courses.
An opportunity to pursue collegiate courses for those unable to
attend classes, but who wish to continue their education towards
a bachelor's degree.
Each major credit (three and one-third semester hours)
consists of twenty double lessons by mail. The fee for each
major credit course is $20.00, in advance.
Courses may be begun at any time and a year is allowed
for their completion. HNo courses may be completed in less
than four months. Eighteen majors of home study courses
may count towards a bachelor's degree.

These courses are arranged for teachers and social workers
and especially for members of religious sisterhoods.

Owing to the recent organization of the SCHOOL OF HOME STUDY,
only a limited number of courses are at present offered.
Additional courses will be gradualiy added.
A 1ist of ten courses follows: Socfal Sciences (5); Languages --
English and Latin (4); Logic (1}). The last paragraph above, and the con-
cluding paragraph of the three pages, suggest that the information can be
dated as approximately 1921 or 1922, since the first extant printed

bulletin is dated December, 1923:

59These pages were saved in typed form by Miss Mary Louise McPartlin,
Director, Correspondence Study Division (1952 to present). The primary
source material was fragmentary and in desrepair. Miss McPartlin typed
the pages to complete the collection of bulletins of courses. The
location of the SCHOOL OF HOME STUDY was given as 156 North Clark Street,
Chicago, I11inois. The date of this information, according to
Miss McPartlin, is Fall, 1921,



These courses are for coliege credit and presuppose high

school graduation, Write for application blank. General

catalogue will soon be issued.

information from all bulletins, 1923 to the present, indicates that
two women have served as heads of this Division. In the bulletin,
December, 1923, Marie Sheahan is named as Head of the Home Study Depart-
ment. She retained this title until the publication of the bulletin in
December, 1927, From that date until 1952 she was known as the Director
of the Home Study Department and of the liome Study Division,

From 1952 to the present Miss Mary Louise McPartlin has assumed
responsibility for this Division., From 1952 to 1967 she was known as the
Director of the Home Study Division; from 1967 to the present as Director
of the Correspondence Study Divisfon.60

It is not the purpose of this study to present detailed history of
the Correspondence Study Division of Loyola University of Chicago. How-
ever, certain developments and changes between 1923 and the present are

noteworthy.sl

607he investigator expresses his indebtedness to the encouragement
and assistance of Miss Mary Louise McPartlin. This study could not have
been realized without her. Through her he was introduced to professionals
in correspondence instruction who also lent their support and assistance
in establishing the hypotheses. Because of her own record keeping in
the Correspondence Study Division of Loyola University the data for this
investigation were made available.

6}This information is taken from the bulletins of courses published
between December, 1923, and the present.



1. Presidents of Loycla University of Chnicago:

1926 Reverend William H. Agnew, S.J.

1926 - 1934 Reverend Robert M. Kelley, S.J.
1934 ~ 1943 Reverend Samuel Knox Wilson, S.J.
1943 - 1947 Reverend Joseph M, Egan, S.J.

1947 - 1956 Reverend James T. Hussey, S.J.
1956 - 1371 Reverend James F. Maguire, S5.J.
1971 - Reverend Raymond C. Baumhart, S.Jd.

2. High School Courses: These were offered by the Correspondence

Study Division from 1926 through 1964. No high school diplomas were given
through the University, however. The courses offered during these years
were:

Enqlish - four years of grammar, composition, rhetoric,
and literature;

History - Greek and Roman, Mediaeval and Modern, American
History and Science, World History;

Government - civics;

Latin - Grammar, composition, Caesar, Cicero, and Virgil's
Aeneid (first eignt books);

Mathematics - Algebra, Plane and Solid Geometry, Advanced
Algebra;

French, German, and Spanish - elementary and intermediate;

Typewriting - beginning and intermediate;
Shorthand - I, II, and III.
3. Fees for Courses: The first published bulletin, December, 1923,

states the course fee is $20 for each major course -- the equivalent of
three and one-third semester hours. This fee prevails until September,
1936, when 1t changes to $25 for each major course. In 1947 the fee
changes to 330 per course, and every course confers three semester hours
of credit. Thereafter, the fees change to $33 (1951), $35 (1954), $45
(1959), $50 (1960), $60 (1965), and $65 (1971).
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4. Credit Hours Accepted toward the Degree: In the bulletins for

December, 1923 to 1926, it is stated that "Sixty of the required one
hundred and twenty credits for a bachelor's degree may be earned in the
Home Study Department." A notable lack of specificity becomes evident
during subsequent years (1927-1946):
Home-study courses apply only toward a Bachelor's degree.
Home study-courses may not be applied toward a Master's degree
because not more than one year of resident graduate study is

required for this degree and this length of time {in residence
is demanded for any degree.

Later bulletins explain this restriction is extended to the master's
degree in any field." But in 1954 this restriction is modified slightly.
While the courses cannot be applied toward a master's degree in any field,
they “may be used to satisfy prerequisite requirements in certain graduate
divisions." This Tatter policy is still in effect.

In 1964 the policy of credit applicable toward the undergraduate
degree is again made specific:

Loyola will accept fifteen semester hours (five Home Study
courses) of correspondence credit toward an undergraduate degree.
Students are required to check with the college from which they
intend to obtain their degree as to the number of credits earned
by the correspondence method their own college will accept.

5. Student Registration: In December, 1927, there is evidence of

regulation of enrollment in correspondence courses. In that year it is
stated: "An undergraduate student may not pursue a home-study course
while in residence at any college or university without the written
permission of his Dean.” The policy remains in effect, and is only further
described in 1947:
A student resident at Loyola University or at any other
college or university must have the previous written permission

of his dean or other appropriate officer if he wishes to obtain
credit in his school for courses taken by correspondence. Home-
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study courses are not meant as the regular academic service for
resident students, Residents at Loyola who have been permitted to
take a correspondence course must maintain a dual registration of
such a course both in thefr own college and in the Home Study
Division.

From 1953 to the present, emphasis is placed on the necessity for
the dean's approval to insure that the student is taking a "course which
will satisfy his degree requirements.”

6. Grading: The grading system {n the Division, 1923 - 1946, is

as follows:

Above Passing Below Passing

A - 33-100 - Excellent E - 60-69 - Conditioned
B - 85~ 92 - Good F - 0-69 - Failed

C -77- 84 - Fair I- Incomplete

D~ 70- 76 Passed

In 1947 eny grade below 70 is considered failing, and is evaluated
as F. W is added to indicate class withdrawals,and it is stated that
grades of F and W earn no credit. Again, in 1954 a change is introduced.
W-Inc is added as another indication of class withdrawal. W indicates
withdrawal from a course with no lessons submitted; W-Inc indicates with-
drawal after one or more lessons have been submitted to the instructor,
This policy is still in effect.

7. Extension of Time: From its beginning the Division made

allowance for the fact that the one-year time limit for completion of a
correspondence course could be extended. In 1923 a student could secure
such an extension for a $2 fee, if he secured "the permission of the
secretary and his instructor.” By 1927 this policy was modified. The
fee remained the same, but the "arrangements for an extension of time must
be made through the Director's office. Any private arrangement between

student and instructor will not be recognized.” In 1954 the fee becomes
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5, and the policy states, “The Director of the division may extend this
time for serious reasons and upon the student's payment of five doilars.
No instructor is authorized to grant this extension of time. "The exten-
sion was granted for six months. Not until 1961, however, is this stated.
Finally, in 1969, the policy reads that "only two extensions are

permitted.”
8., United States Armed Forces Institute: The Division became

affiliated with the United States Armed Forces Institute (USAFI) in 1943,
Courses approved by the Institute wera available to military personnel for
the enrollment fee and the cost of text materials.

The Cerrespondence Study Division maintained this relationship with
USAFI until 1974, when the United States Government discontinued the

organization,

9. Hadley School for the Blind: In 1967 the Correspondence Study

Division began another affiliation with a significant institution in the
metropolitan area. A cooperative arrangement between the Division and the
Hadley School for the blind now permits eligible students of college level
to earn credit from Loyoia University. This arrangement is still operative.
The bulletins of courses do not always clearly indicate the place of
the Correspondence Study Division in the academic administration of the
University. It is clear, however, that certain changes have taken place.
When the known change occurred, or whether there were intermediate ones
between those is not always evident. What does remain clear, however, is
that the Division was part of the College of Arts and Sciences in its early

years, and much later, was part of the University College.
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ifiss McPartlin states that when she was appointed Director in
July, 1952, she was to report directly to the President. Four months
later she was told to report directly to the Academic Vice-President.

Richard A. Matre, Ph.D., Vice-President and Dean of Faculties of
Loyola University from 1969 te the present, nas stated that an interim
period existed prior to 1965, when the Division reported to neither the
Dean of the College of Arts and Sciences nor the Dean of The University
College. As a result of the North Central Asscciation's University
visitation in 1965, the Division was located within the academic structure

of The University College.



CRAFTER Ty
REVIEW OF THE LITERATURE

Tois chapter praszals a survey of the litarature ¥n Adult Education

and correspondence fnotegction,  JtT vefiecus cnilds’ remark, “de do have

1

some unresolved problems in correspondence instruction.”” It alsc echoes

Stein's statement: “In &1l areas we need both speculative analyvses and
empirical studies."?

When he addressed the International Conference on Correspondence
Education 1n 1952 Childs safd:

Thare are many things we need to know. Ke need to know what
spectfic procedures are sound in syllabus preparation and in
cerrespondence teaching because they actually modify student
behavior. This can only be done by comparative studies involving
di fferent methods of teaching., We need more studies of achieve-
ment of correspondence study pupils. We may know that correspond-
ence stydy 15 good, but the lay public and our ¢lassroom <olleagues
are never going to take our unsupported word for it.

e need Lo know how secondary school pupils who study by
correspondence in areas other than mathematics get along in ¢nliege.
We need 0 know what percentage of our pupils compiete courses, why
pupils who drop cut dc so, the points in individual courses where
drop-outs ave high or Tow in number. We should know whether the
subjects in which the percentage of completions is low do not lend
themselves well fc corrsspondence study or whether the courses we
offer in these subjects are rasponsible for the low completion rate.

W3 need Lo Know wore about what constitutes sound procaduve in
the administration of tests in correspondence study. This is one

1Chapter One, page i4, footnote 36,
2Chapter Cne, page 17, footnote 50.

27
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of our main adminfstrative problems. Perhaps we make too much of
it. Would open book examinations do as well?

This 1ist could be indefinitely continued. We have very much
to learn about correspondence study and we are not going to ma§e
our maximum contribution until we do have some of the answers.

It is evident that Childs is asking for quality investigation in
correspondence instruction. And investigation of the literature of adult
education and correspondence instruction reveals an abundance of studies.
A useful division of these reports into four broad categories is
appropriate:

1. Evaluative statements and general studies;

2. Surveys and profiles;

3. Comparative studies of instructional methods;

4, Studies of specific characteristics.

These categories are not mwutually exclusive. In this investigation

they are intended to serve as organizers of representative reports, and to

put the studies in perspective.

1. Evaluative Statements and General Studies

Adult education and university extension have a mission "to help lift
the individual and collective life of people to higher planes."4 They wrote

the statements in 1965, but Shannon and Schoenfeld were echoing the

Sgayle &. Childs, Fourtn International Conference on Correspondence
Education, p. 104.

47.J. Shannon and Clarence A. Schoenfeld, "Azimuths for University
Adult Education,® Adult Leadership, Volume 14, Number {November, 1965)
p. 153.
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thoughts of Clyde Votaw. Fifty years earlier, in 1915, he addressed the
first conference of the National University Extension Association in

Madison,)wisconsin:

The most important thing to say about university extension
is that 1t should be directed and infused by Idealism. We may
think of our Idealism as Moral Idealism, or Civic Idealism, or
Social Idealism. It seeks out what is highest and best for
humanity, it aspires to the finer acinievements of life, it views
material things and vocational pursuits as useful in proportion
as they serve to promote the virtues of character and the deeds
of goodness. The goal of our highest thought and effort in
university extension will be to work toward that perfected hu-
manity in which the well-being of each individual in organic
relation witn all others will be achieved.®

Whatever its form, idealism was Bergevin's (1963) lodestar. He
{temized several means required "to grow and develop into the kinds of
persons we are capable of becoming.”™ Cultural, spiritual, and vocational
development are "musts” in adult education. He states:

Adult education should develop a mature rationality in our
lives and through us in the institutions which play a vital part
in our learning to live together.
basically adult education like all education has two jobs to do:
1. To meet personal and social needs.

2. To reveal new ideas, to encourage creative approaches, and

to broaden our views by exploring new and unfamiliar areas. 6

Sometimes this second task is incorporated in the first one.
There are challenges to idealism, however. It is to these that

Crabtree addresses the adult educator:

S1bid., p. 179.

bp, Bergevin, “Means and Ends for Adult Education,” Adult Leadership,
Volume 12, Number 5 (November, 1963) pp. 149, 150.




The first challenge is very simple -- and very fundamental.
It is the task of 'Selling’ the concept of adult, or continuing,
education to the American public. . . .

© Secondly, we are faced with a challenge to keep this program
for disadvantaged adults in the hands of professional educators.

5 ® @

A third challenge facing adult educators in these times {is
the challenge to improve the quality of our product. . .

Finally, a fourth challenge to adult educators in these

times 1s the challenge of faith in Adult Education. This may be

the most sericus of all in the lony perspective: The depth of

our own conviction in the need for Adult Education in this

country.

Other general statements about adult education, giving it another
name, continuing educatfon, view it from an historical perspective,
Durnhall (1971) describes how population shifts from farms to cities have
changed the face of university extension education. The system must
"discard its existing philosophy, programs and structure in face of a ‘new-
breed' which places continuing education as the central core from which
radiate programs, procedures and structures."® Inasmuch as extension
education was a predominant feature of a university in a largely rural
setting, 1t must now change with the shift in its clientele. And thus --
continuing education.

[ Continuing education_/ is not education which is

primarily catching up or remedying the deficiencies of basic
education., . . . It is not an activity which terminates at the

‘arthur P, Crabtree, "Challenges to the Adult Educator,” Adult
Leadership, Volume 12, Number 5 (November, 1963) pp. 149, 150.

SE J. Durnhall, “Extension vs. Continuing Education," Adult
Leadership, Volume 19, iumber 10 {April, 1971) p. 322.



conclusion of a particular course cr series of courses. . . .

Continuing education rejects the concept that life is
divided into two parts, one of preparation and one of action,
It is rather a way of 1ife and of being aware of the world
about us. It is a process of learning which must meet the
needs of each successive phase of iife. Age !181ts are
meaningless, Failure and success are relative.

In contrast to the shift seen by Durnhall {s Dickerman's observation.
After noting the advantages and disadvantages in the use of the terms,
adult education and continuing education, he concludes that the latter term
more accurately reflects conditions:

We are making some progress in persuading people to go on learning
but face many difficult and some apparently insoluble problems.

This wiil not daunt adult educators. . . . They have learned

from experience not to expect too much but to keep working like

the devil to get it. To this one, the most hopeful note in this
unfinished symphony is the emphasis on getting people to see life-
long learning as normal. And I must confess that tha term ‘'continu-
ing education' seems to_imply this somewhat more clearly than the
term ‘adult education.'10

It 1s as though Robinson were a bridge in time for the thoughts of
Dickerman (1964) and Durnhall (1971). In 1966 he wrote:

A century ago, when the United States was 85% rural, the
nation decided to concentrate its massive resources on re-
shaping rural America. Seaman Knapp described the Smith-Lever
Act of 1914, which established Cooperative Extension, as"a system
of rural education for boys and adults by which a readjustment of
country 1ife can be affected and placed upon a higher plane of
profit, comfort, culture, influence and power."” By changing only
a few words this would seem an appropriate credo for the establish-
ment of an all-university extension service for today's urban
neads. “A system of urban education for children and adults by

91bid. This investigator reflects here upon Correspondence Instruc-
tion's studies of the drop-out, the non-completer. Durnhall's statement
%uggestskwhy such studies must regard these students in a non-peOrative
ramework ,

10yatson Dickerman, "What Is This Continuing Education?” Adult
Education, Volume 15, Number 1 {Autumn, 1964), p. 7.



which a readjustment of urban 1ife can be effected and placed

upon a higher plane of profit, comfort, culture, influence and
power." The university can become the very center, the focus

of leadership for such programming.l!

Any idealism Votaw could espouse, however, is lacking realization
without the available means with which to achieve the desired goals. In a
general way Knox addressed himself to this problem when ne spoke of the
mission of the Commission on Research of the Adult Education Association:
to encourage competent research, and to encourage adult educators to
effectively use research results,1?

The mortal character of idealism is forcefully expressed by Cyril 0.
Houle who reminds the adult educator that his subject is not a large
child. He is an autonomous learner. And unlike other students in higher
education, he is likely to be in more control of his own destiny:

So far, in our research into adult education we have focused

almost entirely on particular institutions and on the

participation of adults in them. We have let our minds be

bound about by the confines of the evening college, the evening

school, the library, the museum, the community center, or the

extension service, forgetting that adults move into and out of

such institutions, remaining the only enduring element in a

constant shift and flow of participation. Or we have asked what

kinds of people use what kinds of facilities and thereby focused

on a single act of choice rather than the continuing flow of acts

of choice which makes up a coherent pattern of learning in a 1life-
time. Or we have asked why people come to a particular class and

TRussell D. Robinson, "University Roles in Adult Education,”
Adult Leadership, Volume 15, Number 2 (June, 1966) pp. 36, 50.

12¢hapter one, page 13, footnote 26.
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not now that motivation relates to some deeper pattern of
orientation.13

Houle's allusion to demographic studies and their misu.e is a
reminder of the observation of Thiede and Draper.14 Is the quantity of
such studies inversely proportional to their value? Or are the two
variables related to yet a third, perhaps unobtrusive common factor -- mis-
use? Knox has called this unobtrusive factor the utilization of research
findings in more affective practice.’s

A final example of a general statement in professional 1iterature
of adult education is Baker's (1965) statement:

The teaching-learning environment should be characterized by

creativity and individuality not only in evaluation but in

the entire teaching process. Until further research evidence

is presented, regimentation and standardization might better

be replaced by a philosophy of education emphasizing flexibility.

Not the least of the conclusions is to recognize the role of the
adult learner as an active planner and participator with the

13cyri1 0. Houle, “Ends and Means in Adult Education Research,"
Adult Education, Volume 12, Number 4, (Summer, 1962) p. 212.

As if to provide a practical example of his statement, Houle, in a
well known article, “Who Stays, and Why?" (Adult Education, Volume 14,
Number 4, Summer, 1964, pages 225-233) writes: °"In the past decade, a
great deal of serious and productive research has been devoted to the
double question: Who comes to adult educational activities--and why? It
is now time to devote at least some attention to an equally important pair
of questions: Who stays--and why?" He continues: "Somehow, it does not
occur to / adults / that they may never have learned how to learn or that
the disciplined ability to study which they possessed at twenty has been
eroded by years of busyness at tasks which, however crucial, did not
require the dedicated attention demanded vy any education which 1s worth-
while." (pp. 228, 233).

14Chapter one, page 13, footnote 29,
15chapter one, page 13, footnote 26.




opportunity and responsibility for self-evaluation of his own
progress along the pathway of continuing education.16

Correspondence Instruction contains similar professional 1{terature.
Waht is most noteworthy of much of this literature is the evaluation
given by MacKenzie at the Eighth International Conference of the Inter-
naticnal Council® on Corresvondence Education (Paris, 1969). He reported
on the background work of the staff for the Cooperative Educational

Research Project (CERP). This work cuiminated in Correspondence

Instruction in the United States (1968),‘7 which 1s best categorized in
the first of ihe feur divisions of tihis chapter. Speaking of the trends
in home study literature, MacKenzie said:

With very few publications escaping our attention, the CERP
staff abstracted the 1iterature of home study which appeared
between 1915 and 1965, The dominant theme of these articles,
pamphlets, and conference reports was the advantage-disadvantage
syndrome. It would be pure conjecture, but ore might wonder if
the repetitious strength-and-weakness dichotomy ever conveyed
the role of scholarship in this field.i8
This investigator takes MacKenzie's observation further. If

correspondence instruction has seen {tself in the framework of {his
syndrome or dichotomy, is 1t not aimost connatural {like the opposite side

of the cofn) that self-study would remain in the background of

163ames F. Baker, "Evaluating Adult Achievement: A Plea for the
Demise of the ‘Number System' in Continutng Education,” Journal of
Education, Volume 147, Number 3 (1965), p. 60.

170551an MacKenzie and Edward L. Christensen, and Paul H., Rigby,
Correspondance instruction in the United states (New York: McGraw-Hill
Book Company) 1968, Childs has remarked of this work: "I believe this
report should be used to stimulate discussion regarding correspondence
study -- what 1t is, 1ts role, and how 1t should functfon." (The Changing
World of Correspondence Study, p. 241).

180s51an MacKenzie, “Status and Trends of Correspondence Instruction
in ggg United States,” The Changing World of Correspondence Instruction,
po .
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consciousness? Lo ojong s oo sethod feels the negessity o prove itseif
in this syndrome o dichotomy, 1€ t5 inevitable that comparative studfes
of the effactiveness of differing methads 15 the answer o the problem.
Childs' first law of {mpact of method on the human organisy i simply a
restatement oF why studies of tne advanlages and disadvanteges, the
strengths and weaknesses of & system, must c¢ode %0 ather kinds of self-
study -- because "The brain doesn't give a damn."lg

Bittner and Mallory (1933) contributed an early, classic general

study tn their work, University Teaching;Qg,Mai?.zo Their book examines

correspondence instruction in member institutions of the Natianal
University Extension Association. It demonstrates the origin and growth
of correspondence teaching, its administrative problems and pelicies,
standards and practices, and principles. Not totally unlike this early

study 1s the work by MacKenzie, Christensen, and Rigby, Lorrespondence

instruction in the United States.?!

Does home study function? Kingsbury (1930) addressed himsalf to
this question in speaking to the National University Extension Assoctation:

Since 1922 it has been my privilege to organize (2nd several
times W reorganize) and teach four home study courses in
psychology at the University of Chicago. It has created a con-
viction, stronger each year, that some, at least, of the home
study course can be made to¢ function as effectively and valuably
as do residence courses.©

[o . * . .
18chapter One, page 10, footnote 54.

“Oyalton S. Bittner, and Hervey F. Mallory, University Teaching by
Maii (New York: The Maccilian Company) 19323,

2lpage 34, footnote 17,
£2F, M, Kingsbury, "Does University Home Study Function?® Proceed-

ings, National University Extension Association, X111 (Bloomington,
Indiana: University of !nﬁ?&aa Tress) 1740, p. 125,
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Two decades later Kempfer (i958), describing the typical student of
home study, or adult education, demonstrated how "Correspondence Courses
Serve Individual Needs.*43 Two years later still, Allen (1960) was asking
publicly, "Must Home Study e a Step-child of Education?” Resident study
is not the only real way to learn. But, says Allen, such an attitude

has helped make the high school diploma and college degree

more important in the minds of many than knowledge and

ability -- it has taxen the identity of a sort of ‘'union card'

for job applications and advancement. . . .

This adult talent can be developed to the benefit of both the

individual and the nation -- but only if we recognize the fact

that knowledge depends on the individual's desire and capacity
to learn, not where or how he learns. . . .

Learning is not limited to the classroom -- as wonderful as

it can be; nor is it limited to the youngster as important as he

i{s to the nation's future. Learning can take place everywhere

geographically and only one place physically -- within the

individual, no matter his age. It is stigl a matter of initiative,
desire, inteliigence and self-discipline.

One year after he wrote those remarks, Stein (1961) was asking and
answering his own question: What 'must be” for Allen, is for Stein a
matter of coming to grips with the facts that answer the question, “Is Home
Study a Stepchild?“25 Surmarily he states that if this is so, it is
largely "our own fault." Correspondence instruction must come to grips
with its own self-created problem, if and where it exists.

For miliions of correspondence students, writes Benjamin Pearse, the

23omer Kempfer, "Correspondence Courses Serve Individual Needs,“
Adult Education, Volume 9, Number 1 (Autumn, 1958), pp. 41-42.

24pobert Allen, "Must Home Study Be a Stepchild of Educationi® pp.
15, 18, 21.

25 aonard S. Stein, “Is Home Study a Stepchild?” pp. 29-40.
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good steward 1s the mailman. The author, relating the structure of the
National Home Study Council, treats of the advantages and disadvantages
of the method.?® Similarly, Durfee and Brophy (1962) write of the
advantages of home study -- the student's time is hiw own; a variety of
courses is available; courses appeal to the mature student; low cost.
But the method has hazards -- the demand on individual motivation; the
difficulty of recognition from academic institutions.27

The diversity of attitudes toward the status of correspondence
instruction is alsc evident in the iiterature in this category. Three
years after Stein was chestising leaders in the field, the Deputy
Commissioner of the Unifted States Office of Education was stating that

"correspondence education has come of age." He underscored his remarks

and predicted with emphasis:

But one essential reason for your fncreasing success is your own
voluntary creation and acceptance of high s%andards. e o o
Correspondence Instruction, . .w T"??ng increasing acceptance and
use. . .in our total educational enterprise to a degree not now
contemplated.cS

In 1970, Nation's Schools printed: “After a long probation,

correspondence instruction has managed to peel off its ‘second class'

label and emerge as a significant contributor to the American education

scene."29

26Benjamin H. Pearse, "Postman Is the Proctor,” American Education,
Volume 3, Number 2 (February, 1967) pp. 10-12.

27Richard A. Durfee and Alfred L. Brophy, "Role of Home Study in
Educational Planning,” Vocational Guidance Quarterly, Volume 10, Number 4
(Summer, 1962) pp. 229-234.

zawayne 0. Reed, "Correspondence Education: The Prices of Success,”
Home Study Review, Volume 5, Number 2 (Summer, 1964) pp. 4-13.

29”Correspondence Courses Make Diverse Comeback,” Nation's Schools,
Volume 85, Number 6 (June, 1970) pp. 96, 98.
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2. Surveys and Profiles

After reviewing a large number of studies of the participants in

adult education, Edmund deS. drunner, in An Overview of Adu:t Education

Research, stated:

Those who have less than an eighth grade education, over 55

years of age, laborers and service workers, and those with

to participats Jess in aduit education. 30 | | e ore Tkely

Similar conclusions, more 1imited in their scope to the locale of
the fnstitution and its clientele, are not uncommon in this category of
the literature. For this study, however, the results of a particular
investigation are not important. An individual report will have findings
¢losely allied to the academic and geographic setting of the study. And
there 1s no doubt that a good report of this type shares in one quality of
sound research, replication. What is more significant, though, is that
the literature reflects the professionals' efforts to describe their
clientele. The composite of many such reports 1s a profile indicative of
a matier of importance to persons involved in reaching the potential
learner through adult and correspondence education.

Montross (1959) reported a description of students in special
classes at the University of Wisconsin. He tested the hypothesis that

university extension encompasses homogeneous groups within special

programs. These classes were divided into seven categories:

30g dmund deS. Brunner, An Ovarview of Adult Education Research,
Adult Education Association of the Unjted States, 1959, p. 98.
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Liberal education classes,

Hobby or now-to classes,

Nonvocational classes for quasi-public service groups,
Nonvocational classes designed to give an indirect monetary
gain,

Classes for the professional groups,

Classes designed for business ?nd industry,

Classes designed for workers.

® »

i O LN $n Cad P amd
.

& o

He concluded with two general statements: (1) There is homogenelty
in certain characteristics in the categories; (2) Students with such
homoceneity favor a specific adult education agency.

Effective program planning for adults in programs offered at the
University of British Columbia was the motivaticon for the study by
Lindenberger and Verner (1960). Their work is reported as an effort to
share with other professionals a technique of general interest. The
authors are candid in their admission that, "Naturally, the specific
findings concerning the characteristics of participants in extension
classes at the University of British Columbia are of local interest
on]y.“32 Their profile study, employing established census tracts and
socio-economic profiles contained in such information, helps to fdentify
geographical areas of their clientele. As the authors state, the
exploratory study “is nrot compliete in itself but it does indicate a line
of research that promises to produce useful data for adult education

program planning,"33

3]Haro]d W. Montross, "University Extension Studernts,” Adult Educa-
tion, Volume 10, Number 1 (Autumn, 1959) pp. 53-4, 56.

32p11ce Lindenberger and Verner Coolie, "A Technique for Analysing
Extension Course Participants,” Adult Education, Volume 11, Number 1
(Autumn, 1960), p. 30.

331bid., p. 33.
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In the same year Farnum (1960) also wrote a report, "A Survey of
Students in University Extension.” The work i{s another example of
sharing a technique and specific findings. As the author states, the
original study was conducted,

to gain accurate information concerning the characteristics

of the students and their educational goals so that future

programs of the Extension Division of the university / Rhode

Island/ might be better adapted to existing educational needs

in the state. . . .

It is felt that with further research of this type university

extension divisions throughout the country will be in a better

position to adjust their progssms to the needs of the particular
communities which they serve.

Carter, Kerr, and York (1962) conducted a similar study at the
University of I11inois. The authors collected information about some
characteristics and educational objectives of extramural students of the
university, to assist "in planning future programs by helping to adjust
course offerings to the needs, interests, and attainments of extramural
students.” Again, the specific results of this study are not of primary
importance. However, they do serve to exemplify the general trend of
information from this kind of study:

1. The mean age of extramural graduate students was 36.0;

undergraduate students, 32.0; non-credit students, 37.3;
of all students, 35.3;

2. The mean number of years of education for graduate extra-
mural students was 16.4 years, and the modal value, 16

SArSie 1T SRISTRRRA O RO S LS 12 yeurs:

34Ho114s B. Farnum, "Survey of Students in University Extension,*
Adult Education, Volume 11, Number 1 {Autumn, 1960) pp. 23, 29.

35gerald C. Carter, William E. Kerr, and Scott B. York,
“Characteristics of Extramural Students," Adult Education, Volume 12,
Number 4 (Summer, 1962) pp. 223, 224.
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Lacognata (1964 conducted a more extensive survey of faculty and
student role expectations in university extension. Using a .05 level
of significance {n the application of the t-test of differences between
mean responses, the investigator studied role consensus and role conver-
gence of students and faculty, with respect to perceived and expected
behavior, While the author does achieve the purpose of his study, “tc
ascertain the nature and degrees of agreement and disagreement in academic
role expectations of extensfon faculty and students."35 he adds a forth-
right reminder about the iimitations of the study:
sclence research analyses. this stuly was characterized by
several limitations. Without elaboration upon them, we cite
these as being the most obvious:
1) The focus of analysis wherein we secured the normative

aspects of role behavior. This does not tell us how the
respondents actually do behave (i.e., role-enactment.)

2) The generalization of the results which are valfd only
to other extension institutions approximating the universe in
which this study was carried out.

3) The omission of other crucial focal points for purposes
of comparison. For example, the perceptions and expectations of
departmental heads and extension administrators in addition to
the faculty and students.

Future research ’long these 1ines should be of immense
interest and value.3

Houle38 noted that studies abound on the client and why he comes.

36A.A, Lacognata, "University Extension Faculty and Student Role
Expectations: An Empirical Analysis,” Journal of Experimental Education,
Volume 33, Number 2 (Winter, 1964) p. 1T2. This study was partially
presented as "Academic Role Expectations of Extension Students,” Adult
Education, Volume 14, Number 2 {Winter, 1964), pp. 99-103.

371bid., pp. 112-113,
38Page 37, footnote 13.




42
He suggested that some emphasis should be placed on who stays, and why.
It is reminiscent of a theme in variations that Booth (1961) presents a
profile of the non-participant in adult education. He does not explore
the question, Why. Still, his study is an example of a thrust to present
a portrait of the actual and potential enrollee in adult education:
This study represents an attempt to derive a locse but
functional demographic profile of the non-participant for
purposes of identification. Identity may serve to aid the
researcher who may be contemplating studies of the non-
participant and the administrator who 1s seeking ways of reach-
ing new clientele.39
The conclusions of Booth's study support the earlier observation of
Brunner.30 Booth states:

1. The non-participant is most likely to appear in that
portion of the population which is 45 years of age or over,

2. The non-participant is most likely to appear in that
portion of the population which has less than a high school
education,

3. The non-participant is most likely to appear in that
portion of the population which is either in the lower
echelons of the labor force or not in the labor force.3!

Thiede and Draper do not refer to correspondence instruction in
their report on the quality and quantity of research in adult education.
It is not excluded from their remarks, however:

By far the greater number of studies reported are
descriptive, describing institutional programs, clientele,

39A1an Booth, "Demographic Consideration of Non-participation,”
Adult Education, Volume 11, Number 4 (Susmer, 1961), p. 223.

40page 43, footnote 30.
pooth, Ibid., pp. 223-224.
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clientele, teachers and leaders, methods. This reflects the
complexity and variability of the field and the present concern
with adequate description of the phenomenon before more
gophisticated research designs are employed to study particular
aspects of it. . . . The polint has now been reached where the
general usefulness to the field can be questioned for studies
whose purpose i3 to describe c¢lisantele, teachers and leaders, and
inatitutional programs. . . . The smaller descriptive studies are
for the most part not capable of generalizations to other situa-
tious and therefore of use only to the particular institution,
program, or community being looked at. In other words, the

kinda of {nstitutional studies which ought to be carried on at
all times to facilirate program development are of limited if any
national value.42

In emphasizing burgeoning enrollments in correspondence instruction,
Kempfer (1958) stated that "emrollment in such courses will probably
double in a decade.®3 Whether his prophecy was reslized, the author
nonetheless gaw at the time a necessity to have a profile of the "typi-
eal" home study student. No doubt he had in wind that the salesman should
know his territory:

Home study is primarily adult education. The typical student
is 26,5 years old, with women five years younger than men,., Half
the men are between 22 znd 34 yeara. Half the women are betwaen
18 ang 22,

The majority of home study students are high school graduates.
Over 13 per cent have completed one or more years of college.
College graduates increasingly enroll in home study to add the
knowledge and skills of another profession to their present
competence.

Yen students have had mors educaetion than women. Two per
cent of all students have had less than eight years of

42y, Thiede and J. Draper, "Research and Investigation in Adult
Bducation,” Adult Education, Volume 13, Numbar 4 (Summer, 1963) p. 196.

43gomer Xempfer, "Correspondence Courses Serve Individual Needs,"
Adult Edugation, Volume 9, Number 1 (Autumn, 1558) p. 41.
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schooling. . . . Thxie fourths of all enroliments arve in
vocational courses.

Efght years later Hartsell and Farrar (1966) reported a profile
study of "Mr. Typical Home Study Student," and stated that "perhaps the
most significant face uncovered by our brief study is that our Mr.
Typical Home Study Student is in no hurry to compliete his course.”45 He
is 28 years old, has a grade average of 2.7, and compares favorably with
his peers in residence.

Spencer (1964-1965) drew a profile of a special class of
correspondence student, the course completer. His conclusions are also
representative of the demographic study:

91.7% of all college-credit completions were in the three

credit courses. . . .Men constituted 72.8% of all completions

in the three-credit courses. . . .Women completing three-

credit courses had a slightly higher educational level, were

slightly older, took less time, and earned higher grades than

men. . . . Optimum time for completion of three-credit courses

was 8.9 months fos men and 8.5 for women with one time exten-

sion of 6 months,36

Clark (1966) also presented a demographic study of students in the
International Correspondence School in 1965, What is noteworthy about
his work 1s his final comment:

What conclusions can be drawn from cur study of the private

home study student profile? Perhaps we can conclude that a
standard description is futile, or at least of limited value.

441b1d., p. 41.

45Charles W. Hartsell and B.F. Farrar, "How Well Do You Know Your
Home Study Student?" Adult Leadership, Volume 15, Number 1 (May, 1966}
pp. 9, 31.

460scar F. Spencer, "Factors Assocfated with Persons Who Complete
Correspondence Courses,"” Home Study Review, Yolume 5, Number 4 (Winter,
1964-1965) p. 15.
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It seems that the typical student is representative in only

the broadest view of the field, and then he is typical only

by & very small nargin. . . .

Perhaps the profiie of the typical private home study

student s not nearly so useful as the data from which the

profile is drawn. The field of private home study is so

broad, complex 29d varied no one picture can be truly

representative.

What is most evident about the demographic studies in adult educa-
tion and correspondence instruction can be understood from Clark's
comments. No single profile of the student is as useful as the data upon
which it is based. The profile is useful in a very limited milieu, for a
specific institution. It is therefore valuable. The value of the study
te the general educational field, however, is found in the demographic
design, the manner in which the data have been organized and analyzed.

Standard descriptions are not futile. Though they are of limited value.

3. Comparative Studies of Instructional Methods

Comparative studies of achievement and ability are a perennial
feature of adult educatfon. Bibliographical research reveals that through-
out the years, even early in this century, journal reports discuss the
comparative effectiveness of extension and correspondence activities with
other modes of learning.

As early as 1929, R. R. Price reported to the Mational University
Extension Association on the comparative achievement of resident and

extension students. He declared that extension students were comparable

rifile of a Large Private Correspond-
?nc$ Schoo?ald go lgtu ﬁ%“?e"t colume 7, Number 4 (Winter, 1966) pp.
5-16,
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or slightly superior to resident students in mental ability and
scholastic achievement. He did clarify, however, that the differences
lacked statistical significance.48

Four years later, Sors.son (1933) published his findings and
declared that the best extension students are very superior to students
of other college groups; that extension students generally achieve more
in proportion to their measured aptitudes than do resident students;
that extension students have an intellectual vitality seidom found in
students attending classes in the more traditional manner, whose ambiance
fs academic terms and scheduled lectures.%?

Palmer and Verner (1959) reported a similar investigation of three
instructional methods. Their work focused upon the instructional
techniques applicable to adult education: lecture, discussion, and
lecture-discussion, They stated their null hypothesis:

There will be no statistically significant differences at the

.05 level of confidence in the end-of-course achievement by

groups that underwent three different instructional techniques.,50

Using pre- and post-tests to measure achievement, the authors
reported no significant differences among the three groups on the final
test. But in réporting the results of each group on the pre- and post-

test measurements they state:

48R.R, Price, "The Comparative Scholastic Achievements of Residence
and Extension Students," Proceedings of the National University Extension
Association (Twelfth Annual Conven%ioﬁT'ETBbmington: Bloomington,
Indfana Unfversity Press) 1929, pp. 54-64.

49%erbert Sorenson, “Abilities of Extensfon Students," Proceedings
of the Hational University Extension Association, 1933. pp. 35-40.

50Robert E, Palmer and Coolie Verner, “Comparison of Three Instruc-
tion Techniques,” Adult Education, Volume 9, Number 4 (Summer, 1959) p.
232,
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These data. . . indicate that the original hypothesis of
the study is untenable since the lecture technique appears
to have produced more achievement than did the discussion or
the lecture-discussion techniques.5!

Zahn {1962) reported the findings of another study on comparative
ability of extension and resident students, and concluded:

From the evidence we can conclude that extension students
are higher in mental ability or "quality" than some groups of
campus students agd do not differ in mental ability from other
campus students,>

Costin and Johnston (1962) combined the questions of abilfty and
achievement in a single study whose specific purposes were:

(a) to compare the achievement of students taking a one-semester
introductory psychology course at Chanute Air Force Base with
the achievement of students taking the same course on the campus
of the University of I1linois, and,

(b) to compare relationships between gcholastic ability and
course achiavement of the two groups.d3

Their conclusfons have a thematic quality reminiscent of similar

studies:

A1l in all, the results of this study indicate that {t is
reasonable to expect extension students taking an introductory
psychology course to achieve as well as campus students taking
the same course. Those differences in achievement which did
favor the campus students were small enough, in the opinion of
the investigators, to justify such a conclusion. . . .

Another highly suggestive finding was the fact that academic
ability was more closely and consistently related to the achieve-
ment of campus students than to the achievement of extension
students. This means, of course, that there were more factors

511bid., p. 235.

52)ane Zahn, “Comparative Ability of Extension and Resident
Students,” Adult Education, Volume 12, Number 2 (Winter, 1962) p. 105.

53frank Costin and Robert L. Johnsten, "A Study of Achievement in
and Introductory Psychology Course,” Adult Education, Volume 12, Number 2
(Winter, 1962), p. 121.
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in addition to ability which influenced the course performance
of the extension students, as compared to the campus students.
While the data of this study do not show what these factors were,
it may well be that motivatienal characteristics were chiefly
responsible. . . .

The results of the .resent study have Tmmediate validity
only for the particular course, instructor, and populations
which were involved. They do furnish, however, valuable clues
to the kinds of evidence which it is important to obtain in
order tc develop rational and adgﬂuate programs of adult educa-
tion on the undergraduate level.

Though their study relates to the comparative characteristics of
extension students enrolling in two methods of class presentation within
a single university extension department (the study is therefore similar
tc the work of Palmer and Verner) the investigation of Buttedahl and
Verner (1965) tested the hypothesis:

There i1s no significant difference at the .01 level of confidence

in certain specific socio-economic characteristics between those

enrolled in classes and those participating in discussion groups
with similar content conducted by a single university extension
department.

Their conclusions:

The original null hypothesis investigated by this study is

rejected for there are statistically significant differences in

terms of the characteristics examined between those who enroll

in extension lecture classes and discussion groups offered by

a single institution in both similar and identical content

areas. . . . The nature of the differences is suggested by

existipg research, but the causative factors involved are not

clear.?

The capabilities of corresporndence instruction have been demonstrated
witn simiiar research technique. In 1928 Robert Crump presented as a

conclusion of his thesis that student achievement in resident classes,

54151d., pp. 124, 126.

53¢, Buttedahl and Coolie Verner, "Characteristics of Participants
in Two Methods of Adult Education,” Adult Education, Volume 15, Number
2, (Winter, 1965) pp. 68, 73.
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extension classes, and covrespondence classes was comparable, one wethod
of instruction giving resuits as good as anothar,56 Forty-five years
before his own formuiation of “Childs' first law of impact of method on
the human organism,“57 a sim.far observation was being made -- that
methods just don't make a differencel And reporting in the Journal of

digher Education, Oysinger and Bridgman (1957) state that the achievement

performance of corraespondence study students in a psychology course did
not differ from the performance of a campus group.s8
What 1s most evident from the studies this investigator has

reviewed for the third category of research literature, is that

56Robert E. Crump, “"Correspondence and Class Extension Work in
Oklahoma," Doctoral Thesis, Teachers College, Columiba University, 1928.

57Chapter One, page 18, footnote 54.

58pale W, Dysinger and C.S. Bridgman, "Performance of Correspondence
Study Students,” Journal of Higher Education V.olume 28, Number 7
(October, 1957) p. 388. The investigators' caution about their own study
has a degree of relevance for similar investigations:

It must be remembered that the groups differed not only in the
way the material was presented, but 21so in age and reasons for
taking the course. There was no control of the basic scholastic
ability lavels in the two groups. In addition, many who enroll for
correspondence study do not complete the work and the final examina-
tion., Thus, there is a selective effect on the type of student who
completed the course by correspondence, although experience indi-
cates that many factors in addition to ability contribute to this
selection.

Because of the uncontrolled variables, it is possible to con-
clude only that the achievement of the group completing the course
by correspondence was equivalent to that of regular students. This
is an interesting and valuable find in its own right, but it leaves
open the basic question of the relative effectiveness of the two
methods of instruction, although it seems fair to suppose that the
two methods cannot differ greatly in this regard, in view of the
results., (p. 388}
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correspondence instruction as a general method? {s quite capabie of
"holding its own” alongside other instructional methods. What Price
(1929) concluded about ability and achievementﬁo has been repeated "many
a time and oft" in the literature.

Newman and Highland demonstrated that students with only printed
materials and no instructor assistance learned as much as three other
groups who studied (a) with particularly competent instructors, (b) with
workbooks and tapes, and (c) with sliides and tapes.61 Crissy (1956)
showed that correspondence trained officers, both on- and off-job, made
higher scores on problems of application and fact, than did officers with
job experience (that was part of course content) but without correspond-
ence instruction.5¢ And Farnum (1957) showed that extension students
were significantly superior to resident students in the quality of
academic aptitude reflected in measures of vocabulary and levels of read-
ing comprehens1on.63
Peters (1971) challenges the structured thinking one may unwittingly

99Correspondence Instruction, as a general method, is not related
to a particular subject or subject field. It is a self-evident fact that
some subjects and areas are more easily taught and learned by particular
methods.

6°Page 46, footnote 48.

615.£. Newman and R.W. Highland, "The Effectiveness of Four
Instructional Methods at Different Stages of a Course,” (Lackland Air
Force Base: Air Force Personnel and Training Research Center, June, 1956,

62y,J.E. Crissy, "An Evaluation of the Effectiveness of a Naval
Officer Correspondence Course,” Final Report, Office of Naval Research
Contract Nonr-1625 (00). (Cambridge: Educational Research Corporation)
December, 1956.

6340111s 8. Farnum, “"A Comparison of the Academic Aptitude of
University Extension Degree Students and Campus Students,” Journal of
Applied Psychology, Volume 41, Number (1957) pp. 63-65,
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adopt in conducting research cn the comparative effectiveness of teaching
and tearning methods. The research technique may Le sound, but a
fundamental assumption may remain unquesticned:

In the United States many comparative experimental studies
were conducted in order to test the efficiency of correspondence
instruction., Usually one group of students was taught by
correspondence and the ccntrol group of the same size by a
teacher, the result being that both methods were about equally
efficient., Now, if these researchers had refiectad about the
structural differences between oral and written instruction,
between classroom and correspondence instruction, they would
never have started on such experiments. They judged an assessed
correspondence instruction in terms of oral instruction and
missed the point, although they had been very accurate,
especially in the statistical treatment of data. If these
experiments had been gutded by a sound theory, the researchers
would have seen that the real potential of correspondence
instruction can never be shown in experiments of this kind.64

Have we again come upon the theme in variations? Is Childs' first
law of {mpact of method on the human organism simply a restatement of why
comparative studies must cede to other kinds of self-study -- because
"The brain doesn’t give a damn”?65

This study makes no claim to investigate correspondence instruction
in the depths suggested by Peters’ discerning remark. It is so simple
(yet so profound) tc realize that the effectiveness of correspondence
instruction should not be judged on the basis of criteria of cral instruc-
tion! While words do signify concepts, those words are capable of differ-

ing embodiments -- sometimes written, sometimes oral. This investigation

640tto Peters, "Theoretical Aspects of Correspondence Instruction,”

The Changing World of Correspondence Study, Ossian Mackenzie and Edward
L. Christensen (editors) p. Sgl. ' ’

65page 35, footnote 19.



accepts the fact of the written word as a means of transmission of
{deas, to achleve the alteratifon in human behavior called learning. It
does not explore the nature of the written word as a medium for learning.
The study doas attempt to explore and describe certain three-dimensional
arrangements associated with the written word in the form of Correspond-
ence Instruction., Explioring the nature of the written word is the
cooperative responsibility of others -- the educational psychologist,

the philosopher, the psychologist, the sociologist. It is the task of

another investigation.

4, Studies of Specific Characteristics

It has been stated that the four categories of professional
jiterature presented in this study are useful, but not mutually exclusive.
This fact is particularly evident in the presentation of literature of the
second and fourth categories. Booth's work, "Demographic Consideration of
Non~participat10n.“65 for example, is a survey. But it is a survey of a
particular kind of student, the non-participant. Spencer57 also conducted
a demographic study of a particular person, the course-completer in
correspondence instruction.

The fourth category of professional literature does point out one
fact, that there are certain characteristics of the student in adult
sducation and correspondence instruction that have been of most concern to

the professionals.

66page 42, footnote 39.
67page 44, footnote 46.
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Zahn and Phillips (1961} indicated in a prefatory remark of their
study, "There have been few studies on drop-outs in adult education
generally and fewer yet on drop-outs in university adult education."68
They constructed a rationale for their investigation based upon academic
ability and anxiety level. At the .00% level of significance for chi-
square, they concluded that data supported the first hypothasis:
Students who fail to complete courses have lower academic
abiifty as measured by a group, written test of academic
ability than those who complete.
Statistical evidence did not support rejection of the second
hypothesis:
He did not have sufficient evidence to reject the hypothesis
that there was no di fference between those who dropped out
and those who did not on manifest anxiety.69
As if to set the stage for future research into the same phenomenon,
the authors define the limitations of their investigation:
There is also the possibility that as the group tested were
students in introductory psychology in Berkeley and San
Francisco these results would not hold for:
1. Students in other academic fields of study,
2. Students in other geographical aress,
3. Students not enrolled for credit,
4, Students in non-college classes.

Further research might ascertain to what extent results of

68Jane zahn, and Laura Phillips, "A Study of Drop-out in University
Aduilt Education,” Adult Education, Velume 11, Number 4 (Summer, 1961),
p. 230,

691b1d., pp. 232, 233.
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this exploratory study can be generaiized.70

Research was conducted by Zahn (1964) three years later., She
investigated students in university extension courses who enrolled for
etther credit or non-credit. Are anxiety and ability related to this
enrollment dichotomy?

From the results of this study, we must conclude that

differences exist between credit and non-credit classes

in discouraging or encouraging students of low academic

ability to complete unfversity extension courses. Instead

of the cause of dropout existing within the student, the

cause of dropout would appear to be interaction between the

ability and perhaps motivation the student brings to the

course and certain elements within the course -- ?lements

that distinguish credit from non-credit courses.?

In 1962 an article appeared that dealt more explicitly with the
question of motivation. It is evident that Zahn's study deals mainly
with the enrolled student, and seeks to answer Houle's question -- Who
stays, and why? What is not so evident, however, is that motivation to
participate in a learning activity need not be the same as motivation to
continue in that activity. Knox and Sjogren (1962) stated:

it seemed. . . that motivation might be most influential at

two points in the process; in the initial decision to

participate and ;2 whatever effect motivation might have on

actual learning.

The authors did not report results of any research i{n this publica-

tion. They did, however, help to clarify the need to study motivation,

701bid., p. 234.

713ane zahn, "Dropout and Academic Ability in University Extension
Courses,” Adult Education, Volume 15, Number 1 (Autumn, 1964), p. 39.

72p1an B. Knox and Douglas Sjogren, "Motivation to Participate and
Lear? in Adult Education,” Adult Education, Volume 12, Number 4 (Summer,
1962), p. 240,




and the nesd o recognize how wmotivation can vary or even change at
differing stages in the process of adult education. Besides the rather
obvious admission that metivation is a matter of concern to the adult
educator, Knox and Sjogren candidly admit that, "The problem of motivation
in the learning activity itself s more elusive than motivation to
parttcipat&.“73 They also acgmit with some modesty, "It may be that
motivation influences only the selection of, and application to, a learn-
ing activity, and thus has only an indirect influence on 1earn1ng.”74

The writers offer no solutions to the problems of professional
adult educators. They dc assist, though, in clarifying the statement of
the problem: "Motivaticn to participate and motivation to learn are
highly interrelated, but it seemed clearer {¢ discuss them separateiya”zs

It 15 interesting tc compare the results of the work by Zahn and
Phiilips {1961) with this statement by Knox and Sjogren:

It has been demonstrated many times that only a relatively

small proportion of variability 1963chool performance can be

explained by ability test scores.

If variability in school performance -~ to the extent of completing
or not completing the course -~ 15 not significantly influenced by abfiiity
test scores; if failure to complete & course or not complete it is
related with statistical significance to 2 written test of academic
ability; and i{f completion or non-completion of a course is not related to
measures of manifest anxiety, might it be that a third {or more)

intervening variable is at work? Zahn asks equivalently the same question,

731bid., p. 241, 7841b1d., p. 240,
751pid., p. 240, 1610id., p. 242,



She states: "The cause of the dropovt would appear to be interaction
between the ability and perheps motivaticn the studert brings to the
course and certain elements within the course.®

Resgarch into the possible relationships of such statements and
studies has led to the question behind this investlgator's study: Might
it not be that two variables anpear related only because they have a
common relatiopship to a third variable? Might it not be that three-
dimensional techniques will assist in the description and exploration of
the occurrence of some events (it will not define their underlying
causes) not previously anticipated? Common sense might suggest that
anxiety is related tn course completion and non-completion. Statistical
evidence, howaver, leads to the rejection of the conjecture. Common
sense might indicate that academic ability is related to completion and
drop-out. Yet, only a small portion of variability in school performance
{here understood to cover the entire spectrum from completion to drop-out)
is explained by measuraed ability on test scores.

Accepting the facts that there arz nct comparable groups of subjects
in the two studies reported, end that the work of Sjiogren and Knox was not
& statistical investigation, there 1s still the irreconcilable fact that
the statements of two groups of professionals are in apparent contradic-
tion. It is just pessible, of course, that given the evidence with which

each group worked, both have made statistically true statements!
Later, in 1965, Knox and SJogren77 reported the results of a study

77s1an B. Knox and Dougias D. Sjogren, *"Achievement and Withdrawal
in University Adult Education Classes,” Adult Education, VYolume 15,
Humber 2 (Winter, 1965}, pp. 74-88.
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of achievement and withdrawal in adult educzation classes. They found
evicdence to support the fzct that course achievement (as measured by
course grade) does have 2 relatfonship to verbal ability and level of
education, while 1t bears no relationship to the age of the student.78
Having studied the completion and non-completion dichotomy alsc, they
reported compiation wes related to measures of academic abflity, and was
negatively related to measures of passage of time (e.g., age, years since
school} and to measures of level of anxiety,7g

Studies such as these indicate certain characteristics of adult
education that are important in the judgment of professionals: achieve-
ment {grades), withdrawal (complation and noa-completion), motivation.
These saine general areas are of concern to professionals in correspondence
{nstruction. Very much of the literature in the field is devoted to the
study of completion and non-completion, drop-out and withdrawal.

gvans (1953) reported to the Fourth International Conference on

Correspondence Education on & study conducted by Lamke:

1. Between 18 and 25 per cent of the students returned the first
lesson;

2. Between 17 and 20 per cent of the students who returned the
first lesson did not complete the fifth lesson;

3. Between 9 and 11 percent of the students who returned the
fifth lesson did not complete the tenth lesson;

4. Between 5 and 15 per cent of the students who returned
the tenth lesson did not complete all lessons;

81bid., pp. 81, 82. 7S1bid., pp. 83, 84-85.



5. of the surviving studants, pa!y 3 te 6 per cent did rot
take the final examination.3

Haberman (1954)81 studied completion rates of high school corres-
pondence students and reported a rate of 72.95 per cent, adding that it
appeared that those who took less time to complete the course showed
higher achievement.

Hughes (1955}, in a doctoral study, reported that successful
completion of courses was related to methods of study., and to three major
motivational factors: need to earn credit for teacher certification; need
to earn credit toward a college degree; desire for professional or voca-
tional improvement.82 James and Wedemeyer (1959) reported on non-
completions and stated there were apparent differences in motivation
operative for initial registration for a course, and for not completing it.
They also make a warning statement deserving great attention in the study
of the non-completer:

Non-completion is not necessarily equivalent to failure. The

student may cease work in & correspondence coyrse as soon as

he has achieved a specific goal. This goal may relate only to
particuiar aspects of his course. Concepts of goal achievement

B0Howard V. Evans, "How to Keep Our Students -- the Completion
Rate,” Proceedings, Fourth International Conference on Correspondence
Education (State College, Pennsylvania: The Pennsylvania State College,
General Extension Services) 1953, pp. 83-85.

81Don Haberman, “Completion Rates and Achievements of Students in
Supervised Correspondence Study," (Master's Thesis) University of
Nebraska, 1954.

8ZCharles Roy Hughes, "Influence of Some Selected Factors upon the
Completion of Correspondence Courses,” (Doctoral Thesis) University of
Florida, 1955.



59

derived from ortacdox, ciass-type educational programs must,

therefere81be applied with care to non completed adult

students .”v

James and Wedemeyer's work suggests consonance with the report of
Knox and Sjogren and thelr observations on the fluctuations and changes in
motivation.84

Childs (1963)8% reported on a study whose results did not support
Zahn's earlier conclusion based on a similar 1nvestigat10n.86 He stated:

From all of the above evidence it is not clear that

inteliigence or aptitude ars important factors in

determining wg}ch pupils carry courses to completion and

which do not.

Stoan (1966}, studying drop-outs and cancellations reported that the
nature of the course content was not 2 significant factor in non-comple-
tion, and that motives for initial enrollment were most frequently: (1)
degree requirement, (2) self-improvement, (3) certification purposes, and

{4} previous failure of the same course.s8

83pernard J. James, and Charles A. Wedemeyer, “Completion of
University Correspondence Courses by Adults,” Journal of Higher Education,
Volume 30, Number 2 (February, 1959) p. 95.

8%page 54, footnote 71.

85Gayle B. Childs, “An Analysis of Certain Factors which May Affect
Completion in Supervised Correspondence Study,” Journal of Experimental
Education, Volume 32, Humber 1 {Fall, 1963) pp. YOV-T05.

86page 33, footnvte 5.
87Chiids, Ibid., p. 103.

88leaver Sloan, "Survey Study of University Correspondence Dropouts
and Cancellations," Home Study Review, Volume 7, Number 3 (Fall, 1966)
pp. 9-16.
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Montruss {1956} examined the relationship of personal instructor
assistance of correspondence students (as opposed to the traditional
communication by mail alone}, to their attitudes and achievement. He
reported that students given personal assistance manifested a greater
degree of acceptance of correspondence study, but that their attitudes
toward courses and the course assistance were not significantly different
from the attitudes of a control group. However, in course achievement,
those receiving the personal instructor assistance made significant gains
over the control group.89

Hartsell and Peters (1966) conducted a study for administrative
and budgetary purposes, to determine whether student response was
affected by the use of first or second class mailing. Their work is
another example of the spectrum of characteristics in correspondence
instruction that have been studied. Their conclusion is directed toward
the administrative character of the field:

Evaluation of our findings indicated that response to the
materials sent by second-class mail does not differ appreciably
from the paid enrollments resulting from First-class maflings.
Making allowances for the variations in correspondence study
materiagis mailed from the different institutions, second-class
mailing should serve the purpose as well as the first-class
mailing, with the resultant decrease in operating costs. In a
year, the postal cost can be reduced sufficiently so that funds

can be added to some cther facet of the correspondence program
of an institution,90

Sgﬁaroid W. Montross, "An Experimental Study of the Effectiveness
of Field Assistance on the Attitudes and Course Achievements of Corres-
pondence Study Students,” Jowrnal of fducational Rasearch, Yolume 50,
Number 3 (November, 1956), pp. 161-173.

90Char]es Hartsell, and James N. Peters, "First or Second Class:
Which Is Better?" Home Study Revicw, Volume 7, Humber 1, (Spring, 1966),
pp. 36-37.
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Scotton and Wecke (1366) reported on taeir investigation of
diffurences in characteristics of students who enrolled for correspond-
ence courses at the University of Iilinois during the swwer period, June
1 to July 31, and those who enrolled between September 1 and May 31.
More summer enrollees identified themselves as students; fewer identified
themselves as teachers; far fewer persons in categories other than these
two enrolled during this period, June 1 to July 31.

At the close of the two-year period allowed for tiais investigation,
it was found that the completion rate of the summer enrcollees was 33.8
per cent, compared with 37.5 per cent for the non-summer enrollees. Grade
point averages for each group were very similar and very high. The prac-
tical conclusion to the investigators' question, whether to promote
summer enrolliments in correspondence instruction, was:
These findings indicate that it is appropriate to encourage
summer enrciluents by means of statewide news releases,
;ggz?ggenents to other colleges, and a special registration
Doneower (1968) conducted a descriptive and exploratory study of
correspondence study enrollments at the University of Hevada, 1963-1965.
Her work most closcly rescubles the work of this study in two ways: (1)
it employs the chi-square technique; {2) it explores the functions of
severail variables within the same fustitution.

The author stated as tine purpose of her study:

Diverse policies and procedures affecting students enrolled
in correspondence study have been adopted by institutions of

91Donald W. Scotton, and Harold W. Wecke, "Summer and Non-Summer
Correspondence Course [nrollments,” Adult Leadership, Volume 15,
Numbers (November, December, 1966) pp. l7l-l%2, 174-177, 214.
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nigner learning. Such limitations as the length of the period
of enrollment, the minimum time for the completion of the
course, and the inactive period allowed before the submission
of the first assignment have been set arbitrarily with little
data to substantiate the decision. The purpose of this
investigation was to provide such data by determining {f
relationships exist among such variables as sex, age, achieve-
ment, completion, withdrawal, reason for enrolling, distance
from the correspondence center, educational background, and
the time elapsed between enrollment and the submission of the
first assignment. Practices based on the findings can be
developed to assist the student in reaching maximum achievement
in learning for his efforts.92

Having established the .05 level of significance to reject or accept
the null hypothesis, Miss Donehower constructed twelve two-dimensional
hypotheses, eleven of which were tested by the chi-square technique, and
one by the rank difference method of computation of correlation. A
sumnary of her findings as to the relationships of the variables in the
twelve hypotheses is given on page 63.

The conclusions the author makes as a result of her investigation
are as follows:

1. As the time lapse between enrollment and submission of

the first assignment has a significant relationship on
the probability the student will complete the course,
the student should be encouraged to submit his lessons
as soon as possible.

2. Techniques to guide the younger and less experienced

should be developed so that he will be more 1likely to
complete his course and receive a satisfactory grade.

3. Since the length of time to complete the course has no

significant effect on the achievement of the student,

procedures regarding the rate of submitting lessons and
the minimum time allowed for completion of courses should

92grace M. Donehower, “Variables Associated with Correspondence
Study Enrolliments at the University of Nevada, 1963-1965," (Master's
Thesis) University of Nevada, Renc (1968) p. 1.
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DONEHOWER'S
SUMMARY OF FINDINGS
AS TO RELATIONSHIPS OF VARIABLES
ASS0CIATED WITH ENROLLMENTS IN CORRESPONDENCE STUDY

Jull Uypotheses Accepted#

No zignificant relationship
between

Variable A Variszble B

Null Hypotheses Relacted?

Significant relationship
betwean

Variable A variable B §

B

Distance from Length of time

A
' Lapse of time Completion rate |

, center to complete between earoll- :
ment date and §
; first lesson Z
r c §
{ Length of time Achievement Distance from Completion rate :
| to complete center ;
3 D
‘Age Achievement ¢ Reason for Length of time
; ; enrollment to completa
: !
L . E
.Sex Achievement T Reason for Completion rate
enrollment
G ¢
Previous Completion rate |
education j
Previous Completion rate |
education |
1 :
Age Completion rate
K
Sex Completion rate

#There is no true difference

*There is & true diffarence
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be reviewed. Sound administrative efficiency needs to be
the primary consideration; however, the best service to the
student and his reasons for selecting correspondence study
rather than residence classes should not be overlooked in
the final decision,

4, The fact that the wale student tends to be less likely to
complete a course than the female student should be
reviewed with the purpose of developing methogs of guidance
and encouragement to meet his special needs.3

Among her recommendations Miss Donehower makes one that is pertinent
to this investigator's work. It is intended that this three-dimensional
chi-square study of selected variables will answer Miss Donehower's state-
ment of the need for in-depth studies:

In-depth studies regarding the courses in which the student
enrolls in relation to his age, achievement, and educational

level might bring out some important relationships. The

instructor's method of presenting the material, the requirements

of the course, and the general pattern of correcting, commenting,

and gsading the student's work could be part of this explora-

tion.

This investigator returns to his earlier observation (page 55) that
third, intervening variables may be at work, and that the method of
examination proposed in this study will assist in affirming or denying
this observation. It is therefore intended that this work be the kind of

in-depth study recommended by Miss Donehower,
SUMMARY

Research into the body of literature in both adult education and
correspondence instruction has suggested that the works of the many

professionals can be categorized into the four divisions presented in this

931bid., p. 76. 9%1bid., p. 77.
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chapter; namely:

1. Evaluative statements and general studies;

2. Surveys and profiles;

3. Comparative studies of instructional methods;

4, Studies of specific characteristics.

In general, it can be observed that:

1. Extensive surveys of particular institutions, covering a number
of variables operative in correspondence instruction, have not been
conducted;

2. The three-dimensional chi-square technique for analysis of data
has not, to this time, been employed in the analysis of information in
correspondence instruction;

3. This investigator has found only one similar study. Donehower's
work bears resemblance to the work of this investigation in two ways:

(a) 1t employs the chi-square technique (in a two-dimensional framework);
(b) it explores the functions of several variables within the same

institution.



CHAPTER THREE

REVIEW OF THE AVAILABLE DATA

This chapter reviews the data available in the Correspondence Study
Division, Loyola University of Chicago. The summaries of data were
manually compiled from the annual records (alpha lists and student number
1ists) maintained in the Division. The summaries cover the years 1952 to
1972 inclusive. Exceptions to this are noted in the proper places. The
chapter is divided into two sections:

Part I -- Manual Summaries of Available Data

Part Il - Organization of the Data

Part I -~ Manual Summaries of Available Data

The investigator manually compiled enroliment data in the Corres-
pondence Study Division for the years 1952 to 1972 inclusive. Enrolliments
within the Division are classified according to three definitions of the
term. All counts of enrollment are made on the basis of a calendar year,
January 1 to December 31.

1. New Student Enrollments - (Table 1, page 72): When a student

first enrolls in the Division he or she is assigned a permanent student
number. The number identifies the person in all subsequent enrollments
for courses taken in the Division at any time. The total of new student
enrollments is therefore the sum of all new student numbers issued in a
calendar year. The manual total of the new student enrollments for 1952

to 1972 is 20,559.

66
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2. Student Enrollments - (Table 2, page 73. Each time a student,

new or repeating, enrolls for one or more courses in the Division, he or
she is counted and listed alphabetically according to the month(s) of
enrollment. Thus, for example, a person who enrolls for a course in
January and enrolls for a second course in April is counted twice in this
category of enrollment data. The manual total of all student enrollments
for 1952 to 1972 is 23,973. It is noted, however, that this enroliment
data was not available for 1967.

3. Course Enroliments - (Table 3, page 74. This is a count of all

the courses taken by any enrolled student, new or repeating. This is the

largest of all the earollment figures, therefore. The manual total of all
course enrollments for 1952 to 1972 {s 25,798, It is noted, however, that
this enroliment data was not available for 1967.

A graphic presentation of these tables 1s given in Table 4, page
This profile demonstrates the differences and fluctuatfons in the three
kinds of enrollment for the years 1952 to 1972,

The following chart is also presented to demonstrate the enrollment
differences, viewed as single totals for the entire twenty-one year pericd.
The three totals correspond to the enrollment definitions presented above.
Since the data for 1967 are lacking for student enroliments and course
enroliments, the adjusted total count of new student enroliments is given,
to provide a more consistent picture of the variations in the data.
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TOTAL ENROLLMENTS PROFILE
(1952 - 1972)

(Minus Data for 1967 in the Three Categories)
New Student Enroliments -- 19,512
Student Enroliments -~ 23,793
Course Enroliments -~ 25,798

These presentations of the total quantities of available data are
given here, to demonstrate the amounts of researchable material that can
be used {n further explorations of questions and hypotheses, after the
completion of this descriptive and exploratory study. This study did not
employ the total amounts of data that have been presented here. It used
data from the years 1969, 1970, and 1971. Explanations for this is
provided in Chapter Four: Methodology and Hypotheses.

A presentation of the total enrollments profile for the three years
used in this study is given below., This provides a comparison between the
quantity of data from which information was taken, and the total quantity

avajlable for future studies:

TOTAL ENROLLMENTS PROFILE
(19 97T)

 } »

Enroliment Definitions 1969 1970 1871 Totals
New Student Enrollments 1,366 1,357 1,110 3,839
Student Enroliments 1,704 1,669 1,454 4,827
Course Enrollments 1,88) 1,832 1,617 5,330

Part 11 -- Organization of the Data

A student's academic and personal data pertaining to enrollment in

the Correspondence Study Division are contained in the documents
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presented in this section of Chapter Two. The basic sources of data
are:

1. Application for Enrolliment

2. Coding Information for Data Processing Cards

3. 7ne IBM Card Information Sheet

4, The Lesson Card

5. The Permanent Record Card

6. Card for Notification of Completion of Course, and of

Final Grade

The basic source of inftial information is the application for en-
rollment. From this application the data processing card and the IBM
card information sheet are prepared. These cards then serve as the
sources of continuous record keeping in the Division. Inspection of
these materials shows that allowance is made on the cards for record of
student progress in a course. The exhibit of the first three data sources
{s found on pages 76-80.

A continuous record of a student's progress during a course is also
maintained on the lesson card. Grades for each of the forty assignments
and for the final examination, and the record of the final grade are
maintained. Because of the method of instruction, it is necessary to
explain the relationship of the final examination to the final grade for
the course. The following information is given in the bulletins of the
courses:

Credit for a course is given to those students who finish the

recitation papers satisfactorily and pass a satisfactory

examination with a grade of at least D within the time

specified. All lessons must be completed before examinations

are adwinisterad. The grade of the final examination accounts
for 75 to 100% of the total grade for the course.

In the bulletins of courses for 1968, 1969-1970, and 1970-1971, the
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same reguiation is given.‘ The phrase "within the time specified" refers
to the general time Timit for completing a course -- one calendar year,

with two stx-month extensions granted when necessity requires.

This lesson card is given to the instructor for continuous record

keeping while the student is pursuing his or her study. It can be seen
from the instruction on the card that the instructor submits this card to

the Division for record keeping when the course is completed, or if the

student withdraws. This card is exhibited on page 82.
The last two basic sources of data are presented on page 83,

The permanent record card serves as the source for transcript information.
It is always kept on file in the offices of the Correspondence Study
Division. Whenever a student requests transcript information, reference is
made to this card and appropriate notification of performance is sent
according to the request of the individual or the proper institution. The
card is a continuous record of any and all courses a student attempts at

any time through enrollment in the Division.
The final card at the bottom of page 83 is self-explanatory. It is

used to notify the student of completion of the course, and the final grade

that will be entered on the permanent record card.

These sources of basic information, and the sources of enrolliment

data described in Part I, constitute the materials accessible for this

descriptive and exploratory study. These materials will be used in any

future investigations of Correspondence Study at Loyola University of
Chicago. And it is anticipated that, because of the nature of this initial

study, the materials will be of invaluable use in the future.

l8ulletins for these years are cited, since they cover the calendar
periods of the data used in this study.
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NEW STUDENT ENROLLMENTS, CORRESPONDENCE STUDY DIVISION,
LOYOLA UNIVERSITY OF CHICAGO, JANUARY, 1952 TO DECEMBER, 1972

YEAR JAN. FEB. MARCH APRIL MAY JUNE JULY AUG. SEPT. OCrT. NOV. DEC. TOTAL
1952 18 38 26 38 52 46 50 46 72 89 49 41 565
1953 49 67 69 39 78 95 67 76 107 98 53 S 47 845
1954 42 69 64 38 51 103 74 71 100 85 74 48 819
1955 71 93 55 37 37 108 56 54 86 332 49 38 1,016
1956 46 74 52 34 46 107 65 78 95 26 54 29 776
1957 55 65 51 44 66 95 71 84 100 105 52 37 825
1958 66 87 52 43 58 135 53 72 140 140 50 41 937
1959 62 82 55 44 52 163 55 43 114 123 . 57 25 875
1960 55 68 40 31 48 117 66 59 93 95 46 28 746
1961 56 . 82 50 33 67 115 56 82 127 119 60 26 873
1962 88 73 68 51 59 142 77 80 188 126 56 38 1,046
1963 84 ‘106 69 47 71 137 81 102 154 134 73 36 1,094
1964 95 88 59 67 69 139 70 85 153 142. 82 59 1,108
1965 73 125 84 54 70 125 72 65 148 130 104 61 1,111
1966 95 98 67 71 86 133 75 88 108 90 71 63 1,045
1967 80 120 86 68 97 132 60 84 105 104 67 44 1,047
1968 86 106 95 60 80 114 76 87 133 120 73 61 1,091
1969 103 109 80 61 111 186 128 117 160 149 97 65 1,366
1970 143 141 102 91 106 168 100 104 140 119 83 60 1,357
1971 93 122 90 i 65 105 182 69 81 137 65 60 41 1,110

1972 94 84 83 47 92 117 62 65 108 66 59 30 207 ~



YEAR

JAN.

STUDENT ENROLLMENTS, CORRESPONDENCE STUDY DIVISION,
LOYOLA UNIVERSITY OF CHICAGO, JANUARY, 1952 TO DECEMBER, 1972

AUG.

FEB. MARCH APRIL MAY JUNE JULY SEPT. OCT. NOV. DEC. TOTAL
1952 26 22 44 39 21 18 170
1953 22 47 44 22 50 78 33 34 62 65 17 24 498
1954 57 83 82 56 65 127 74 88 129 104 89 58 1,012
1955 94 109 75 49 50 136 74 73 104 127 55 52 998
1956 65 101 68 48 68 122 91 107 116 115 77 43 1,021
1957 79 95 76 59 92 120 92 112 125 127 66 53 1,096
1958 84 116 80 59 80 156 82 97 211 175 71 58 1,269
1959 82 117 73 " 69 73 191 79 67 154 151 77 50 1,183
1960 73 107 63 47 88 160 91 84 122 124 59 43 1,061
1961 85 104 64 52 82 142 76 111 167 149 85 35 1,152
1962 119 93 86 ‘ 69 74 177 91 112 225 192 73 50 1,361
1963 117 139 84 68 91 168. 110 134 191 172 102 53 1,429
1964 126 123 83 96 102 169 104 115 191 172 110 " 80 1,471
1965 105 ‘i59 116 68 93 163 91 106 189 169 126 83 1,468
1966 133 136 98 89 119 167 97 112 146 112 84 77 1,370
1967

1968 121 133 122 80 108 147 101 108 162 145 95 78 1,400
1969 134 142 102 75 135 227 166 143 193 182 119 86 1,704
1970 167 170 126 119 134 204 124 132 167 . 148 102 76 1,669
1971 124 148 119 92 138 231 91 107 172 91 79 62 1,454
1972 122 113 104 62 120 154 80 78 132 99 84 39 1,187

€L



YEAR

JAN.

FEB.

COURSE ENROLLMENTS, CORRESPONDENCE STUDY DIVISION,
LOYOLA UNIVERSITY OF CHICAGO, JANUARY, 1952 TO DECEMBER, 1972

‘MARCH APRIL MAY JUNE JULY  AUG. SEPT. OCT. NOV. DEC. TOTAL
1952 30 24 50 46 26 21 197
'1953 23 - 48 53 22 52 91 35 35 66 68 18 25 536
1954 61 92 86 - 62 73 127 81 99 142 109 99 60 1,091
1955 100 114 76 51 51 149 77 77 108 133 56 53 1,045
1956 69 lo8 69 53 76 136 98 116 123 119 79 45 1,091
1957 87 103 79 64 102 127 98 119 132 130 67 55 1,163
1958 89 }21 87 . 63 88 166 87 104 220 183 77 59 1,344
1959 85 124 78 , 10 77 215 87 73 16l 158 79 52 1,259
1960 77 114 . 67 “51 104 177 99 94 126 130 60 44 1,143
1961 88 110 67 53 87 158 82 124 173 156 87 36 1,221
1962 126 101 98 75 81 186 99 119 240 203 75 52 1,455
1963 120 147 91 71 94 189 118 140 205 181 110 54 1,520
1964 134 134 89 99 107 187 111 117 206 178 114. 84 1,560
1965 108 165 126 68 104 178 103 111 200 186 137 86 1,572
1966 139 144 106 98 127 173 102 131 158 117 89 77 1,461
1967
1968 125 140 128 86 120 166 109 116 183 153 98 82 1,506
1969 144 155 112 84 149 263 181 154 212 202 129 96 1,881
1970 183 190 141 134 152 224 135 143 176 159 112 83 1,832
1971 138 154 133 99 165 264 100 117 190 105 86 66 1,617
1972 132 125 111 64 137 170 92 84 149 107 92 41 1,304
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CORRESPONDENCE STUDY DIVISION, LOYOLA UNIVERSITY OF CHICAGO

Calendaf Year Enrollment Study, 1952-1972, of New Student

Enrollments,

Student Enrollments, and Course Enrollments

Line 1

Line 2

Line 3

1952

1960

1968[_ -
1972|

Course Enrollments
Student Enrollments
New Student Enrollments
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LOYOLA UNIVERSITY Soc. Sec. No
CORRESPONDENCE STUDY DIVISION
Application for Enrollment
Applicant’s full name
(Sisters must include family name.) (Last) - (First) (Middle)
Date ’ Amount Enclosed $
. Remit in postal or express order in U.S. dollar. .
If local check list is used, add 10 cents for collection.

Present address in full S .

(i.e., address to which course material should be sent.)

Permanent address in full

Occupation

o .
Relig

{If member of religious order, give name of order)

Date éf Birth Place of Birth

(Month) (Day) {Year)

Indicate your purpose in applying for this course by checking one of the boxes

O Teacher's Certificate (3 Culture
Cive name of institution where credit is desired.

i 1 I Credit toward a university Degree is given only by the coliege
D UmverSdY Cl’edlf D in which the credit is to be applied and under its regulations.

Previous Education: Full statement of your preparation for course in which you are enrolling.

Did you Date attended

Name of school or institution graduate? From: To:

High School

Colleges or universities

Courses you

have had leading

to the course

for which you
are applying

Course Desired

Please order required texts from Loyola Bookstore and Bill Me [J

Remarks i . DO NOT WRITE IN THIS SPACE
Signature of Applicant Tuition ........
Aftach remittance and mail ':: Tuition ........
CTexts ........
Approval LOYOLA UNIVERSITY
Correspondence Study Division Total

820 N. Michigan Avenue
Chicago, lllinois 60611

Form 500-2



Positions

1=5
6-23
24

25

26

27-32
33-34

35

36

37

77

LOYOLA UNIVERSITY
CORRESPONDENCE STUDY DIVISION

CODING FOR DPC CARDS

Category Field
Student Number 1-5 (incl.)
Student Name 6-23 (incl.)
Sex 24

1. Male

2., Female
Religious Order 25

1. Sister

2. Brother

3. Priest

4, HNon-Catholic Cleric
5. Seminarian
6. None
Religion 26
1. Catholic
2. HNon-Catholic
3. Unknown
Date of Birth 27-32 (incl.)
State of Permanent Residence of
Student (acc. to DPC) 33-34
Citizenship 35
1. Citizen
2. Non-Citizen
3. Unknown
Geographic Origin from which
application 1s received
1. United States
2. U.S. Territories
3. Canada
. Mexico
. Gentral & Scuth America
. Europe & British Isles
Asia
. Africa
9. Australia
0. At Sea
Occupation in residence at another 37
college
1. Yes
2. No
3. Loyola icurrent)
4. Loyola (former)

oO~NOEOT S



CODING FOR DPC CARDS (Cont'd)

Positions Category Field
38 Tuition Source 38
1. Self
2. USAFI
3. Vocational Rehabilita-
tion
4, Hadley School for the
Blind
5. Veteran's Administration
39-40 Teacher's Code 39-40
41-58 Course Title (according to DPC) 41-58 (incl.)
59-60 Department 59-60
61-63 Course Number 61-63 (incl.)
64 Credit 64
1. College - 3 semester
hours
2. HNon-Credit
65 Purpose 65

1. Degree required - other
. Degree required
. Teacher Certification
Professional fmprove-
ment
. Graduate Prerequisite
. Continuing Education
7. Culture
6671 Date Commenced 66-71 {1ncl.;
12-77 Date Completed 72-77 (incl.
78 Grade 78
79-80 Card Code 79-80
H1., Load
H2. Maintenance
H3. Delete

*

2
3
4
S
6
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DPC Codes for States and Forefgn Countries

State of Permanent
“Res{dence (7)

1 - Alabama

2 - Arizona

3 - Arkansas

4 - California
5 - Colorado

6 - Connecticut
7 - Delaware

8 « District of Columbia
9 - Florida

10 - Georgia

11 - ldaho

12 - Illinois

13 - Indiana

14 - Iowa

15 - Kansas

16 - Kentucky

17 - Louisiana
18 - Maine

19 - Maryland
20 - Massachusetts
21 - Michigan

22 - Minnesota

23 - Mississippi

24 -~ Missouri

25 -~ Hontana

26 -~ Nebraska

27 - Nevada

28 - New Hampshire
29 - New Jersey
New Mexico
New York
North Carolina
North Dakota
34 - Ohio

35 ~ Oklahoma

36 - QOregon

37 - Pennsylvania
38 - Rhode Island
39 - South Carolina
40 - South Dakota
4] - Tennessee

3 L) Lo
wm—ag
.t &

42 - Texas
43 - Utah
44 - Vermont

45 - Virginia
46 - Washington

Other than U.S.

Geographic Origin

[ IR N N D AR A I I I I I R D D B DN BT TNNE BN NS R DENE SEEN NUNE RENN NN S NN NN DN R B Y A A

Philippines 31 - United States

China 2 - U.S. Territories
India 3 - Canada

Mexico 4 - Mexico

Turkey 5 - Cent. and S.America
Iran 6 - Europe

Canada 7 - Asia

Greece 8 - Africa

Puerto Rico 9 - Australia
British Guina
Italy

Iraq

Japan

Poland
Yugoslavia
Colombia
Malaya

France
Venezuela
Africa

Costa Rico
British Columbia

British Columbia

Ireland

Indo China

North West Indies
Czechoslavia

Austria

Germany

Guam

Formosa

British West Indies
Republic of Honduras, C.A.
Syria

Chile

Thailand

Virgin Islands

Argentina

0 -~ at sea

APO - Army Post Office
FPO -~ Fleet Post Office



DPC Codes for States and Foreign Countries

State of Permanent Other Geographic Origin
“ResTdence (7)

47 - West Virginfa
48 - Wisconsin

49 - Wyoming

50 - Alaska

51 - Hawaii
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CORRESPONDENCE STUDY DIVISION

IBM Card Information Sheet i
. ' This Space for Office Use (Name)

~

Student Number

(1]

1

Student Name

HEEEEEEEN HIjHJ

6
Sex Rel. Order ~ Religion Birth Dat ] te -Citize
24 2 26 27 33 35

Geo. Locat. Oth. Col. Tuition - Teacher Code

36 37 38 39
Title of Course Dept. No. Course Nq.
| NN 1]
4] 59 61
Cri%fj Puriose e
64 65 ' s

Date Commenced

[

66

Date Completed

Grade

L] lale
. .
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LESSON CARD
LOYOLA UNIVERSITY
CORRESPONDENCE STUDY DIVISION

Date

for your course

Education:

First payment received (date)

Second payment received
Final payment
Return this card to
the office when course
is completed or when
§:§§" time expires.
Grade  Date Time expires
' ] It 25 33 Remarks:
& LAY 18 k{4 I¥
3 " T 27 EY)
L] 12 20 28 -] 36
s 13 2t 29 37
| 121 37 Y™ " Average Grade for
Assignments ...
? 1} 23 n . 3e Examin. Grade..
FINAL GRADE_..__
s 16 24 32 40 :




83

The Permanent Record Card

S8 No LOYOLA UNIVERSITY
Permanent * Date of CORRESPONDENCE STUDY DIvISion
- Birth CHICAGO, ILLINOIS 60611
iment ' OF OM 0 Veteran  [J USAFI O Blind
High School Graduation
School last attended
Dept. Crse. No. Descriptive Title - Com?:;;cod Cogg::ted Sem. Hrs. Crade

F 500-4

Final Notification Card

Loyola University
CORRESPONDENCE STUDY DIVISION

Chicago, 1llinois , 19

You have satisfactorily completed the recitation work and passed the
examination in .

and are entitled to credit for .

Final Grade

Fo;ln 500-8 Dwrector



CHAPTER FOUR

METHODOLOGY AND HYPOTHESES

Introduction

In 1965 Johnson wrote an article "to show some of the ways in which
educators working with adults contribute to our understanding of the
dynamics of the learning process,“‘ He emphasized that focusing on the
needs of the learner, [I}respective of any methodologx]'is an enduring, if
often forgotten principle of education:

One of the real problems adult educators face is creating
a climate in which adults will feel free to identify their
learning needs. Too many adults have not been given the
freedom or the responsibility to determine their learning needs
in their earlier years, . . .

. . Do teachers attempt to discover the nature of student
needs? Usually not until one gets to graduate school does this
occur,

Why not spend more time with the learner in helping him to
discover meaningful learning needs? Why not create the kind of
learning climate 1n which he will feel free to express his needs?

If we are to meet the challenge, additional time (preferably
at an earlier age) should be spent in helping learners identify
and work with meaningful learning needs. The needs of the lsarner
should have a place of prominence in the learning situation.

It cannot escape reflection that Houle's3 (1964) observations on who

lLeo F. Johnson, "The Learning Process: A Challenge and A Response,”
Journal of Education, Volume 148, Number 1 (October, 1965), p. 43.

2Ibid., pp. 50-51.
35ee Chapter Two, page 33, footnote 13.

84



stays, and why, are interwcven into these more general remarks by

85

Johnson. On the more theoretical side of the question of learning and its

dynamics, Johnson continues with a discussion of the creative interaction

-~ @ resonance between the teacher and the learner:

Educators never seem to learn. How many of our classes are
taught where the principal communication i{s between the teacher
and a member of the class or the class? Most of the communication
is one-way. There is very 1ittle interaction among the class
members. Is this too much to ask? Apparently it is. Learning is
not very effective when one-way communication exists. We need to
strive for more interaction among the teacher and the learner and
those involved in the learning situation.

An ideal for creative interaction among those involved in the
learning situation is suggested by Dr. Leland Bradford. He refers
to the learning situation as “the teaching-learning transaction.”
Seven dimensions of the transaction are fdentified:

*1. What the learner brings to the transaction (in addition
to ignorance and abilities).

2. What the teacher (helper) brings to the transaction (in
addition to subject knowledge).

3. The group as a setting for learning.

4., The interaction process among class members and the
teacher.

5. The conditions necessary for learning and change.

6. The maintenance of change and utilization of
learning.

7. The estabiishment of the process of continued
learning.'

To be effective participants in the learning situation requires tha
we increase our understanding of the teaching-learning transaction.

There are of course, many evidences of excelient teacher-student

k

and teacher-class rapport. Johason's comments are primarily focused upen

the classroom setting of the student-teacher relationship where better

rapport is desired. The lack of creative interaction is evidenced in the

communfcation between the teacher and a member of the class while the

4Johnson, Ibid., p. 51.
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remaining students sit fdle. It is equally patent in the non-communica-
tion among the idle majority. It {s as though an exchange between too
few 15 no interaction among any.

The author's remarks are also apropos to correspondence instruction.
His presentation of seven dimensions indicates the relevance of creative
interaction to this system. What can be said about the environment of any
teaching~learning experience when the first, second, fifth, sixth, and
seventh dimensions are lacking? The learning dynamic occurs within the
dimensions of teacher and course and student. What each brings to the
intersection of the three determines the momentum of the total experience.
But the intersection and the momentum are coincidental to locale.
Professionals in correspondence instruction are proud that the sixteenth

Prestident of the United States is part of their educational tradition.

Definitions of Correspondence Instruction

What {dentity have the professionals in correspondence instruction
tried toc give to their method? The dynamism of this system is best seen in
the definitions that have been proffered.

Their definition of correspondence instruction is not especially
penetrating, but Bittner and Mallory (1933) suggest the presence of a
system, What they say carries implications of the dynamic quality of the
method:

University correspondence instruction {s not a mere administra-

tive device to sell home study courses or to teach by mail

through the services of a competent instructor; it is rather a

system whereby the university faculty and the univevmétyniteatéict
in {ts institutional aspects utilizes the mail to
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with students, to keep in touch with them, not only to teach
them through specific ccourses, but to include them in the
college body.5

Mail is the means of student contact. Specific instruction and in-
clusion of the correspondence student in the college body are the ends to
be achieved. Wedemeyer and Childs (1961) emphasize similar characteristics.

They view written communication as the vehicle for guidance of the learning
process:

Correspondence study is based upon the principles and procedures
found in any teaching-learning situation. Learning must be done
by the student himself. However, learning will progress more
efficiently if guidance is given to the learning process. In
correspondence study, this guidance is provided through written
communication between teacher and pupil.

Houle (1965) also emphasizes the dynamics of the instructional
process. He gives five components of correspondence instruction:

(1) specially prepared materials, written in self-explanatory
fashion and arranged in a series of lessons; (2) supplementary
printed and other materials; (3) a series of exercises to be
worked out by the student; (4) the evaluation of these exercises
by a competent instructor with the student being informed of the
evaluation . . . and (5) a final examination over the whole
course.

This investigator finds one fault with Houle's definition. It is
incorrect to say that Houle is giving primary emphasis to teacher evaluation

in the student-teacher communication. Communication is implied, though 1t

SWalton S. Bittner and Hervey F. Mallory, University Teaching by Mail
(New York: The Macmillan Company) 1933.

SCharles A. Wedemeyer and Gayle B. Childs, Hew Perspectives in
University Correspondence Study (Chicago: Center for the Study of Liberal
Education for Adults) 1961, p. 7.

7Cyr11 0. Houle, “Correspondence Instruction,” Encyclopaedia
gritannica, 14th edition, Volume VI (1965) pp. 544-545,
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is not an 1temized element of correspondence instruction. This investi-
gator judges that the interchange is important enough to deserve item-
fzation.

This aspect of the dynamic process is expressed by Erdos (1967):

Correspondence teaching is a method of teaching in which the

teacher bears the responsibility of imparting knowledge and

skill to a student who does not receive instruction orally,

but who studies in a place and at a time determined by his

individual circumstances.d

It is noteworthy that Erdos rejects the phenomenon of oral {nstruc-
tion as part of correspondence study. This lends emphasis to the later
remarks of Otto Pete