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ABSTRACT «

Nt

K

The major purpose of this study was to determine whether counselling programs could

be developed which would assist adult student

pro;r:&t.

Two preventive orientation programs were developed with each containing components

stance educatio® yaiveryity
'

designed to assist incoming students with information on the distance education system, with
infdrmat?on through which self assessment could be made regarding the appropriateness of
this systemﬁfor them, and with a means of anticipa’tin; potential problems and problem
solutions. One program, designed for home-study, consisted of a self-instructional bosklet

with an accompanying audio cassette. Th« other program was designed to be delivered as a

group yorkshop.

Program effectiveness was assessed thll'gu;b application of an evaluation approach
proposed by Michael Scriven. Comparisons were made between students participating in each

of the programs and to a no-treatment comparison group.

. : r's - '
The primary findings of the study were that both the programs (a) served a gemuine

“need, (b) attracted a sizable market, (c) were assessed by expert judges as valid processes

through which student {l:ed? could b met, (d) served different populations, (e) demonstrated
- - ‘
beneficial long term effects through student self-report, counsellor assessment, and through

course progress, (f) were cost-effective compared to ifdividual counselling, and (g) were judged

to have institutional support.
.

This study supports the need for early preventive intervention for adult students making
a re-entry into formal education in distance university system. Both types of programs were

well received, Analysis of comparative outcomes of each program awas limited by a sell-
N

selection process which resulted in substantially different populations in each treatment group.

.




The evaluation resuits support the continuance and further development of the
programa. Further research should be directed towards differential assessment of the effects of

-program components for specific subgroups of students.

vi
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Chapter |

Statement of the Proble‘\

Avstriking recent development in higher education has been termed the ‘'greying of the
“campus." Demographic projections indicate that the number of students in the over 20 year
age bracket will increase rapidly while the number of students in the under 18 year old age
bracket’ will decrease. The absolute numre; of middle-ag?d_ people is expected to almost
double during the period between 1975 and 2000 (Fenske, 1981). If current trends continue,

the influx of adult students into institutions of higher education will create a substantial

change in university population and in the clientele of university counselling services.

Attempts to satisfy the need of adults for increase‘d educational opportunities has led to
expansion in part-time programs witbin traditional univeTsity setti*s (Thomas, 1975) anq to
the creation of unconventional universities with open admission policies and with instruct&mnl
delivery systems which do not require classroom attendance on campus. Distance idstriction
has risen at the .university level primarily in resp'onse @o the educational needs of this
burgeoning adult population. The use of distance media (e.g.; television, audio 'tapcs,

computer assisted instruction, home-study print material) is intended to increase access to

' e

formal education for people who cannot or choose not to attend classes on a campus.

Distance education was expected to be an alteroative that ‘“the majority of
adults.....should find a natural and welcome environment for learning"’ (Moor;, 1972, p.‘§7).
This expectation is now being re-examined in Iight.of bigh attrition rates apparently signal?ng
;ome difficulties with the system. The removal of institutional barriers such as required
presence on campus and prerequisites to admission bas not been sufficient to insure as high a
level of successful educational accomplishment by those participating. in the non-traditiomal

program; as -was anticipated. Those recently established distance universities in the United

& States and Canada which report dropout rates for single courses indicate rates running as high



as 60 percent (Bhatnager, 1975). Baath (1982) reports the Universiipy of Lund in Sweden has
a 69 percent attrition rate while his gurvey of son-American dist;nnce universities revealed
that an attrition rate of;50 percent or more was not unusual.' Alth)ough a comparative
analysis of attrition depends upon the definitions of attrition used, tl:ese figures are geuerally

thought te reflect a higher rate than one might reasonably expect (Daniel & Marquis, 1979).

Concerns about attr_if,ion which arise ;t most dista.nce universities were evident, as well,
at Athabasca Unive;sity. the setting for this study. Mhab.l Univelsily. is an exclusively
distance, English-speaking university that provides thtee university degree programs to a
population of approxlmately 8,000 students. Its pnmary }nstructlonal made is a home—studyr
package of textbooks and sell-mstrucuonal guldcbooks This material is typically augmentcd
by weekly telephone contact with a tutor. Overall course attrition.rates at Athabasca
University were estimated as either 71 or 42 percent depending on whether student.# who show
no evidence of starting “’: coursework were included or excluded. A majority of students

- :
within the more stringent 71 percent attrition definition showed no evidence of having started
their course-work. Thesé students, labeled “non-starts” were, consequently the primary focus

O

of concern {Shale, 1982).

Efforts to find reasons for the difficulties students experieace and to work toward
reducing those difficulties that are resolvable are seen ;.s crucial activities for distance
unive, aities; Athabasca University shared the assumption that the reasons for attrition sbould
be clyrified and, if possible, altrition reduced. Believing that it is wasteful for society to
provide, and pain"ll for a student to expetienc\e, a brief promise of an educational goal that is
never fulﬁlled. ‘thbuci University was determined that its '‘open door’ policy does not
become 1 “revolving door” (R. Paul peuonal commumcau?g 1983). Intervention in this
attrition process was seen as having a role in reducing the vanous ways in which society in

gencral, and Athabasca University and its students in particular, lose.



. 4

‘In the case of Athabasca University there was reluctance to consider changing policies
such as open admission which would very likely serve to increase completion ra}es but .would,
at the sa‘ne time, decrease access to university education for many adults. There was,
nevertheless, considerable concern that institutional policies and pracljces be carefully
scrutinized to d;termine whether changes in student services or instructional practices could
be made whicil would assist students in ove&min; the difficulties th‘;y have in reaching their

educational goals. ‘ A

Purpose of the Study

For a counselling psychologist, a quesiion raised by the problems underlying attrition
was whether counselling interventions could be designed within a distance educadion context

which would assist studeats in adapting to theix new student Yoles and achieving their
\

educational goals. The purpose of this study was th}\dc,vqlopment and evaluation of two such
; N

programs. More specifically, two programs covering similar content were designed to address
issues thought to be related to attrition and to address them at a time when intervention
efforts would be utilized by this population. One proglam was designed for distance delivery

-

to students in their homes. The second program was designed as a face-to-face workshop



4

Program Developme}lt \
)

4
The programs developed to address these problems were two orientation programs using

a preventive educational counselling approach. Briel descriptions of the programs follow.
¢ 3

Program I. Distance program. The distance program'consisted'o! a self-instructional

guidebook ?nd'audio-cassette far use at honte. The audio-cassette contained a discussion by
Athabasca Un/iversity students of their experiences as distance university students. It was
designed to gcr\‘re b;th as stimulus to self-assessment as well as a modeling tool. Exercises to
assist in self-assessment and in making ‘plm.\'to overcome common obstacles encountered by

‘ ‘
students were included along with information oa resources available. The estimated length of

the time required to work through the materials was approximately two hours.

Program 1I. Group workshop program. This face-to-face program was a semi-structured

half-day group workshop led by a counsellor. A video-tape (from which the audio-track for the -

home-study program was taken) was produced to serve as a stimulus to self-assessment of

studenta' readiness to undertake a distance university program and as a modeling tod for the
L &

group workshop. Individual and group exercises were designed tO}ssisl in self-assessment and
-~ B

.

in making plans to overcome difficulties frequently encountered by students. Information on
resources available was presented and studeénts had an opportunity to ask questions, to make
contact with other students as well as with the counsellor leading the workshop. The usual

length of the wo;kshop was four hours.

- .

Each program, although focused on similar goals, was clearly different in that the group
dynamics and personal contact established in gro;lp workshops were absent in the home-stydy
program. Voluntary participatiod in the home-study program, however, may have involved a
greater acceptance of the independence and isolation characteristics of the distance education
program students were entering. Quéstions regarding student choice of program and the
outcome of experiences in each prbgnm were consequently seen as relevant for both

formative as well as summative evaluation. o



Program ¥Valuation

counselling program, al;d determining the degree t. ek
were effective in meeting those needs and of reducin:
task required choosing a model of evaluation and establishing its appropriateness for the
context and program. Limitations inherent in developing a prog"nm.within the setting given
will become evident as program development and implementation are described. AThese real
life limitations in development and implementation as well as the practical and social
implications of the results of the program are critical..factors for practitioners and
administrators evaluating a patticular program’s effectiveness It is the evaluation of such

practical and social implications of a program combined with outcome measurement of

~
program objectives that are th.e, goals of a comprehensive evaluation process such.as that
advocated by Scriven (1974). Scriven's evaluation model incorporates tradiional research
design but goes beyond that perspective. The model includes consitjlerationn! a wide range of
factors such as social values of the study, side (and possibly unil:tended) effects not only on
the targeted participants but also on staff, administration and public. a synthesis of
qualitative and quantitative data on outcome effects from many sources, and an analysis of
cost-effectiveness. It is argued that discussion of program merits and demerits within such a
framework has practical value for counsellors and administrators working within the setting
studied.

Summary
.

This study involved the development and evaluation of two preventive counselling
intervention progranrs aimed at student retention within a distance umiversity context

” o
Discussion of program development as well as outcome results are done within the perspective



. S —5

e

of 3 comprehensive research evaluation model ((Scriveu, 1974).

In Chapter [I, relevant literature is reviewed. Chapter Il covers the rationale and
procedures followed in development and implementation of the programs. Chapter §V is a
description of the evaluation methodology. Chapter V is a report of the evaluation results.
Chapter VI contains a discussion of the results and recommendations for program changes

and further study.
-«



*
Chapter 1l

REVIEW OF LITERATURE .‘

This chapter includes a review of relevant literature on (1) evaluation research, (2)
¢

distance education, (3) student counselling in diutlle universities, and (f) preventive

counselling models.

[ ]
Since the literature in ench of these subject areas is extensive and overlaps with many

related subjects, each topic will be dealt with, not exhaustively. but with sufficient
comprehensiveness to highlight the issues involved in program .p‘lanning and 1n program
evaluation for the population and circumstances involved.

-
Evaluation Research !
|}

v

This section includes discussion of (1) the definition and history of evaluation. (2)
evaluation models, with particular empbasis on the model proposed by Scriven, and (3) the

convergence of evaluation methodologies and counselling research.

N

Definition and History

Evaluation as a formal systematic n;ethod of inquiry has been defined in many ways and
“endlessly categorized, (with) chapels....de;!icated o the glorification of particular styles”
(Cronbach, 1980, p. 1). Evaluation has been variously defined as ‘'systematic examination of
events occurring in and consequent on a contemporary Program’’ (Cronbach, 1980, §: H)'.
“the collection and use of information to make decisions about a program™ (Worthen &
Sanders, 1973, p. 44), 3 set of procedures to appraise a program's merit and to provide:
information about its goals, expectations, activities, outcomes, impact and cosu"’(Koscco" &

Fink, 1982, p. 20). Rossi (1981) summarized it in more geperal terms as “‘the application of

social science knowledge and research methods to the assessment of social programs” (p. 220).



And Weiss (1972) :ddo(thoui'l definition that this application in made “in an eavironment
that is intrinsically inh‘-piubk to them" (p. vii). For the purpose of the program evaluation
undertaken in this study, Rossi's definition of evalustion may usefully be placed within the
context of psycbolngical knowledge and research ;ethodl specifically as these methods appear

in clinical judgments, case histories, and experimental research. ! 3

The process of defining evaluation has included a he'avy em_pbam on delineating what it
is 804 - i, 0L resenrch, although research design may be part of the methodology (Worthes
& Sanders, 173), not judgment-free although the basis for making judgments must be
expiicit (Masters, 1984; Stake, 1976), not apolitical, although the collection of ?olititnlly
useful information should be objeciive and moral (Davidson, 1980; House, 19'77). not value-
free, although value judgments must be open to rational debate (Bazelon, 1982, Sériven.

1075).

As evaluation methodologies have moved away from g historical tie with measurement
theory and research design, there has been 2 growth in the methodologies or the “metaphors™
for evgluation (Smith, 198!). Although not yet solidly grounded in theory, a major
philosophical basis of evaluation is essentially the epistemological question of how one can ;el
at or know “truth” (House, 1977, Serlin & L'apsley, 1985; Scriven, 1975). Debate in sciences
and social sciences over appropriate methods for reaching the fullest understanding of a
pbenowon under study continues and bhas influenced the emerging discipline of evaluation
{Rossi, 1981). Thus, while accepting coantrolled experimeutatioﬁ as a source of information
having coasiderable value, most evaluators today reject the practice of theory verification
through coatrolled anslogue experimentation (Reim, 1981; Roesi, 1981; Smith, 1981). Scriven
(1973) argues that “‘the greatest developmeat in sciénce is the history of the rational triumph
of....value jud.menu, of new conceptions of ‘_good explanation’, ‘good theory', and 'good
model’ (paradigm), n;t just of ome theory qvei another in a contest where the rules are

agreed, nor just...of one prejudice over another” (Worthen & Sanders, 1973, p. 70). House



. ' . 9
(1977). cotcurring with (‘ro.ubuh’: (1974) statemeat that “Geoeralizations decay” arguﬂ.
that since proofs are ;uﬂn‘ully acts of persuasion which can never be certain, only more or
less credible, evaluation must be a logical sxamination of relevant m’luvmatmn Evaluation
therefore not a mau;r of certainty (imposaible in humaa affairs) but of credibility And

-
verifiability to the audienced concerned with decision making based on evaluation evidence
The expansion in the metaphors for evaluation hgl wonsequently grown with current interest
in 8 wide ronge of qunti\tm iv.e and qualltative ;llomm.ion sources. Mﬂhodologin on which
bumans have historically relied - methodologies of investigative journalism, of legal testimony.
] ,

and of expert judges are now seen as worthy of conmderation in evaluatwn if judged

apptopriate, feasible, and useful to tho«» doing evaluation and those wusing the resylts of

evalyation studies.

Evaluation Models v (

~

Discouragement with the endless categorization of evaluation approaches of which
Cronbach (1980)°ypeaks is echoed by Stake (1976) when he says, "There is nothing more
tedious than bavin‘ a collection of miscellaneous essays, ecach one decerated with the author's

L

‘systematic’ table or flowchart, all taking in each other's washing (p. 10). While afrecing
with the difficulty (and tediousness) of attempting a meaningful categorization of well over 40
published evaluation frame-works (Stake, 197_6), there is nonetheless a need for .crntin; some
basis for ordering évaluation models available in order to consider and analyze them. Worthen
& Sanders’ (1973) ehaborate taxonomy (see Table 1) will consequently beToed to compare and
contrast three different evaliation approaches. The three ¥pproacbes chosen have been

labeled objective's - oriented, decision - orieated, and judgment - oriented. Each model

represents differences which parallel major differences in\baychological research design.

s



Framework for Planning Evaluation Studies

Table 1

Theory # Practice

10

SCRIVEN

~TYLER STUFFLEBEAM
‘ Definition ', * Compariog student Defining, obtaining,  Gathering &,
¢ performance with & using information  combining
behaviorally stated for decision-making. performance data
objectives ’ with weighted set of
N ¢ goal scales.
Purpose To determine the To provide relevant To establish & justify
extent to which information to 1merit or worth.
) purposes of a learning decision-makers. Evaluation plays
activity are actually many roles.
being realized. ,
Key Speciflication of Evaluation reports Justification of
Emphasis’ objectives & used for decision- gashering I
measuring learning making. instruments,
outcomes of pupils. weightings, &
selection of goals.
Eval. model:,

. combining d4lz on
different performance
scales into a single
rating.

Role of Curriculump specialist ~ Specialist who Respounsible for
Evaluator who evaluates as part provides evaluation judging the merit of

of curriculum - information to an educational

development & decision-makers. practice for producers

assessment. (formative) &

. consumers
- (summative).

Relationship Evaluation implies Terminal stage in Look at goals & -

To Objectives

]

attainment of
beh¥vioral objectives
stated at the
beginning of the
course.

-

L&

context eval. is
setting objectives;
input eval. produces
ways to reach
objectives; product
eval. determines
whether objectives
are reached.

judge their worth.
Determine whether
they are being met.




(Table 1 continued)

TYLER

#.
STUFFLEBEAM

SCRIVEN

Relationship to
Deciston Making

Actual pupil
petformance data will
provide information
for the decision-
maker to use on
strengths &
weaknesses of a
course or Currkuium.

Evaluation provides
ifformation for use in
decision-making .

Evaluation reports
(with judgments
explicitly stated for
producers or
consumers) used in
decision-making.

Types Of
FEvaluation

Pre-post
measurement of
performance.

(1) Context eval.
(2) Input.

{3} Process.

(4) Product.

(e gpee ative-
umiy’ ve
' Cap mative-

u:m:puatiw
{3) ‘ensic-pay off.

(4) Mediated.

Constructs
Proposed

(1) Statements of
objectives in
behavioral terms.
(2) Teaching
objectives are pupil-
oriented. ‘

{3) Objectives must

- consider: pupil’s entry

behavior, analysis of
our cuiture, school
philosophy, learning,
theories, new
developments in

teaching etc. <

(1) Context eval. for
planning decisions.
(2) Input eval. for
programming
decisions.

(3) Process eval. for
implementing
decisions.

(4) Product eval. for
recycling decisions.

{1) Distinetion
between goals
(claims) & roles
(functions.)

(2) Several types of
evaluation. '

Criteria for
Judging
Fvaluation

(1) Behavioral
objectives clearly
stated.

(2) Objectives should
contain references not
only to course
content but also to
mentalprocesses
applied.

(1) Internal validity.
(2) External validity.
(3) Reliability.

(4) Objectivity.

(5) Relevance.

{6) Importance.

(7) Scope.

{8) Credibility.

(9) Timeliness.

{10) Pervasiveness.
(T1) Efficiency.

(1) Should be
predicted on goals.
{2) Must indicate
worth.

{3) Should have
construct validity.
(4) Should be a

wholistic program

evaluation.




(Table 1 continued)

“

TYLER

STUFFLEBEAM .

1
SCRIVEN

Implications
For Deasgn

(1) Need to interpret
& use results of
assessment.

(2) Develop designs
to assess student
progress. .

(1) Experimental
design not applicable.
(2) Use of systems
approach for
evaluation studies.
(3) Directed by
administrator.

{1) Look at many
factors.

(2) Be involved in
value judgments.
(3) Require use of
scientific
investigatigns.
(4) Evaluate from
within (formutive) or
from without
(summative).

Conlributions

(1) Is easy to assess
whether behavioral
objectives are being
achieved.

(2) Is easy for R

practitioners to
design eva}luation
studies. »

(3) Checks degree of
congruency between'’
performance &
objectives; focus on
clear definition of

(1) Provides a service
function by supplying
data to
administrators &
decision-makeérs
charged with conduct
of the program. '
(2) Is sensitive to
feedback.

(3) Allows for
evaluation to take
place at any stage
the program.

(1) Discriminates
between formative
(on-going) &
summative (end)
evaluation.

(2) Focus on direct
assessment of worth
focus on value.

(3) Applicable in
diverse contexts.

(4) Analysis of means
& ends.

(5) Delineation of

objectives (4) Wholistic. ty pes of evaluation.
(6) Evaluation of
objectives.
Limstations (1) Tendency to (1) Little emphasis on (1) Equating

oversimplify program
& focus on terminal
rather than on-going
& pre-program
information.

(2) Tendency to focus
directly & narrowly
on objectives, with
little attention to
worth of the
objectives.

value concerns.

(2) Decision-making
process is unclear;
methodology
undefined.

{3) May be costly
complex if used
entirely.

(1) Not all activities”
are clearly
evaluative.

performance on
different criteria &
assigning relative
weights to criteria
creates
methodological
problems.

(2) No methodology
for assessing validity
of judgment.

(3) Several
overlapping concepts.

Note: From Educational Evalustion: Theory and Practice by B. R.:Worthen and J. R. Sanders, 1973, Worth-

ington, Obio: Charles A. Jones Publishing Company.
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Objectives - oriented eval;nation. The approach of Ralph Tyler rfprrs;onls the early
. . <+
emphasis in evaluation on an objectives-oriented approach based on experimental design
methodology. The search for “outcomes’ was pre-ord'uinod at the outset of the study with ;m
explicit judgment about l“he worth or merit of the specified outcomes, no search for
unintended outcomes, Ii\ttle or no emphasis on process evaluation as related to outcome, and
)
no consideration of the c:)ﬁlparntive cost-effectiveness of alternative programs. The :nppru:u'h
has been useful in emphasizing the frequent difficulty in making behavioral objectives exphent
. ‘ )
and in emphasizing quantifiable measurement or gains as a criterion of successful outeome
(Trusko & League; 1980; Worthen & Sandgrs[l()?S). Apple (1971). nonetheless, argued that
predetermined objectives, “‘embody an ‘ogy of control....place too high a value on
certainty .:sbove all else, and are psychologically and philosophically naive” (p. 11). Buros

.

(1977) also expressed concern that too great an emphasis was: being placed on objective

I

measurement especially test measurements since ‘‘..most standardized tests are. poorly
constructed, of questionable or unknown validity, pretentious in their ciaims and hkely to be

misaseq more often than not’ (p. 11). .

~Hustorically, the break with Tyler's 1930 and 40's approach came with concern about

»
the adeguacy of American education as an grl\ermath to Sputnik \gghe resulting concern about
education r(;sulled in a call for program ‘eva uation that could provide useful information to
decision make;s not only about outcomes at ‘the conclusion of a program but about factors
nﬂecting performance during the process of a program.| Further impetus was given Lo the

development of more useful evaluation strategies by the failures of traditional evaluation

studies to provide the useful information required by decision makers as a result of the 1965

Elementary-Secondary School Act in the United States. This Act was aimed at increasing
effectiveness and accountability in education by requiring an evaluation of every authorized

actigity under its jurisdiction. The reception given to a large number of evaluation studies

done during this period was less than enthusiastic. The “clinical signs” of evaluation failure
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/ ‘ . :
pointed to by Guba (1969) would, 1 suspect, bé repeated in counselling centres were a:
behavioral objectives evaluation approach similarly imposed on them. Among the clinical..

signs observod were (a) avondancc whenevcr possible, (b) anxiety in persons exposed, and (c)

[ ’
-

b
e

immobilization rather than responsiveness. -
. o

The . response of evaluators was eventually a self-critical and productive one.
Acceptance of the failure of evaluation for the needs of practitioners resulted in lively
controversy, an expansion of methodologies used, and heightened attention to the information

needs and values of evaluation audiences.

Decision-management evaluation. The' decision-management evaluation approach of

Stufflebeam (Stufflebeam, Foley, Geph‘art. Guba, Hammond, Merriman & Provus, 1971
Worthen & Sanders, 1973) exemplifies a turn to a more responsive ev‘q& process, as does
the model proposed by Guba and Lincoln (1981). Stufflebeam’s CIPP (Context, Input,
Process, ;’iroducl) ‘model includes a definition of. evaluation as “the process of delineating,
obtaining, and providing useful information for judging decision alternatives” (Worthen and
Snnder, 1973, p. 129). Decision theory is the basis upon which the rigor and extensiveness of
cvaluation. is determined. Programs éxpectcd to p;odu::e small changes would, for example,
require less compll'ehensive evaluation than those in which changes are expected to be

extensive or innovative,

.

Stufﬂebeal;t's model extends the goals of evaluation far beyond those of predetermined
behavioral objectives to the more inclusive goals of context, input, p}ocess and product.
Context evaluation includes consideration of the population cbar'acteristics, the environment
_in which the program is to occur, and a delineation of both general and specific 30\5 to be
achieved. Input evaluation includes the |denuﬁcat|on and assessment of the resources
available for providing a program, strategies for achieving the program objectivesi;'tad‘ design’
for implemeptin; a selected program s;rateu; Questions of stafl resources, time, budget

constraints and organizational barriers are thus added to the theoretical ard empirical
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rationale for the proposed program. Process evaluation. is aimed at préviding feedback to
staff members which may affect future implementation procédures, and to provide
‘information which will assist in interprefing program outcomes. Product evaluation includes
not O(‘ﬂy determination of outcome but the interprétation of outcome information in relation

to context, input, and process information. ' _ '

Stufflebeam’s decision-manaiement model was useful in expanding the information base
used for evaluation and in emphasizing. the need to focus on the practical concerns of decision
makers. This model, however, depends heavily on the expertise of an evaluation specialist,
does not make explicit how various sources of -inforrﬁatibn are combined and weighted, and -

- mayl make unwarranted assumptions about the rationality of decision makers (Guba &

Lincoln, 1981).

Judgment-oriented evaluation. The third evaluation model discussed contrasts with

of Yler's objectives - oriented approach by considering intended as well as unintended effects
(Guba & Lincoln, 1981) and contrasts .with Stufflebeam’s decision-management approach by
extending and making ‘explicit use of -qualitative judgmental criteria while at the same time
combining these qu;litative crihteria with criteria as assessed by statistical analysis and quas-
experimental design (Worthen & Sanders, 1973, Popham, 1974). Scriven’s evaluation model is
more detailed and comprehensive than can be easily summarized. Using the categories

)

provided by Worthen and Sanders (1973), the following will highlight the components of this

¥
model.

Evaluation is defined as the gathering and combining of qualitative and quantitative
information on both process and goals of a prbgram. The purpose of evaluation {one that

distinguishes it from the conclusions of a research study and from data-gathering activity) is

the production of a judgment of the merit or worth of a procedure, program, or pfoduct.

The key emphasis of this approach is the call for explicit description and justification of

all data gathering instruments (including a rationale for value judgments made). This
¢ .
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approach also calls for a synthgsis of a‘wide range of qualitative and quantitative information.

The role of the evaluator ip to takg‘responsibility for judging merit either to prod;lcers
in the case of formative evaluation, or to consumers in the case of summative evaluation.
Scriven differt;ntiates types of evaluation according to the following conccpis, (a) formative or
summative, (b) comparative or non-comparative, (c) intrinsic or pay-off, and (d) mediated.
Formative evaluation serves the purpose of providing feedback to the program producers in
order to u?qrove the program. This type of evaluation is likely to be done bf an internal
evaluator’ who is knowledgeable about the program content and purposes. Summative
evaluation is used at the conclusion of program development to decide whether support ;or
the program should be continued. Summative evaluation is usually more éxtensive than
form;tivc although the techniques and procedures ._revsimilar. Good formative evaluation
approaches the more stringent criteria_of summative evaluation. An extngml evaluator is
recommended for summative evaluation in order to maintain an objective stance while an
internal evaluator, having greater familiarity with the progralﬁ, is seen as more apﬁropriatév .

for formative evaluation. Bias is nevertheless considered endemic and reducible but not totally

avoidable (Scriven, 1975).

Sctiven views all evaluation as at least implicitly comparative. One may conclude that
program A is better or worse than program B - an explicit comparison; or one may conclude

that a goal or function is worth athieving and that a particular effort to achieve a goal is

1

more or less successful than could reasonably be expected. Either of these comparative

evaluations ultimately includes a judgment of effectiveness balanced against comparative

costs. Effectiveness is judged on multiple criteria which may include measures such as expert

B
1

judgments and consumer reactions.

Intrinsic evaluation is essentially that of coanstruct validity’ and is deemed important

especlally in cases where outcomes are difficult to measure or do not reflect lmpo;nqt goals

5 o
that may not appear in outcome or pay-off measurement. Scriven concurs with the view that
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pﬁre pay-off or outcome evaluation is likely to be sﬁperﬁcial. The measurement of average
differences in group performance may, for instance, mask important information rrgardin; the
effectiveness or ineffectiveness of specific components of the program for the entir; population
or for specific sub-groups within the populati(;h. ‘“.Percentages are nob very important. It iy
the nature of the mistakes that is important in evaluating the (program) and in rewriting |:
(Worthen & Sanders, 1973, p. 82). The view appears consistent with Kazdin's \1983) proposal
for dismantling and reconstructive strategies in treatment research. Scriven sugffests that a
reasonable rapprochement between too great an empbasis on either process or outcome
criteria is a hybrid evaluation involving a weighting of intrinsic or process critcri-a as well as
pay-qﬂ or outcome criteria. Thi_s multiple perspective approach is vie\yed as having a greater

potential for obtaining data that are “‘real”, “'deep” and “hard” (Kidder, 1981). This approach

will be apparent in the evaluation checklist used as a guideline for this study.

Specific suggestions for constructing hybrid or multi-faceted intrinsic and outcome
criteria include the formulation of goals (some of which may not be measurable fn any specific
test or question response item), construction of a test-question pool of items which represent
:;n operational. version of the goals, and obtaining external judgments.regarding the

importance of the alleged goals and the relationship of the program\

content to the potential
achievement of these goals. Assessment of program validity or match between the rw-

outcome goals and the program content is the basis of mediated evaluation.

Scriven's contributions have provided clarity in evaluation by discriminat'

types of evaluation as well ag discriminating between the goals and the roleg of an
This approach is sufficiently comprehensive to include diverse evaluation conten
contexts (i.e., prodlicts or programs). He also contributed significantly by focusing on the
necessarily judgmental, value-loaded aspects of scientific or systematic inquiry. By
objecti.fying those judgments, he has bridged a gap between research inquiry and evaluation

inquiry by pointing out that knowledge is a matter of degree and of kind. He argues that the
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search fog useful and applicable knowledge can ill afford to be unnecessarily restricted in the

methodologies used. ’ N

Limitations of Scriven's evaluation approach are related to the assessment and
weighting ’ol' judgment c;iteria and to the ‘“‘excessive perfectionism’ (Popham, 1974) of the
model. Considcrabic judgment is required to determine whose judgments will be used for
what and how much weight will be ascribed to each. Much appears to depend on the
evaluator's judgment as to who should be considered consumers, and how one goes about
“setting snares’’ for unintended effects. The usefulness of experienced clinical or expert
judgments in determining the presence or lack of significant components in a counselling
program, interview, or approach is well-accepted in clinical practice (Kidder, 1981). Scriven is
stressing the importance of such judgments but putting t.hem into a weighted scheme for final
analysis. This procedure is similar to the argument for clinical judgment of relevant factors
followed by an objective or statistical combining of those factors in the improper linear

decision-making model proposed by Dawes {1979) as a1 means of bridging the scientist-

practioner gap..

A second criticisn of Scriven's model is that put forward by judges assessed by Scriven
himself, as “‘some of the most experienced (evaluation) d\evelopcrs in the cou:try", {Popham,
1974, p. 89). The criticism is that “nothing ‘has ever been produced anywhere that met these
standards, [and] that the cost of meeting all the criteria proposed would be prohibitive”
(Popham, 1974, p. 89). Scriven argues that errors of excess are less serious than errors of
omission when the long-term costs of a program are at stake. His position is that all items on
his checklist are important ;nd should serve as a guide to the adequacy of any study. He is
willing to allow, nonetheless, that “'it is acceptable to speculate about two or three of the
items on which there is not direct evidence; especially when evaluation funds are minimal”
{p.11). Worthen and Sanders (1973) suggest that Scriven's guidelines should serve as a

heuristic device for planning evaluation designs. This view has been accepted for this study.
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Evaluation Methodology and Counselling Research

\ :
The convergence of evaluation methodologies and research methodologies in applied

psychology can be viewed as stemmin; from simila'r concerns with producing information that
is, in fact, useful to practitioners (or decision-makers) who have a responsibility for making
decisions despite having little empirical evidence on which to base those decisions. Applied
psychologists have come to !h? realization that “pure’’ research has often not been
generalizable to field settings. (Azrin, 1977, Goldman, 1976; Repucci & Sanders, 1974; Serlin
& Lapsley, 1985). The slow progress of both theoretical and empirical work in paychology has
led to rejection of traditional research m.ethodology- as the pri'mary means of verifying
knowledge. “T;e almost universal reliance on merely re‘futin; the null hypothesis as the
standard method for corroborating substantive theories [in psychology| is a terrible mistake, is
_ basically unsound, poor scientific strategy. and one of the worst things that every happened in
the history of psychology,” (Meehl, 1978, p. 817). Not only is this research methodology seen
as unproductive to the development of theory (Meehl, 1967). but also of negligible benefit to
practitioners (Gynther & Green, 1982; Garmazy, 1982). The heavy emphasis on controlled
experimental studies has given way to a paradigm- shift which includes the increased

legitimacy of quasi-expenimental and obsetvational studies in natural settings (Cock &

Campbell, 1979; Guba, 1986; Kaufmann & Stroheimer, 1981; Stuart & Roper, 1977).

The sear:h for alternative or additional means of generating or verifying knowledge has
led to a r;structuriug and reconsideration o-f epistemological appreaches that make science a
search for what is “‘rationally justifiable”” (Serlin & Lapsley, 1985 p 73) rather than certain
House (1977) argues that the possibility of informed action is increased rather than decreased
once the burden of certainty is lifted and judgments are made on the basis of ‘‘the credible,
the plausible, and the probable” (p. 6). Alternative paradigms in which decisions are made on
evidence that had been judged adequate or ‘‘good enough' are currently proposed. (Serhin &

Lapsley, 1985).
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This more puimatic approach has been welcomed by investigators in field settings who
were formerly left with a choice between doing less than ideal research or no research at all
(Cowen, 1978). Advocates of evaluation research, bowever, often still find themselves
apologizing for dcviatio;‘; from experimehtal design. '* When the technology of social lenrni‘n;
approaches in therapy moved sato the community....in major efforts to improve the quality of
human service in many settifs, tbe potential for societal gain from technology grew

exponentially but so, too, did preblems inherent in efforts to achieve rigorous experimental

evaluations of the evolving programs.” (Stuart & Roper, 1979, p. 229).
-
Reactions to these ‘‘problems’ have included cautious approval for deviating from

experimental methow (Stuart & Roper, 1979) to wholehearted acceptance of evaluation
methodologies and a redefinition of ‘‘the problem™ as a conceptual problem to overcome

rather than a deficiency in methodology to remedy (Davidson, 1980; Guba, 1986).

The basic concern. then, of evalaation is .t.he same as that of applied research. Both aim
for systematic and objective inquiry involving relevant data. Furtheurmore, if the goal of
evaluator and practlitioner is to improve the behavior of an orgmiiat,ion or of practitioners,
there is a need to address the issues and relate the data obtained with a therapeutic
orientation, i.e., one that takes account of the organization’s or practitioner's perspective and
values. Here the clinician's ‘“‘theotetical orientation”’ may be analogous to the evaluator's
“political orientation'. Both must address the concerns, perspectives, and values of the
consumers of information if the practical beneflits of engaging in evaluation research are to be

realized (Davidson, 1980; Guba & Lincoln, 1981; House, 1977).

Azrin (1977) summarizes the essential differences between the aims of applied (decision-
driven) research and those of pure (theory-driven) research as differences in emphasis on (1)
outcome vs. conceptual analysis, (2) clinical significance vs. response simplicity, (3) situational
‘complexity vs. stimulus and laboratory simplicity, (4) systems heterogeneity vs. subject

homogeneity, (6) subject preference vs. obje‘ctive apparatus measurements, (7) practicability
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and cost benefits vs. statistical significance, and (8) side effects vs. central tendency. In this
[ ]

description one can read, “'evaluation’ for '‘applied research™.

It has been argued {Wosthen & Sanders, 1973) that am additional component of applied
research which may differentiate it from evaluation is the intent of applied research to be
generalizable. Applied research,. while mission-oriented, is usually directed to a general
problem for which a solutfon will be ge;u-ralizable to other contexts in which the problem
occurs. Evaluation is focused on collecting speciﬁé} information relevant to a specific problem.
program, or product. The information obtained in one context is useful ;n other contexts only
to the extent that the same coanditions exists in each context. The difference in intent of
applied research as compared to evaluation may, however, be clearer tl;an the application of
that intent. Similarity in population and in context is obviously necessary for any

generalization to hold.

Summary

One may view the three evaluation approaches described as reflecting perspectives
similar to those in counselling research. Tyler's behavioral-obje. "'v.c.; approach is focused on
hypothesized measurable outcomes in a fashion similar to the setting of a null hy pothesis with
specified dependent variables. Stufflebeam’s decision-management approach contamns i
tejection of an experimental approach-and depends heavily on expert judgment and process
variables in 2 manner similar to a clinical decision-making process and to phenomenological
research. Scriven's evaluation approach combines elements of both apprne\rh?. Quahtative,

judgmental observations from a wide range of consumers (eg.. . subjects, trainers,

administrators, experts) are combined with the quantitative data of experimental or quasi-

experimental design. Attention is given to detailed description of the relevant population, -

program or product, process, andTntended and uniotended outcome variables as well as to

providing an explicit rationale for the judgments and weights given each component of the
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aggregated dsta. This multi-faceted approach is seen as compensating for the more certain

but more circumseribed information generally obtained by a rigorously controlled

g
experimental inquiry .

Distance Education

Inntitution;l and Administrative Characteristics

\

“Distance education’ refers to instructional systems which do noi include (ace-to-face
interaction bﬂwnn. student and instructor which typicaily do sot requil:e s student’s
presence in classes. Distance education may refer to instruction by communication media such
as print, television, radio, telephone and computers. Distance universities have arisen largely
0 response to an increasing demand for post-secondary education by adults (Thomas, 1975)
In;kuctional systems whi&h pertnit access to edn;cation by adults who by reason of interest,
geography or by reason of responsibilitifs which conflict with attendance in a traditio‘nal

v
university program have often been de:eloped alongside non-traditi-onal administrative
policies s:?h as open admissic.n, self-paced il;structiot‘ and contract learning. Thus distance
universities may have z’ number of characteristfcs which affect student response and the
assessment of those responses. These differences consequently nvake difficult a comparative

*
analysis with students in\Q'aditional universities, os even students within differept distance

5

universities.

Athabasca University's distince education system consists of a home-study instructional
system based primarily on textbook and other print-based material. and the provision to each
student of a course tuior who is available by telephone. Administration and instructional
poiicies relevant to evaluation are Athabasca University's open admission policy, year-round
sﬂmiuion, self-paced course schedule, and lengthy time lines for course completion. These

policies result in (a) an absence of any selection of students on the basis of previous education,

P
.

{b) continual registration of new students throughout the year, (c) and very little institutional
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prmuvre for course progress and course completion. These policies serve to defline studeat
characteristics and expectations as well as defining the kind of counselling intervention
etnte(i;a that might be fouible‘(e.g.. students nre‘ never physically together at any one place
or time and students may begin their course or program at any time throughout the year)
Some of these administrative and instructional policies contrast sharply * with distance
universitiesshav ing similar home-study and telephone tutorial instructional proframs (F-mpire

State College, 1975; Gooler & Sell, 1979; Moran & Croker, 1081).

Student Population

Distance universities typioaI'|y focus on an adult student population.'The average age
tends to run around 33 years (S'myrnow. 1983) with majority of students between 25 and 45
The educational background of students in distance universities is likely to be extremely
variable except for the few universities whose admission process is highly sclective (Fmpire
State College Research Series, 198:.‘; Metropolitan State College, 1981). Requirements such as
the two-week summer school requirement at the British Open University serve as a «elective
procedure sorting out people who are ﬁnable or unwilling to spend the time and money

involved in summer school attendance. Metropolitan Staté College in Minnesota restricts

enrollment to students already having two years university credit.

, .

The heterogeneity of djsgancel university student populationssin age and educational
background is greater than th#t of most traditional university populations. The dir-ct
applicability of research literature on traditional university student populations is therefore

questioaable. Designing programs for distance university students therefore poses sapecial

problems since the range of needs, values, and life styles of the student population is great

.
-
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Attrition in Distance Education
N\
Attrition rates. Attrition is defined differently and data collected differently by different

institutions. This data is consequently difficult or impossible to deal with in a comparative
analysis of attrition (Shale, 1982). Approximately 95 percent of attrition/retention studies

have been on age-homogencous traditional university students. Even within this relatively
7]

homogeneous populatigh and within similar educational systems, there is great variation in

14

E
attrition. Dropout rates within the freshman year vary from 75 percent at junior and . -
community college to less than 20 percc;nt at selective private universities ([.mpire Slnlo‘
College, 1982). ™ | : a ' E
(2]

Meaningful comparison of attrition rates within distance universities is even more
difficult. In distance universities the‘re- aré great differences in definition as well as differences
in admission -and withdrawal policies. Admission procedures may be highly influential in
determining factors such as student co niitn*nt, motivation, and preparation. At Athabisca
Univerf{ity, for c;;(axnple. a student may be admitted and registered in a course-within a tento—
fifteen n:inute period at any tim.e during the year. The peri.od ofqrefl.ection or preparation for
becoming a university student may consequently be short indeed. The time periods permitted
. for course C(;mpletion are exteggive (i.e.. up to 18 months for a 3-credit course) and allow a
student to regard the time needed for completion as having small impact on life style. The
withdrawal policy does not impose aynegative sanction on informally. dropping out or formally
withdrawing from a course. Impressions "from Student Service :mﬂ indicate that the
correspondence or ’home-study nature of the instructional system}is frequently seen as
potentially less demanding both in terms of academic level as well as time required for

.

successful completion than is\true of traditional university work.

. The completion rate frequently cited for the British Open University is 70 percent. A
differing estimate based on completion rates of students who have gone through the stage of

acceptance, provisional enrollment and are the “finally registered” is 36 percent (Shale, 1982 )
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Empire State College (1982) reports their course completion rate for 29 courses presented over
three terms was 52 percent. On a field t«-si of two Open University courses, Empire State
found attrition rates of 66 percent and 27 percent respectively. In another report of attrition
rates fo'r"single courses and for part-time students, Baath (1982) reports the overall cougle

attrition rate at the University of Lund at 69 percoht.

Alhabasca ~Universily's Office of Institutional Studies (1982) has addressed the
comparative analysis of attrition at least partially through a differentiation of students who
(Formula 1) enroll in a course but show no evidence of beginning work on that course and
(Formula 2) stude'ntq who enroll in a course, begin work then fail to complete the course work.
vl"sing Formula 1 .the,over.all completion completion rate is 28.8 percent {26.5 percent fur the
EdmoxAnon area) and using Formula (Y\flhfe overall completion rate is 582 percent. The
Institutional Studies report concludes:

The proportidn of students not generating any credit (i.e., the non-starts) remains ot

about one-half the. total number of enrollments. Despite some unreasonableness 1n

assuming that all students not generating any credit should be classified-as non-starts. it
- . B

is clear that the greatest effect on completion rates could be achieved by reducing the

number of “non-start’ ‘student

The report goes on to comment that “From these measures we can see at what point in

a course students typically drop out and perhaps infer a strategy for intervening that might

help students persist” (p. 2). ’
4

Attrition problem. The attrition “problem’ 1s also conceptualizg in_ 2 number of

-

different ways. Studies of attrition by Empire State College (1982) suggest that there is a

&

level of attrition at amy institution that is “uncontrolled, irreducible, and personal” (p. 5) and
%fore not subﬁct to remediation. Empire State's extensive evaluation program has led
them to conclude that for ;heir institution, the irreducible level of zttrition is 16 percent.

They also calculate that any intervention achieving a 5 percent reduction in their overall
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current level of attr‘ition (55 percent) is a signil’icaploé worthwhile reduction. The argument is
made that the‘very characteristics (e.g., sell-paced, imjependenl study) which attract students
o ndistal®e university program are also par:;duxically lh; characteristics that make

borsistcnce in such a program difficult. Accepting an irreducible level of attrition may,

Therefore, be necessary.

As a result, the question of ¥hether attrition is a problem to be rectified or an expected
and acsgptable result of a mandate to increase educational access for people who cannot
attend a conventional university is debated. The working assimption of most distance
universities js_,_rnﬁqy_g[t_k_\sﬁless. that attrition can and should be reduced (Baath, 1982; Mills,

1978).



Student Counselling in Distance Universities’

Counselling interventions for distance education students requite eonsideration of (a)
populatio;i characteristics, (b) the communication media through which counselling may
occur, (c) the counselling approach appropriate to a se;ting in which it is to occur. This
section will briefly summarize literature on the characteristics and needs of distance education
students, will'discqss considerations of the communication media available. and will address
questions related to the choice of counselling approaches suitable to the setting under

1,

consideration.

Chal;cteristicspj Adult Learners in Non-Traditional Study

. The characteristics of adult students in non-tradition secondary study have been
investigated in a number of ways. A}ng.@Ml)‘ used metho been survey questionnaires
covering demographic information and s‘-frp«)rt assessments {(Cross, 1981 Johnstone &

Rivera, 1965, McCannon, 1973; Thomas, 1975). A second method has been analyses by
o

experts (e.g.. adult educators and psychologists) based on experience. in-depth interviews and

»

other empirical work (Boshier, 1976: Houle, 1961; Tcugh. 1971). A third focus of interest for

non-traditional educational systems is the trait-by-treatment literature which relates students |

characteristics to instructional system characteristics (McCann & Short, 1982, Goldberg,
1972). A fourth basis of inquiry, theory related to adult learning and motivation, is briefly

addressed. ' .

Survey assessment. Cross (1981) and Carp, Peterson, and Roells (197 1) will be used to

represent the large body of literature which is based onm surveys of adult learner

characteristics.

Cross (1981) analysis of adult learner trends indicates that there exists a reasonably
>

consistent profile of adults enrolled in non-traditional programs. This profile consists of

people who, compared to their younger counterparts in traditional universities, are better
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educated and hold better jobs, and are likely Lo be career oricnted in their educational goals.
C'ross suggests that increases in adult participation in education reflect a new ‘‘cyclic life
plan” that is replacing the “linear life plan’, a life pattern in which education was viewed as
being for the young, work for the middle-aged, and leisure for the elderly. Education is
viewed not as a privilege or a right but as a necessity for making transitional developmental
changes. Cross also suggests that the older and more established learner will more likely select
non-traditional educational programs that do not require as drastic a Shangg in life'style as

attendance on a traditional campus.

| bt

Survey information ttéat may contribute to an analysis of the needs to which a
y
counselling intervention may be focused is exemplified by the self-reported situational and
dispositional characteristics reported .in a national survey conducted for the Commission on
&

Non-'I'raditional Study (Carp, Peterson & Roelfs, 1974).



) Table 2

Commission on Non-Traditional Study:

Perceived Barriers to Learning

Percentage of

Potential
Barriers Learners
Situational Barriers
Cost, including tuition, books, child care,
and so on 53
Not enough time 46
Home responsibilities 32
Job responsibilities 28
No child care 11
No transportation 8
No place to study or practice 7
Friends or family don't like the idea 3
- Institutional Barriers
Don't want to go to school full time 35
Amount of time required to complete program 21
Courses aren’t scheduled when I can attend 16
No information about offerings Y16
Strict attendance requirements 18
Courses | want don't seem to be available 12
Too much red tape in getting enrolled 10
Don’t meet requirements to begin program 6
No way-to get credit or a degree 5
Dispositional Barriers
Afraid that I'm too old to begin 17
Low grades in past, not confident in my ability 12
Not enough energy and stamina 9
Don’t enjoy studying 9
Tired of school, tired of classrooms 6
Don’t know what to learn or what it would lead to 5
Hesitate to seem too ambitious 3

Potential learners are those who indicated a desire to learn but who are not currently engaged in organized

instruction.

Note: From Adults as Learners by P. K. Cross, 1980, San Francisco: Jossey-Bam Inc.

v
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Such surveys suggest that a distance university system which incorporates a flexible seif-paced
schedule and an open admissions policy may be effectively removing institutional barriers
while leaving in place the situational and dispositional barriers to learning. Such factors as
competing loyalties to home and job responsibilities combined with a perceived lack of
-
support by family and friends which are specified as situational barriers may become major
obstacles to learning if not dealt with effectively. Dispositional barriers, such as the fear of
being too old‘, fear of inadequate ability, and fear of seeming too ambitious may also be
potentiallyk hazardous to continued effort. lnstitution.al programu‘vwhich focus on removal of

the institutional barriers while neglecting student support services that may help to alleviate

the more personal and social barriers may be lacking critical components.

Expert analyses of distance education student needs. Analyses by adult_educators and

counsellors echo some of the self-reported views of students but extend the range of "needful”
characteristics to some that students may be reluctant to admit or of which they may be

unaware. The following provides a sampling of views.
Childs ﬁ9-73) reports'adult correspondence students tend to be less committed to“course

of study, to have low levels of self-expectation in regard to education, and to feel isolated

from the institution.

_ Vontress (1970) feels those absent from learning for some time tend to be over-anxious
't their ability to learn.

McDaniel (1969) describes adult learners as reluctant to take problems to others, time

pressured, and unaware of the potential use of counselling.

Murgatroyd and Redmond (1978) note that the adult need for feeling independent
requires a collab:rative counselling approach aimed at assisting adult students in maintaining

that independeance and control.
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Simpson (1977) states that aduits in'distaq‘ce education are likely to face many of the
same problems as younger students in qonvcntional universities but feels these problems are
likely to be felt more frequently and more intensely. The problems identified are deficits in
skills, role conflicts, motivational problems, problems of emotional adjustment, and problems

in personal identity and personal development.

Fisher (1969) suggests the most common adult student problems are lack of self-
confidence, unrealistic expectations, conflicts in attitudes and values, learning tasks which

seem irrelevant, failure to seek help until it is too late, and poor reading and study habits
~

Duby and Giltrow (1978) feel that little is known about the learning habits. and
cognitive styles of mature stude}xts, particularly 'wberve. self-study and distance media are

involved.

Bowen, Edelsteih, & Medsker (1977) ﬁypothesize that hom’e-study student‘s.lacking the
‘support and reinforcement ol("’student pee; groups will exhibit an acute anxiety related to
academic performance. Théy summarize the literature z;s indicating that the pygmary
problems faced by non-‘traditional students (apart from family and social problems) to be the
following: lack of confidence, inadequate study skills, difficulty making educational choice,

unrealistic expectations, and frustration due to the apparent irrelevancy of courses to

aspirations or interests ,

This sampling of views on the needs of adults in distance educatjon suggests that a
broad range of issues could be usefully addressed through a counselling intervention. Focus on

many issues relating to unrealistic expectations, confiden¢e and motivation, learning skills,

.o

role conflicts, or use of institutional resources could form the basis of an exploratory

|
intervention. Thise issues are often seen as developmental or transitional problemslin living
that are amenable to a variety of psychoeducational  approachdh (Bloom, 1971, Lecomte,

Dumont, & Zingle, 1981; Schlossberg, 1984). ’ .

®
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Trait-by-treatment research. Trait-by-treatment models are viewed by some (Goldberg.

1072: McCann & Short, 1982; Sarason, 1979) as a promising means of sorting out the
interactive complexity of educational system characteristics and learner characteristics. Moore
(1972), for instance, suggests that dependent people need traditional classroom instruction
while independent people, especially the majority or adults, find distance education a welcome
opportunity for learning. Astin (1977), following an apparently similar interactionist view,
: . oy .o . . ‘
suggests that there are drop-out-prone personalities in higher education and that the person-

environment match is critical in maximizing academic success. Tinto (1975) also argues that

student persistence is related to both academic and social student-institution interaction.

Considerable effort has been put into research relating person attributes to the
attributes of the learning environment (Huebner, 1981). The complexity of measuring these

interactions (McCann & Short, 1982) has, however, been discouraging. It is argued,
- \
‘ v

nevertheless, that the difficulties of measuremént reflect the complexity existing in life and

should not, on that account, be abandoned in Yavor of simple but inaccurate assessments. of

student attributes independently of institutional or instructional attributes.

Goldbe‘rg's (1972) large scale study of students studying underv home-study and
classroom instructional meth?ds is illustrative of the difficulties of measurement and of the
application of such research to a distance university population. In this studya. an extensive
battery of personality tests yielding 350 test scores was administered to 800 students. No
signif;:ant interaction effects were found, and the applicability of the results to a distance
university population is limited by the experimental condition. The “home-study" stu&nts

»

were on-campus students taking only one out of five courses by home-study and meeting with
their classmates to do the experimental. testing. Those ‘ home-study’ students were,
consequently, in considerably different circumstances than Athabasca University students who

typically study at home, have little or no contact with other students, and usually only

telephone contact with a tutor, library staff and other resources. A similar analyéis of
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students using exclusively home-study instruction compared with students using classroom

instruction would have greater applicability to distance universities.

While an interactionist approach may hold promise for differentiating who is more Lkely
to be successful in a distanceﬂ educational system, at present there is insufficient evidence on
which to base decisions as to what type of person is more likely to be successful in a distance
education system. There is, nonetheless, a strongly held view among Athabasca University
students (Delehanty, 1982) and staff that self-motivation and sell-management are rritiml\
student characteristics in an instructional system having relatively few external constraints or

pressures and with little or no peer support. A

Contributions of adult learning theory. Theory of adult learning is fragmented. and

furnishes interesting but sparse information for program development in a specific and unique
educational system such as Athabasca University. Cross (1981) states, “Theory is almost

non-existent in adult education and in adult motivation for learning” (p. 109). However,

common elements ampng models of adult learning (Miller. 1976; Rubenson, 1977; Boshier,

1973) provide: a further hase of information relevant to consideration of counselling

AN
intervention. The followi\'\g components are seen as commonalities across models (Cross,

]
1981):

¢

Each believes 3 dynamic interaction between the individual's perceptiotr. " «If and perception of
the learning situation will determine whether participation will occur snd . maintained

Each assumes some form of congruence must exist between the learner’s sititndes, values and
goals and those of the educational system (as expressed mainly by the people within the system)

All assume that the use of a needs hierarchy such as Maslow's will determine whether time and
energy will be spend on education either to fulfill achievement or sell-actualization needs

All regard “significant others™ and reference group as important in the provision or lack of
provision of support which may_determine whether participation is continued.

All mention the expectancy of positive effects or reinforcement of some kind if participation is
to occur and continue.
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These theoretical commonalities suggest that an effective counselling intervention should
encompass the following: (a) awareness of self and of the learning situation encountered, (b)
assessment of whether there is a match between personal and institutional expectations and
values, (c) resolution of how educational goals will fit into other needs and other roles, (d)
methods for obtamning support from significant others, and (¢} methods for obtaining positive

teinforcement for efforts made.

.

These theoretical commonalities dovetail with those issues arising from self-report

surveys, from expert analyses, and from the rationale behind trait-by-treatment reseaich.

Distance Counselling Media \

The geographical distribution of the population from which a distance uniyersity draws
its students has great impact on the kinds of communication media used in providing
instructional and support services. Programs planned for Athabasca University must
consequently take account a ;eoiraphical distribution of students in w.hich approximately half
the Athabasca University student body resides in Edmonton and Calgary. and the remaining

students 10 either rural Alberta or outside Alberta.

The range of media used for distance counselling includes television, radio, print (either
printed information, written correspondence, or programmed guidebooks), computer-assisted

programs, teleconference, audio-cassette and, predominantly, telephone.

Since characteristics of the communication channel used are of primary concern in
cor;\parisons of face-to-face (i.e., all channels open) coUnSc"irig with distance interactions (ie
limited channels used), it is significant to no;e that these communications interactions are
extraordinary complex and that only a few variables bave been studies under controlled
analogue conditions (Dilley, Lee & Verrill, 1971; Shapiro, 1966). Comparisons of print and
face-to-face group orientations suggest that priot may have an advantage in getting factual

knowledge across while group workshops are more successful in changing attitudes and

.

e
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perceptions of the student-environment intenct‘non (Fisher, 197%; Forrer, 1974). This work
must be viewed as very tentative, however, since there are innumerable ways for designing

print material and group workshops.

In distance education settings, even with extensive exposure Lo various distance forms of
communication, there is, @A erthelese, an expressed preference for face-to-face communication
by a majority of students (Kelly & Swift, 1983; Moore, 1981). This preference is especially
pronounced for communication of personal issues. ' Print and audio-cassettes lack an
ifteractive component but are relatively cost-efficent l’nd are accessible to the entire student
population. For the particular context of this study it was W @9dgraphical spread of students
outside major' urban areas that created a major limitation on viable communication processes
Telephone communication is limited not only by its sensory restrictions but by its cost
Computers, television, teleconference and radio were limited by both the characteristies of the

media as well as cost and access by a significant proportion of the student body For these

reasons. print and audio-cassettes appeared to have substantial advantages

The geographical distribution of students required that student support programs be
available at a distance if student access were to be posmbler The desicability of face-to-face
programs together with the large concentration of students in urban areas suggested that a
face-to-face program would best meet the needs of a large proportion of the student body A

second program designed for print and audio-cassettes appeared to be the most cost-effective

means of serving the needs of a geographically distant student body

-

Counselling Setting Considerations

Description of the setting in which program development occurs is aa important element
in the evaluation of that program. We will coasider here the response of Athabasca Universty
students and of students in somewhat similat situations to offers of counselling services

Implications for the desigh and evaluation of programs will be suggested.
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If a counselling interveation is to be well utilized, an impojtant aspect of the program is

-

its appeal and acceptability (as well as its usefulness and accessibility) to the target

population. If a program is to be of a voluntary nature, conit!erdcion of its appeal in terms of

the help-seeking characterisun . of the population becomes of even greater import.

The experience c;f staff members of Athabasca University indicated that students
differed greatly in their use of resources available to them. The majority of students, however,
did not utilize the weekly tutorial sessions available, rarely contacted profesgors, were unlikely
to ugr library reference services beyon’d those specifically requir"ed,‘ and were unlikely to
initiate ;oannllin; contacts when encount’erin( difficulties (R. Coulter & C. Nelson, person;ul
communication, November, 1984, ). Records 'ukate that in instances when specific
“enrichment seminars’’ with face-to-face tﬁto’r'contut were offered, only 8.9 preceat of

-~

students responded. When seminars on study skills and co'urs,e assignments were offered, 24.3
percent of students respon;ied (G. Peruniak, personal comnrunication, May, 1985). Records of
the Edmonton Regio;ml Office of Athabasca University indicaté that one third of students
registering in that office have had an interview with a counsellor. In over 90 percent of the
cases, this interview is likely to be held within a two week period before admission and
registration (Delehanty, 1984). Despite this relatively high rate of initial contact, il‘o
to Edmonten area students in the 1984-85 term elicited only a 1.7 precent response to career
planning workshops, a 1.96 percent respoanse to ing and study skills workshops, and less
than a 1.0 percent response to an invitation to discuss establishment of peer support or sociial

groups. These experiences suggested that factors related to student utilization of services

may be important considerations in program planning.

The experience of Athabasca University students appeared to be similar to that of
students in other distance universities. There is a considerable amount of data indicating that
the initial phase of getting started with a course study is the mest critical period in

determining whether a student completes a course (Baath, 1982; Mills, 1975). Daniel and
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Marquis (1979) have termed this ‘the induction crisis”’. At that point. a copiug response of

withdrawal may seem most accessible (Nicholsen, 1977).

The most readily visible and structured support during this initial phase of getting
started is typically a tutor. Reports from tutors at different institutions suggest that from 20
to 80 percent of a student’s concerns at this point are unrelated to course content (I3aath,

1982; Mills. 1975). While tuto

Ty in response to non-course related eoncerns of students, a
substantial number see th ns as a sc;urce of,frustration in their efforts to assist
'students with subject m v y, 1975 The Open University's first year tutor-
counsellor system allows for greater concentration on non-course related conceius wit‘h the
morf broadly defined and .structured helping relationship. Th? experience of ;”OI-COII""()H

in this system is that most support is needed befo;e or as students. start their courses and in

the period of time just prior to examinations (Thorpe, 1978). Tutor-clounsrllov'l preferred

’

method of giving extra support was through small group sessions. Using this system. ﬂ;e
"gp‘ecial Support Scheme" (Thorpe‘, 1978) at the Open University was able to decrease drop-

out rates and increase completions. The group receiving extra support also received a-slightly
higher rate of Ruiling grades than those not receiving extra counselling time. This may reflect
the slightly poorer educational background of these students compared to the average but also

. suggests considerable perseverance of :hese students in Lthe face of academic difficuities. A
previous attempt to provide extra support for those considered high risks (i.e., students with*
less formal education) wa.a abandoned when counsellors found that students th;y perceived as

“at risk’’ in the sense of needing extra support were often students with strong educational

backgrounds. (Thorpe, 1978)

The inclination of students in distance universities appears to be, then, to seek help if
. ,

belp is available in an acceptable lashion prior to or at the beginning of their academic

program. Very few students initiate help-seeking after the initial phase of their course of S

study, and if they have a tutor who attempts to assist them, will often resist these offers of



help after the initial six to eight weeks of a course contract have elapsed with no apparent
.

student progress (C. Nelson, personal communication, November, 1985). Offers of specific
task-oriented support (e.g., study skills related to course assignments) are more readily

accepted than offers of more personal or sogial support (G. Peruniak, J. Orton, personal

communication, May, 1985). ‘ . ' ¢

v
Questions regarding (a) why people do not use resources available to them, and (b) what
conditions (internal or external to the person) are associated with utilization of counselling
ser:ices hav; recently received attention as an interest in a preventive or anticipatory
)

guidance emphasis has emerged for health and coumselling professionals (Kessler & Albee.
“ 1975; Nadle:, 1983). Previous attempts to define the characteristics of a helping relationship
‘in terms of'the characteristics of the target populations have given way to a greater focus on

1

the interactions occurring within the helpiné re]abionship (Nadler, 1983). Acknowledgement of

mechanisms that allow people to expose a naivete or weakness is relevant to the design anc

the promotion of a counselling intgrvention.

dults have invested a great deal of energy in nurturing the

Sarason (1980) suggests that

myth of personal freedom and Are, consequently, uncomfortable when a new experience leads

*
then to feel less in control than previously. Re-entry or entry into a non-traditional universit
| Y Y y
. . ‘

jY od

pr‘ogram may be perceived as a challenge or as a threat and, in #ther case, is likely to involve
some transitignal stresses and development of adaptational responses (Schlossbér’g, 1984).
Whether,’difficulty in makin3 that adaptation is seen as a problem for which assistance is
sought appears to depend on (a) the perception of the causes of the diﬂ'i(.;ulty (e.g., whether
it's my problem or the external demands placed on me), (b) tbe?siblxeans of handling
the difficulty (e.g., doing nothing, taking ‘direct’ self-corrective'actign, asking qQthers for
informal advice, or copsulting a profeésional), (c) the balance between the facilitating and

inhibitory elements in a decision to seek help (e.g., the cosi, quality and avaiiability of help),

and (d) the personal feelings (e.g., the intensity of the problem, the perception of self-esteem
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loss, and belief about the value of solving one’'s own problems). Because of these complex and
interconnected issues, it is estimated that only half the people feeling as if they need help

actually seek help because of the attendant perceived disadvantages (Ames, 1983, Fisher,

.

Winer & Abramowitz, 1983).

Once a decision to éeek help is made, a forthcoming attitude change appears to depend
heavily on (a) the counsellee’s concept of the origin of the difficulty, (b) the expectancy that
improvement will occur and (c) the relationship established with the professional helper
(Frank, 1982; Fisher, Winer, Abramoulitz, 1083). Kelly (1978) warns‘thnt a pro-active

- approach to ;tudents must be sensitive to the importance of avoiding any approach that may
be seen as interfering, checking-up or patronizing. Ames (1983) also warns that specific
counselling interventions aimed at high-risk students or at students who have recently
éxper'{péed failure may serve to wobrsen low self-esteem. Ames suggesAts the research on help-

yée/eku;g in academic settings®indicates that helping efforts ‘will be less threatening to égf)-

involvement concerns if help is posed as assistance on specific tasks or problem-solving

, Y,B“t‘tajte\gies that requj're improvements. Motivation to use counselling programs appears to be
1" ) . .

increased by presentation of information on how a'counselling intervention has been helpful to

others, 0;1 ftihe proty)ability‘ of success of those part}icipntiug, and on program content as 2

il N4 N
means of enhancing competencies already existing rather than rémediation of an

acknowledged weakness (Ames, 1983, Nadler, 1983).

Summary

The literature on Adult learners, particularly those enrolled in distance universities,
suggests that when iystitutional barriers such as requirements for pre—admissiorf academir
work and class attendance are removed, there exists a relatively high rate aof ‘*QIIUOD
ca'mpared to traditional wniversities. The needs of adult students in this envirpnment réﬂc-ct

those of adult students in conventional universities but may be exacerbated by the isolation of
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independent study and by unfamiliarity with distance education. Adults are often uncertain

about their capacity to reiurn to the formal learning demands of a university system, li.lu-l_\' to
find the responsibilities of work and family competing with their courses for their time and
energy, and reluctant to seek the assistance of professional counsellors. Distance university
students are also likely to feel gnore isolated from the ‘institution, to lack the pressure and
support of peers and, in the case of the Athabasca University system, to lack much of the
external structure and pressure of specific time lines or negative sanctions cha'r:}cteristic of
their previous educational experience. Athabasca University students are also likely to lack

awareness of how a distance educational system works.

Theories of adult learning and adult motivation for learning suggest that siudenls must
feel ¢hat their perception of themselves fits with the expectations of the institution, that thé_v
have the available time and energy to focus on education, that they have the support of
significant others and that they must experience positive reipforcement for their efforts.
Trait-by-treatment research has been proposed‘ as usefullin  differentiating which 4student
characteristics fit with which institutional characteristics. However, this research is in early
stages and provides'ﬂ;w guidelines at this ti4me. The frequently suggested link between student

characteris#ics such 35 sell-motivation and independence and distance university systems have

. not been empirically demonstrated But is supported by student and stafl observations. The

o

help-segking chara;tetistiq*of‘»am students suggest that reluctance to seek professional help
e h h

&

beé tempered by a pro-active task-oriented approach that is aimed at typical concerns
t . o, *

and presented as an enltancement of existing competencies. The need for early timing of such

an approach before problems have occurred suggests the usefulness of a preventive

. |

intervention.



Prevent i;'m Models

-

The concept,o[_prev .tlp’”? counsellmg is drawn largely from the experience of public

,“M’ aspects of pathology were 'mocmtod with social and
R \’ ¥
environmental forces .(e.g., hfe stfesses and sanitary conditions), and (b) that it was not

health recognmon @ .

necessary to be fully knowledgeable about all aspects of the etiology of a disorder to develop
successful preventive measures (Forgays, 1983). The concept is a movement away from a
medical model of ffeatment to a model of pathology as having multiple causation and

therefore multiple avenues for intervention. The ﬂplanatory model used to mount\

pathology or distress have varied with time and have |mphcatmns for choosing preventidn”
strategies. The strategies of “avoidance of masturbation, of disappointment in love. of strains
or frights” recommended by Bleuler (Kessler & Albee, 1975) for prevention of schizophrenia

would, for example, have a hard time selling in 1986.

Prevention strategies have been defined as those strategies which reduce the incidence of
“social malaise’” (Forgays, 1983) or problem behavior. Prevention is aimed at a population
for whom a targeted problem may arise. If focused on a popalation already identified as

victims. an intervention is likely to have remediation or treatment focus.

s

A major difference in preventive approaches is in the degree to which the goal of

) intervgntioni is on change in environmental conditions or pn «'hanxé in the targeted

population’s preparation for coping with difficulties‘encountcred within that environment.
Kessler and Albee (1975) observed that:

It is true that many 6bservers of our social pathology argue that patchwork solutions will

not do, and that the whole structure of our polluted, industrialized, racist society breeds

such mas;ive huf’nan injustice and distress that the only hope for prevention is for major

social reorganization. (p. 576)

. To wa@} for such major social reorganization and treat only those already in serious difficulty
L U
]
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is, noncthcle;s, seen as untenable. It is argued that “prevention is far more effective than our
capacilly to repair, and it is short-sighted bordering on blindness to build up the clinical
endeavor at the expense of the preventive one” (Sarason, 1977). It is further argued that to
the extent that humans have input into the construction of their own social reality and to the
extent that humans can learn methods for coping with the personal and social problems they
face, prevention efforts or ‘“‘anticipatory guidance" are sorely needed and <§r derdonstrated
effectiveness (Bandura, 1974; Drum & Figler, 1976, Maccoby, 1980; Kessler & Albee, 1975;
Lazarus & Folkmaﬁ.jlﬂ@ﬂ). ' "y

So called ‘notmal’ people yant prevention and enrichment. They want the wherewithal to
anticipate and dealjvitlf the many major personal and interpersonal events of living -
they want a tool hyﬁ ;fong with the car. ... There is a need and a demand for sell-

directed personal at‘d vocational exploration programs, personal and marital enrichment

.
#

programs, mental héalth checkups and prevenr.iﬁ:ﬂ maintenance programs. (Kagen, 1977,
p. 5) _ | S ﬂ

This ‘‘wherewithal to anticipate and deal with” environmental or social events reflects
the, prevailing interactive prevention model. This model incorporates both the need for a focus
on the impact o( the social situation in which the problem occurs as well as a focus on how a
person perceives, anticipates and evaluates those external events and a person's power .to
influence the effects of those events (Lazarus, 1980). Treatment strategies rhay‘then include
virteally anything that can affect psychological well-being. Two common strategies are to

teach coping skills, and to teach coping attributions for success and failure (Abramson,

Seligman, & Teasdale, 1979).

Applications of this interactive prevention model in education settings is seen as

promising. Interventions which are pro-active in nature and which provide the anticipatory

.

guidance aimed at preventing frustration and stress are proposed (Drum & Figler,. 1976

Maccoby, 1980). What constitutes a preventive intervention in an academic setting, however,

’
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may be difficult to discern. What must be done is to ‘‘separate the near infimty of
manipulations that could potentially affect well-being into those we know [and can do)
something about and those we know [or can do] little about” (Forgays, 1083, p. 704). Lazarus
and Folkman (1984) suggest that the AA’s serenity prayer applies to bo.th alcoholies and to
psychologists planning prevention programs. Each hopes that "God grant me the serenity to
"accept the things I cannot change, the courage to change ‘the things that | can, and the

wisdom to know the difference’’.

Orientation pr’ograms are an example of prevention programs in academic settings.
Such programs vary greatly, ho_wever, in the extent to which efforts are made to deal with
more than informational deficits\(BIoom 1971; Delehanty, 1982; Gardner, 1978, McCannon,
1973). Recognition that learning needs are likely to be secondary to needs for belongin.g, love,
and self-esteern suggests that a focus on needs that may supercede or conflict with
perseverance OF Success in an academic environment may be i'mportant (Borgen & Knight,
1983; Palola, 1983; Schlossberg, 1984). Orientatio.n programs that go beyond dissemination of
information to an incorporation of training focused on attitude and skill change have met
with some success (Bloom, 1971; Del Prete & Waterhouse, 1972, Gard'ner, 10;18; Haverkamp,

1983).

»

In conclusion, then, preventive intervention in counselling is a movement away from a

treatment focus to a focus on anticipatory guidance aimed at increasing self-efficacy. Efforts

~

to assist ‘‘normal” people with the information and coping skills deemed useful in reducing or
eliminating problems associated with transitional or other potentially stressful experiences are

seen as theoretically sound and empirically useful. Orientation programs for students entering

an educational program may, consequently, be usefully designed as a preventive intervention.
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Chapter Summary
Although the early developmental stage of evaluation as a formal method of systematic
inquiry precludes analysis on the basis of empirical findings regarding the success of various
models, there has been a clear trend away from a measurement and outcome approach to
approaches that incorporate multiple perspectives on process as well as outcome variables.
]
This movement in evaluation foreshadowed a,similar movement in counselling research where
 J
there has been an increasing de-emphasis on quantitative over qualitative .da;t and of
) L. ® . i . . -
outcome over” process variables. A convergence in the goals ounselling research and

evaluation has occurred with the incrcasil;g focus of counselling research on research that has

direct relevance to clinical questions and on research dealing with problems within natural

settings.

The attrition problem identified at Athabasca University gave rise to the development
of two exploratory counselling interventjons. Literature on adult studem concerns, on
effectiveness and cost-effectiveness of communication media, on counselli.ng approaches
appropriate to the problem, the population and counsel!ing staff, and on issues related to
maximizing use of é\ounselling by target populations was reviewed. The review supported the
conclusion that preventive programs a"wd at increasing student awareness of the institution,
of themselves, and of coping strategies to enhance their competencies for being successful as
students would incorporate important elements for making the transition to student life. A
problem-oriented rather than theory-oriented approach appeared to offer a reasonable

prospect of effective intervention.
*
Evaluation of such a ‘‘package” program through a multi-perspective comprehensive

process and swtcome approach advocated by Michael Scriven promised to serve the formative
evaluation needs of a dismantling and reconstructive approach to counselling research as well

ad to serve the summative evaluation needs of the host ipstitution.



Chapter 11l

Program Development

The task of developing an effective intervention progr:m-l required that attention bhe
: o

given to many complex and interacting issues. The program was designed (a) to focus on’

commoﬁ, remediable concerns of a diverse student population, (b) to maximize student
utilization and acceptance,‘(c) to be presentable within the context and constraints of distance
education, and (d) to be feasible within the realities of staff resources and institutional policies

and procedures. The program devised timt attempted to meet these criteria was an
orientation program available on a voluntary basis to new admissions and presented within
the first month of admission eit‘hfl by: mail through a self-instructional guidebook and audio-
cassette or through coum;oﬂo;;‘iéilitated group workshops available on site in regional centres

L
having available counselling staff.

Determining the common needs of students at Athabasca Ubiversity involved analyzing

- and combining a large body of information on university student needs (Gilmore, 1981;
Leﬁing. Beal, and Sauer, 1980; Widick, Kefclkamp & Parker, 1981), on adult student needs
(Anderson & Darkenwald, 1979; Aslanian & Brickell, 1980; Cross, 1981; Fenske, 1981; Kidd,
1973 Knowles, 1970; Kno*. 1977; Maehr & Kleiber, 1981) and on distance university students
characteristics (Baath, 1982, Dapiel & Marquis, 1979; Murgatroyd & Redmond, 1978,

Nicolson, 1977; Thornton & Mitchell, 19~78) with the clinical and empirical information

available on the specific needs of Athabasca University st&ta {Coldeway, Spencer, &

Stringer, 1980; Shale, 1982; Paul, 1981). A syothesis of this information indicated there would

be value in designing an early preventive intervention to address concerns at the point when

they surface (Haverkamp, 1983; Thorpe, 1978; Tough, 1971) and in designing a program
focused on increasing awareness (a) of the nature of the task undertaken, (b) of the student’s

readiness to undertake this task, and (c) of the potential resources available to assist in

45
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/)Xdealing with essentially normal transitional concerns (Drum & Figler, 1976; Kanfer, 1975;
\
Karoly; 1982; Kessler & Albee, 1975, Lecomte, Dumont & Zingle, 1981; Maccoby, 1980;

Meichenbaum, 1979; Nadler, 1983; Schlossberg, 1984).

Program Model
.
The program contents may be described within the framework of an adapted version of
Haverkamp's (1980, 1983) model of an orientation program. This model includes a focus on
(d\e academic institution, understanding self, and developing skills for Iearning.}’!‘he program
developed for this study included the following components, {a) the nature of the academic

institution, (b) understanding self in relation to institutional requirements, and (c)

development of awarencss of needed skills and of resources for acquiring skills.

The first component, the academic institution, included information on Athabasca
University's distance educational system, student population, and institutional resources
available to students. The second component, understanding self in relation to institutional

requirements, included information and exerclses designed to make possible assessment of

personal and situational strengths and weaknesses :l terms of the demands and constraints of
a distance university program and assessment of the impact that a return to student life
might have on lifestyle, as that lifestyle reflects personal priorities and role responsibilities.
The third component, development of awareness of needed skills and of resources for
acquiring skills, included information and exercises focused on planning and communication

with significant others, efficient learning and study skills, and motivation maintenance skills.

Design of programs that attempted to maximize the possibility of being seen by students
as useful and minimize the possibility of being seen as threatening (Ames, 1983; Fisher, Wir}dﬁ
& Abramowitz, 1983; Jeffrey, 1974; ‘Lenning, Beal, & Sauer, 1980; Nadler, 1983; Rodin, 1982:
Sarasd@, 1977) was viewed as essential for both therapeutic as well as administrative reasons.

Although there is some evidence that participation in counselling, advising and orientation



programs may be associated with increased student achievement (Bloom, 1971; Gardener,
1978; Thorpe, 1978) and persistence (Lenning. Beal, & Safier, 1980) there is also evidence that

oniy a smyll prop(‘mion of students (Haverkamp, 1983) use student support services.

Studies on help-seeking behavior suggest that interventions that are (a) pro-active
(Shapiro, 1983; Krings, 1976; McDaniel, 1969), (b) focuse:i on issues clearly identified as
typical concerns of the target populali‘on (Danish & D'Augelli, 1980; Nadler, 1983)-and (c)
presented as issues that are within a person's competence to resolve - either by themselves or
with some external assistance (Bandura, 1977, 1982; Kanfer, 1975; Richards, 1978; Rodin,
1982; Roskies & Lazarus, 1980; Meichenbaum, 1983) run a relatively low risk of being
perceived as threatening or embarrassing (Ames, 1983; Janoff-Bulman & Brickman, 1982_;

Nadler, 1983, Sh&o, 1983) and consequently ﬁay achieve a relatively high tate of

utilization. ’ '

From an administrative perspective, the possibility of attracting students to the
programs developed on a voluntary basis precluded making such programs compulsory.
Within the open admission philosophy'of Athabasca U'niversity, proposals for compulsory
admission procedures had generally been met with resistance and could be expected to meet .
resistance in the future unless a strong case for an effective outcome for a program could be
documented. Attention to the appeal of the programs to the target population was

consequently of value.

Program Description

The design” of a program that could be presented within the context of a distance
university such as Athabasca University required 3 program that could be made available to
students living anywhere in Canada. While a single distance program would satisfy- the

requirements of accessibility to the entire student body, such a program would fail to

capitalize on the benefits of face-to-face interaction (Arbeiter, Aslanian, Schmerbeck, &
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Brickell, 1978; Dilley, 1971, Moore, 1981, Singer, 1081) for students and staff who |;rcfoned
this medium and who were geographically accessible. Two programs -were consequently
developed.

One program consisted of a sell-instructional guidet;ook (Fisher, 1975, Forrer, 1974,
Mosan & Croker, 1981; Packard, 1968; Swain, 1976) with an accompanying audio-cassette
(Golddiamond, 1976, Logan, Fuller, & Deneby, 1976). The text ‘written for the home-study
guidebook "“A Package of Shoelaces” is given in Appendix E. The transcript of the audio-

cassette (as well as the video tape), Telling It Like It Is,isin Ap%cndix F.

The second program developed was a four-hour group workshop (Hartmen, 1979; Levy,
1977: Loughary & Hopson, 1979). The length of the workshop was based on the presumed
value of providing a workshop (a) that would be utilized by students with heavy time
commiiments. (b) which could be provided outside of typical working hours (i.e, either during
an evening or on a weekend), (¢c) which was sufficiently loag to have some impact on studeants,
and (d) which could be provided frequently during heavy enroliment periods. An Instructor’s
Guide (see Appendix F) was written to assist counsellors in central and regional offices in

leading orientation workshops in their districts.

Video and Audio Cassette Production

A video and audio tape, Telling It Like It Is, was produced to provide a stimulus to
student self-assessment as well as to provide modeling of successful coping st.mtegies
(Bandura, 1971; Hasford & Mills;A 1983, Kunce, Brush, & Thelan, 197.4)4 The format covered
student's assessment of their choice of Athabasca University as well as modeﬁeg of *‘covert
coping strategies and overt achievement skills” suggested by Kunce, Brush, & Thelan (1974)
following Bandura (1971) and Meichenbaum (1971, 1979). These guidelines include the

following elements: (a) .model openly expresses difficulty or uncertainties about problems

faced, (b) model verbalizes determination to deal with the problem, (c) model describes critical

> .



Jhe
components in reaching goal, (d) model makes felf-rewarding statements and exhibits wtive

“effect for successful coping efforts.

To enhance the effectiveness of this learning approach, models having demographic
characteristics similat to a large proportion of Athabasca University studeats were used
(Hosford & Mills, 1983), models having different approaches to accomplishing their ‘;oah were
chosen to facilitate identification and demonstrate the need for individualized problem-solving
(Bandura, l%ﬂl) , and cueing ot directed observation was used in both the workshop and the

guidebook (Kunce, Brush & Thelan, 1974).

The focus of the two programs was on similar content aimed at achieving similar goals.

An outline of each, presented briefly, illustrates the approach used in the programs. A pilow

run of both programs was completed prior to conducting the field test for the evaluation

. ~
project.
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WORKS O,

{See Appendix G for the Instructors Guide to the Workshop)

9.00 - 915 Welcome

Housekeeping details
Introductions - participants & staff

915 - 9:.30 Review Athabasca University structure and '

resources
Review Athabsecs University student and adult
student characteristics

9.30 - 10:00 Videotape, Telling It Like It Io

10:00 - 10:15 Scif-assessment exercise

10:15 - 10:30 Small group exercise: Share views on strengths and

10:30 -

10:45 -

11:20 -

11:50 -

- 12:50 Discussion and exercise on strois innculat

potential concerns relating o returning to school

a

10:45 Coffee break

11:20 Small groups bring to large groups their shared
lists of stréngths and concerns

11:50 Discussion and exercise on impact on lifestyle” )’

12:20 Discussion and lecturette on learning and study
.‘kl”’ . o~
P

- -

v\i‘
L 2

- 1:00 Wrap-up and evaluation forms. Individual qut-stion¢ ,

time.




HOME STUDY FORMAT
(See Appendix E for the text of the Oriemtation Guidebook)

Introduction: Welcome to Athabasca University .
Chapter 1: 'Review of Athabagea University system and resources

Chapter 2: Review of Athabases University student and adult
student characteristios

Chapter 3:  Self-assessment. ,
Audid‘pe, Telling It Like It Is
Self-assessment exercises

Chapter 4: Review of life-style changes required by a returr to
education.

The Week That Was/The Week That Is To Be exercise

Chapter 5:  Review of learning and study skills
Focus on need for consideration of time, place and skills

Chapter 8: Review of need lar self-maintenance of motivatign
Introduction tq stress inoculation ‘K{ )
¢« .
. . . &
Evaluation questionnaire
Appendices: .

A Student Service Staff Profile

B Supplementary Reading Materials List

C Techniques of Study

D Using Libraries

E Stress Management Skills: Self-modification For
Adjustment

51
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Methodology * § -

»

In this chapter a description is presentad of an evaluation approach advocated by

*r ‘e
Scriven (1974) for assessing program effectiveness. j S

‘ L 4

Scriven's evaluation model wa; chosen for this study becaus.,e it was seen as having merit
: - . -
for the task of analyzing program effectiveness and worth in terms of the various audiences or
consumers of this evaluation. It's merit lies in adding to the outcome measurements of
rescarch design a consideration of additional informatiqn relevant to ﬁfl’ and administmlors
involved in maki'i;g decisions on program change and_ program Support. This additional

T

information includes explicit empha.iis on (a) analysis of p‘rocess, a step critical to dismantling

or consl.ruct'ive\ apptoaches to outcome eafch, (b) consideratiqn of side effects, which ma
PP Ql 3/

be as imporﬁnt as the main effect, (c) consideration of cost, a factor of increasing importance
a

_ as educational budgqp dimini*;md (d) consideration of clinical judgment as a valued

_ -
criterion, a conieration that inc ides those judgments that are the sine qua non of clinical
. , .

practice. While many evaluation approaches include some of the foregc;ing factors to some

_degree, Scriven's model ‘has persuasive a% at a time when counselling research is

p
m'i

. : \
‘ undergoing a movengent away from comrolled analogy gesearcb design (Kazdin, 1983). The

appeal stems from the use of experimental cﬁ’sngn as a criterion having a high priority within
- v\ £

.the evaluation scheme, and tbe emphasis on ln integration of clinical and outcome data.

.

A

The evaluation model}vaa adapte'd to fit the characteristics of the problem and the

A

{ T . N
institutional setting involved. Each of the thirteen dimeansions or criteria will be described and

:

information sources used in this study to provide data on those dimegsions will be given. The

proc'g}a used in a&niring this information will also be described when appropriate. Finally, the
LY -
o
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procedure for synthesizing and rating the data on the thirteen dimensions according to

¥
.

Scriven's "“Product Evaluation Profile” will be outlined:

Lvaluation process. Acceptable -evidence on the following thirtecn dimensions i
necessary, according to this model, to judge program effectiveness. The first two dimensions,
noed and market, are considered preconditions to program development. Expenditure of

resources on program development is seen as unjustified unless acceptable evidence is

provided that these preconditions have heen met. Dimensions 3 through 10 are “performance

criteria’; they include information on {-ocess and outcome measures on the consumers of the
" ¥

program, on critical competitors of the program, on long-term effects, on side effects, on
processes involved in the program, on causation of effects, and on statistical analysis of

effects. Dimension 11, educational (or practical) significance, is a synthesis of itemy’3 through
: N ,

10. Dimension 12 involves estimation of costs and cost-effectiveness. Dimension 13 is a

.

consideration of the.extended support available to a program.

£

Dimension 1 is the need or ]ustificatiou for using resources to develop a program.:

This consists of the determination of whether there is a genuine need for the program. It
addresses the question of whether there is a defensible social or economic need that may be

serviced by the program. This is not equivalent to the rationale for research, ie, 2
s {

determination that a study may help close a gap in knowledge regardless of any foresecable

. ]
application of the knowledge gained. This a precondition to program development.

Scriven proposes that among othgr factors, consideration should be given to (a) number
affected, (b) social significance, (c) absenc‘e of. sub§t&tutes, and (d) mult;plicative effects.
- Ratihg of need is made accor&ng to th; “foll‘owing\;s-poiut scaless0, No good evidence of
sii_niﬁcant peed; 1, Possibly significanl,’ne.e;‘d; ‘2 ‘Probably signiﬁcznt need; 3, Great

- v
importance; 4, Maximum priority - a desPerate peed.



Sources of information used incladed the attrition rates skd conrerns related to attrition
within Athabasca University and a review of literature on “"attrition as its relates to the

transitional needs of adult learners.

0
1

Dimension 2 is the assurance that a market does, in fact, exist for a proposcd program.

"

In Scriven's view the design of a pgpgram, no matter how theoretically elegant is unjustified ,

ﬁnless one assures beforehand such pragmatic issues 3. whether there ‘exists (a) a
demonstrably reachable marlget, as opposed to the ma?ket assumed to need the prograni :ll.ld\\
(b) present or foreseeable resources that would be requ.ired if the program levalu:;tion is
positive. ‘

Scriven proposes that, among other factors, consideration should 5e given to (a) the

- ——

clarity, ha;ibiligy, ingenuity, and economy of the dissemination or marketing plan, (b) size of
the market, and (c) importance of the market. Rating of market is made a\cco,rding to the
following 5-'point scale: 0, Inadequate evidence to suggest 'th_at a significant ‘market will be
reached; 1, Possible, but not probable:‘that a significant; market will be reached; 2, Significant

market wilu)'roﬁbl'y be reached; 3, Large an«@important matket wiil be regched; 4, Very

large and/or very important market will be reached.

Sources of information used to obtain evidence on this dimension included (a) student

-

demand for the pilot run of the programs as well as for the field trial, (b) student e‘lu’ations

of the programs, and (c) Athabasca University plans for staffing Regional Offices in Alberta.

< _
Dimension 3 is a true field trial. This critetion requires a field trial that refers to (a) the

LY
final version of the program (for summative evaluation), (b) typical users and staff members

»

who are conducting the program, (c) an absence of involvement by the program developer or

aDy speciallmistance, and (d) the typical setting and time-frame in which the program will be

v )

used. Scriven warns that this checkpoipt is rarely achieved due to deadlines, over-
. ¢

. . ¢ &

commitment and under-financing. The predicted deficiences will be evident in this study on

point (c) which calls for the absence of the program developer in the trial run of the program.
. ¥ '

-

K



In Che case under study, the program developer also held primary respor}«jbilﬂy for conducting
the programs. The criterion was partially met. however, in that the program developer will

probably be a principal user in the foreseeable future.

-

The factors considered in Sssessing this dimension are whether the field trial used (a) the
final version of the programs, (b) typical users, (c) typical aids, (d) iypiv:nl setting, and (4-).
typical time frames for which the program is proposed. Rating of the field trial v made

according to the following S5-point scale: 0, Relevance unclear; 1, Serious weakness; 2

]

" Reasonable bet for generalization; 3, Minor differences; 4, Perfectly typical

\ The source of information used as evidence for vmegting the criteria required for this

“dimension was the field trial of both programs from September 1 through November 30, 1984

/ .
in the Northern Regional Office of Athabasca University. The programs were carried out
[ .

within a typical time frame, setting, and with a typical student population. The program

developer was also the workshop leader. "

Dimension 4 required that attention be directed toward obeaining the-;vahgtit)n

perspectives of all program consumcrs. "Consumers” in this context, is defined broadly as any
Al

group or individual the program “is addressed to, commissioned by, and - regardfess of these

two considerations - responsible to'' (Scriven; 1974, p.14). The consumers have, for the

e = — - V3

purpose of this study, been defined as st’udenti and prospective students of Athabasca
University as well as groups within the dniversity who were expected to be involved in direct
use of the programs (Student Servic‘é"‘ﬂ'),a-hose responsible for supporting the cost of future
revisions of the programs (administsrf';nors), and those who have variable direct and indirect

impact on the support given to Student Service programs (i.e., academic staff and tut'ors). o
L] § g - .
3 ,

The intent of this dimension is to\inﬂﬁa@ consideration not only ol,tlle,obﬁom

‘consumers, i.e., the subjects or program participants, but also others who ar~ concerned with

program effects. These consumers vary according to the nature of the program evaluated but

might include taxpayers, students, counsellors, administrators, and government agencies.

L4

&
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Rating of evidence that the consumer views have been obtained is made on the following 5-
point scale: 0, Only speculation about the most important “consumer’’; 1, Weak data on the
most important “consumer’’; 2, Good data on the most important “consumer’; 3, Fair data

on all relevant “consumers’’; 4, Full data on all relevant '‘consumers’'.

Sources of information used to obtain evidence on consumer perspectives were records

on the entry chgr'acter,istics of students in each of the groups studied, participant evaluations
BARY . :

of Ayu; programs, and a survey of a representative sample of Athabasca University
i ‘

r .
sdministrative, academic, and tutorial staff views on program content and effectiveness.

Dimension 5, crucial compvan'aona, addresses the question of whether the program being
evaluated is being‘compared with possible alternative programs or ‘‘critical competitors'.
The question of whether one could achieve better results with less expense should ideally be
known or, at minimum, be esiim_ated. . , o

Assessm;nt of whether adequate evidence on this dimension has been obtain%(féquires

that compagative assessment be made with competitive programs that are byp;Lhesized,
created, projected, or existing or that program effectivencss is compared with a no-treatment
group. Rating °', evidence on crucial competitors is made on the following 5-point scale: 0,
Little or no useful comparative data; 1, Lacking data on some of the more important
competitors; 2, Fair dat;s on the most important competitors; 3, Goodf’da‘t':x on the most

important competitos(s); 4, Good data on all important competitors.

This study examines the development of two new programs which do not replace an.

‘existing program. These two programs are compared to each other as critical competitors and

compared n well to the previous alternative available, that of individual counselling.

Sources of information used to obtain data on crucial comparisons included comparison

of the process and efficacy of the two programs developed through surveys of student

response, tﬂiough expert judge assessment, and.through comparison of outcome miasures

! : . - @
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using a quasi-experimental design, a survey of literature and of Canadian universities (o
determine the nature and availability of alternative orientation programs, and comparatin e

costs of the two programs developed for this study.

4

L .
Dimension 6 calls for evidence of long-term program effects. Long term performance
criteria are seen as highly desirable and often crucial. These measurable outcomes may- be
difficult to obtain, especially in the case of short-term programs, but are highly valued when

available.

Scriven suggests th‘nt the search for long-term effects t:;kevinto account those occurring
anywhere from a week Iater‘. to many years later. Effects may be measured by a variety of
outcome measures as discussed on other performance dimensions. Rating of evidence on long-
term effects is made on the following 5 point scale: 0, Useless or no follow-up; no other
grounds for inferring long-term effects; 1, Follow up or other data suggests a conclusion about
effects when needed; 2, Follow-up gives reasonable support to a conclusion about el’frcts when
needed; 3, Sbme direct evidence about the effects at times needed; 4, Good direct oviéonu-

about the effects at times needed.

Sources of information used to obtain data on long-term effects included (a) a three
month follow-up questionnaire' on student preparedness, (b) a five montﬁ follow-up interview
covering student experiences with their courses and (c) a 10 to 12 month follow-up of course
prt;gress and course completion. The questionnaire was a mailed survey, the interviews were
done by two independent interviewers who had training in the use of a semi-s(“ed
interview format. Course progress and completion data were taken from Registry records.

(See Appendices P, U and discussion of results in Chapter V for further detail on procedures

2

used.) y ,
o _ - Y

"ts be assessed. Scriven
- ) “‘. ’ ‘
argues that these effects may at times be more importsnt than the main .effects. ;An

independent search for side effects is repommcnd‘ed both to avoid bias as well as to enhanee

#

P . -
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the a‘earz‘ch for unintended effects by having an objective perspective in observing effeets. This
i85 the b“asﬂis of the goal-free evaluation approach put forward by Scriven as having

considerable merit in summative evaluation.

Scriven proposes that the rating of the search for side effects consider whether this
search was (a) comprehensive, (b) skilled, (c) independent, (d) goal-free, and (e) conducted on
process as well as outcome variables. Rating of the search for side effects is made according to
the following 5-point icnl;: 0, No worthwhile study; 1, Somé study made, but inco}nplete; 2

Barely acceptabl-; 3, Generally good; 4, Meets all requirements well.

Sources of information used to obtain evidence on this dimension were (a) open-ended
questions on self-report questionnaires sent to the students in the third month of their course
(se; Appendix P), (b) 2 survey of a sample of University administrative and academic staff to
determine their views on possible goals achieved other than those to which the prograrﬁs were -
directed (see Appendix N), (c) -interviews with coiunseIAIors who participated as workshop
leaders prior to, and subsequent to, this study, and (d) examination of the entry

‘ .

characteristics of participating students. o

Dimension 8, process, requires observation and evaluation of the program components
which substantiates or invalidates the claim of performing a desc;ibed process. While a
detailed description of the program should provide sufficient detail for independent oBservers
to jugige t..he process, this should be combined with othet evidence such as expert judges of the

process amt observations program effects.

<4

Asseum‘ént of evidé ¢ on this dimension should include consideration of (a) deg

congruence (b) casual cluy (c) outcome meuurement instrument vahdlty (c) jud
o . Q . .a-

relmb:hty. aq& (e) eboewthom—that suwst any positive or negatlve'ownll effee
ﬁ °

involved. Raung o! evtdglp:e on process umade on ‘&e following s-pomt sé:ﬂt Uy,

1, Sngml'lcant QmIS:SIOD(S); 2, Rgasgnable nsl;; ,.53, Appg”mfacwry, 4, Passes wnth n .

colors. - - g

t



Sources of information used to supply evidence on this dimension were (a) program
LoD
d‘(:bn%tions (see Chapter Il and-Appendices E. F, and G), (b) student response to components
of each program (sge Appenﬁﬂfc} K and L), (c) "Expert judgc." evaluations of program
effectivenesses in reaching outcomes (see Appendix N).'(d) evaluation of program process by
external reviewers. Some evaluations of the héme-ﬁtudy program were elicited at a conference
for "Counselling in Distance Universities™ in Calﬁbridge. England, in October 1982, Some
were obtained through ‘\_vﬂolrd-or-mouth within Alberta and British Columbia post-secondary
institutions. Another wa's obtained by refe[eﬁce in Stress  Inoculation Training

' \
- (Meichenbaum, 1985) to the section of the program having to do with stress inoculation

training.

Dimension 9, causation, calls for a demonstration that program effects reported cannot
reasonably be attributed to influences other than Qhe’brogram. Scriven views coatrolled

experimental design as the strongest alternative in satisfying this criterion.

The source of information used as evidence of causation was a quasi-experimental design
cohducted to determine whether either of the two programs developed was effective in
incréasing the course completer or “sta‘rt" rate for entering Athabasca University students

registering in the Northern Regional Office between Septemﬁer ‘l and November 30, 1081

Because the long-term effects of a short-term program could be masked by many events
occurring subsequent to that program, a search was also made for evidence of short-term

measures related to the long-term measureinient of completion. Evidence that ‘'non-starts’ or

'
+

students who show no evidence of beginning their courses constitute a major proportion of
K M

non-completing students (Shale, 1982) suggests that increasing tlié:npmbér of students who
start their course work may be viéwed as a first step in the dire’c}ion of preventing attriiion
and may be evidence that the program has scrv'_ed a purpose ini‘assisting students past the
“induction crisis’ (Daniel, & Marquis;, 1979). Further evaluation e!iréns—‘mig'ht then be usefully

s
directed at what occurs after this initial period.
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The question asked in this portion of this study was whether there would be a significant
difference between the treatment groups or between either of ‘the two groups and the no-
program comparison group in the proportion of students showing evidence of starting their
course work (as demonsiratcd by a course mark appearing on the studegt record system) or of

completing their course work.

Selection of subjects was made by random division of all new Athabasca University
sﬁudehts tegistering at the Uﬁiversity's Northern Regional Office during the months of
September, October, and November of 1984 into three group;. Groub A, the home-study
treatment group, received invitations to obtain a home-study orientation program. Group B,
the w0rksh6p treatment‘ group, received invitations to attend an orientation v'vorkshnpf
Group C, the no-program comparison gfpup, received no invitation. Each group had an N of
162. From Group A, 34 (20.99 percent) volunteered to participate in a home stud); orientation
program. From Group B, 35 (21.66 percent) volunteered to participate in a workshop
program. From Grgp Ca mnd;>m selection of 35 students was chosen as the no-treatment
corﬁarison group. Because of the possible volunteer bias in grdups A and B, each group was

LN
compared on characteristics previously found to be related to completion rates, i.ey fge,
educational background, and ge‘nder (AU Trends, 1985). The groups were also compared on
“the b'asis of length of time since last enrolled in formal education. This last 'fomparison was

made on the assumption J.hat being out of school for long periods gay be positively related to

greater uncertainly or stress in the process of getting started on@@iversity program. If such
I3 9
s /’

a comparison showed the experimental and comparison gro to be equivalent on these
characteristics the threat of a volunteer bias in favor gf h%ghor completion rates for the

experimental groups would be reduced. AT

—_—

The following treatment procedure was used. Each, participant in the home-study

treatment group A was sent an Orientation Guidebook with the accompanying aldio cassette,

1 4
Telling It Like It is, and a booklet on relaxation procedures. Each participant in the
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workshop t‘reatment group B was registered in an orientation workshop. Four workshops were
held in the Northern Regional'Ofﬁq’g of Athabasca University, two in September, one
October, and one in November 1984. The receipt of the home-study program and the
nvai}gbility (;f a wo.rksbop were timed so as to be available to each subject wilhin the first
month of their course. Workshops' were ﬁcld in a comfortable conference room The
investigator served as the workshop leader on each of the four eccasions on which the

workshop was given. The home-study orientatioy program was mailed within a day or two of

receiving a telephone or mail request.

Anonymous evaluation i’orms_(see Appendices H and J) were included in the Orientation
Guidebook and were given to workshop participants at the end of each w'orkshnp, These
evaluation forms included numerical ratings of the programs on a number of dimensions
related to the content of the wor!(shup as well as including open-ended questions. These
permitted a comparison of the two programs in terms of-student response to the content of

each program.

A second questionnaire (Appendix P} was sent to subjects in cach experimental group as
well as the no-treatment comparison group in the third month following registration. In

addition, a random sample of each group was interviewed at approximately the fifth month

following registration. Interviews were completed by trained interviewers. T!w questionnaire
and interview format were designed to elicit {a) students perception of how well informed they
were about Athaba\‘sca University's instructional system when they first began their course
work, (b) information on current course progress, and (c) self-report assessments of student
awareness and perceived capacity to cope with the concerns of adult distance university
students that had been addressed in the experimental orientation programs. The last measures
obtained were Registry students records containing course progress and course completion
dat'a. Tests of statistical significance were done on course progress and course completion

data.
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Scriven proposed that the search for causation consider factors related to the strength of
the experimental design, i.e., whether the seareh is based on appropriate interpretation of data
or on an appropriate quasi-experimental or experimental design. Rating of evidence on

causation is made on the following scale: 0, Hopeless bet; 1, Weak bet; 2, Plausible bet; 3,

Good bet; 4, Impeccable. ,

L

Dimension 10, statistical analysis. is seen in this evaluation model as the single
desirable quantitative ériterion which is, nevertheless, regarded as worthless unless
accompanied by assessment of educational or practical significance as judged in Dimension 13.

It is argued that lack of statistical significance may be compensated for by expert judgment

that ysefu) gains have been made toward meeting real needs.

Assessment of evidénce provided on statistical significance should include consideration
of whether an appropriate statistical test was applied and whether an appropriate significance
level was found. Rating of this dimension is based on the following S-p;int scale: 0, Not shown
to be significant; 1, Ma.rginal significance; 2, Reasonably significant; 3, ~High significance -

. y

well-tested; 4, Flawless analysis, astronomical significance.

The source of information used to determine statistical significance was based on using a
chi square test Lo compare two or more independent proportions obtained from dichotomous

data (as described in Ferguson, 1971).

Dimension 11, educational (or practical) significance, is a synthesis of evidence
presented on dimensions 1 - 10. This process requires that judgments be made on all the
evidence presented which indicate whether or not gains have been made in meeting the needs
identified in Dimension 1. A means of providing a rating of evidence and a synthesis of

evidence is provided by Scriven's Product Evaluation Profile.

Assessment of evidence on educational significance should include consideration not only

of the presence but the direction and strength of the evidence presented on need, market, field

<)
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trial, consumers, crucial comparisons, long-term effects, side effects. process. causation. and
statistical significance. Considerations should include is;ues telated Lo the strength and
cnmprchensivonessvhf the evidence presented Rating of this dimension is based on the ratings
given on items 1 - 10 and is made on the following 5-point scale: 0, No significance
demonstrated, 1, Low significance dﬂ-nnnstrated; 2, Moderate significance demonstrated. 3,

High significance demonstrated; 4, Very high significance demonstrated.

Sources of information ustd to assess evidence of educational {or practical) significance

of program effects are those provided on Dimensions 1 through 10.

Dimension 12, rost and cost-effectiveness, involves obtaining costs of developing and
maintaining the programs. Costs relative to the program gains achi;-ved and relative to
p(;ssnhle alternative programs must be estimated. Since estimation of costs is subject to bias
and is a difficult technical task for which most evaluators are not trained. Scriven
recommends that a cost analysis be done {by an independent accountant if funds permit

Funds, in this case, did not permit. Estimation of relative costs were, however, considered and

presented.

Scriven recommends that presentation of evidence on costs should include consideration
of whether cost analysis has included (a) costs for all competitors, (b) todepeadent judgment
of costs, (r) expert judgment of costs, and (¢) a comprehensive cost analysis. Rating on cost-
effectiveness is made according (o the following 5 point scale: 0, Apparently excessive for
comparable products, ar data inadequ:xte; I, Probably high for comparable products. or
somewhat incomp‘ete data; 2, Reasonable for comparable products; 3. Significantly lower than

comparable products; 4, Breakthrough for comparable products.

Soutces of information used to obtain evidence on this dimension included a comparison
of staff and materials costs for the two programs developed as well as for the alternative of

individual counselling sessions.
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Dimension 13, extended support, is considered a desirable rather than a hecessary item
by Seriven. Recegt evaluation emphasis on the political aspects of insuring a responsive

audience for evaluative results suggests a higher value be placed on this checkpoint than is

emphasized in Scriven's model. ) @

Evidence presented on the availability of extended support should include conmsidcration
Q?;}/hclhcr there exists a post marketing system for program improvement and further data
collection, a plan for updating program materials, in-service training for staff users, and plans

for new uses of the program.
\

\ .

Rating of extended support is based on the followliwq--%.ﬂlilb scale: 0, Negligible -
apparently none; 1, Weak - less than adequate; 2, Minimally acceptdble; 3, Good and fairly
comprehensive; 4, Excellent and comprehensive.

Sources of information used to obtain evidence of extended support included (a) budget
submissions for program updating, (b) involvement of administrative judgment in program
development and program assessment, (c) in-scrvice training of counseiling staff as workshop
leaders, (d) plans for evaluation reports, and (e) plans for extending the use of the workshop

groups for peer-support.

The Product Evaluation Profile. A summary rating of the presence and quality of
evidence on each of the thirteen dimensions specified in this evaluation model provides the
concluding’ synthesis of-information as well as the final judgment of program effectiveness
The Product Evaluation .Profile (Figure 1) is suggested as a means of plotting these ratings
Scriven argues that an adequate evaluation requires a rating of 2 {acceptable) on all
dim.enlious. Judgment of ratings would typically be based‘on debate among a number of

H

informed evaluators.

I
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Figure 1
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Note: From "Evaluation Perspectives and Procedures™ by M. Scriven. lo W.J' Popham (Ed.) 1074, Evaluation
in Education: Current Applications. Berkeley, CA: McCutchan Publishing. W
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~. Results
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The purpose of thi§ study was to evaluate whethgr a counseMing intervention

appmpnﬂe*f‘" Athabasca lmverﬂty could be designed which would assist students in the
x

-
’

pursult,pl’ their :-ducauonal goals and which would assist the UniversMy in understanding the

o

reasons for ngtrhmn. Two preventive programs, available to students either through self- ,

“ v

instructional home-study materials or through workshops held in fegional offices, were
. n -

developed. Evaluation of the programs was based on an apptoach suggested by Michael’
. - )

v [
Scriven (1974), In tl'\is chapter results of that evaluation are presented. »
. . \ v b
gment of a program. accojrding to Scriven's evaluation approach, depends both on N
the 'f uacy of the information gathering process and on the weighting or valuing of that

informa!ior’\v\inAterms of its support or non-supportiof the program in question. The first
section of this chapter, on population, process. and outcome results. includes descriptions of

‘\>

* (
summaties in the wrond secuon The second section of thls rh'\pler contains summm(s of
Y . ~

- . . ’ . )
*the quos'llonnmres interviews and student record information used as a basis for th

' informa{ion.bbtﬁxined on each of the thirteen dimensions deemed essential @good evaluation
in Scnvens appmnch and mcludes as well judgments made on hoth the adequacy of “the
¢

mform'm(m gathenng process and the direction of the 4‘V|dou€e provided in terms of its
+ support of th?\_'programs. . . \ " n I
B B ) 7 \
3 . .
& ‘ . - -

r
Population, Process, and Outcome Results w

' -
v ~ . - .

. - . ' o

v, The evalua%u’ approach used for this study required that mfor’maudn be obtained on a

. .rg . . pe .

wide nnety of process and out&e variables. Emphasis is placed on jndgments of |mport:ml
® .

*

consumers (ie? thosé'cond\;ctmg and fundlng the progfams as well as those pamcnpaung m |t) }

1

- . 4
4 as ngl as- on measurable outcomes. Information of tfiese vanables was obtained ;Fr’ough (]
. © - .
L - L. - B N N

: 3 ., B

- . J N -, ‘ l lf_?_. 1 s ?,.,
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examination of relevant literature, internal documents and discussi(ms ‘with Aty abasen
University . staff, Athabasca Univers..y student records, and a series of questionnaires
addressed to participating students and Athabasca University “expert judges” as well as °

interviews with a sample of students in the experimental and comp:u;son grofps. - ) ' -
. s . R
L 2

' 4

¥ y X3
. ] _ . .t -
This section contains the results of (a) a search for the entry ch:\r:‘x};or 1cs “';ﬁ'n"’. ¢
in each of the experimental ’programs und no-program comparison groups, (b) participant

.. >
evaluation of the experimental home-study and workshop programgs. (c) “expert judge™

: ' - »
assessment of student nmeeds and of program effectiveness, (d} a questionnaire mailed to

students in experimental programs and the no-program comparison group at three months

followinrg registration. (e) interviews held approximately five months following regist ration .

»
.

wit-h a random sample of students in the experimental program and no-program comparison
j

groups, anJ (f).a.seapch of Athabasca- }ﬂ\ ersity student records for data on coue progress

o '
and cotﬂse compwaf{the e*rﬁﬂﬂiﬂd comparison g?ou”’ ,

A
' ‘ *

Entry .chamc@nstncs The voluntarv nature of the participation in the programs gan e

importance to-determination of the dlaraé'lori<tics of the partipating populations for twa

reasons: the first.to shed light on which students were likely to use the programs if offered on
. _
a voluntary -basis, and the second to se¢ how similar or different the experimental and
: . L
con%arison grcﬁ:ps were on presumed relevant characteristics.

r -
~

-



. Table 3
ot . IR o -
o Characteristics of Students in the Experimental Home-Study
and Workshop Orientation Programs and in the No-Program
Companson Group
, /
No-Prograny, <« Home-Study  Workshop Combin#d
« Characteristics Group I\ ‘Group Group Home-Study
S . Worksliop -
] ) : Group
N=35 N=34 N=35 N=69
&
. ’ ! o i
Mean Age 29 34 35 . 345 )
. , - _
Educational background =
(%% of group) o
-Some university or . i
completed degree - 25.6 4 419 12.9 274
_ =Other post-secondary i . )
- education 32, 193, . 387 200 ’
-Senior matriculation 9.7 97 & 9.7 9.7
-High school diploma 129 226 19.3 21.0
-Less than HS diploma 19.3 6.4 19.3 129
G % of gro * -
ender (% of group) 4
-Women ' 51.6 426 712 -60.0
-Meh & 485 574 . 226 400 .
Time sigce last enroll- ' )
dnent in formal education” ‘ ) N
(% of group)
-Within last 5 years 64.5 484 ' 2§.8 37.1
-6 to 10 years . 129 193 19.3 193
-11 to 15 years ' 9.7 19.3 258 226 S
-16 to 20 years 1 6.4 97 8.1

~Over=1 yedrs 6.4 64 - 193 12.9: AN
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Examination of the characteristics ‘qf Students participating in the home-study and the
workshop brientation program indicated that each program .nltrqctrd different types of
;tudents. Table 3 reveals that participants in each program were of similar age but differed in

" .
educational backgrounﬁ, gender, and time lapse since last enrolled in foimal education. The

. . ‘ i
home-study group in contrast with the workshop group had a highe? incidence of students

who (a) had university background (319 compared with 12.9 percent), (b) were men (h7 1

t

compared with 22.6 percent) and {c) had been enrolled in a. v formal edumg_m‘al pmgr:w'

recently (48.4 compark 25.8 percent within the previous five 'years). With

at the programs were not, by and large, competitors for the
.

/qj{ferenccs. it seemed cle.

‘ ) » .

same. pop‘ui:mBn\oT,MS within the urban area studied. Participant response to the two
- .

Ve

- ‘ P .
ams coméequently had to be viewed as coming from non-comparable groups, and analysis
. .

the® results of the !wb programs required cognizance of the group differenqes. The highes

-
educational background of the home-study group was setn as especially relevant to course

N

. ~
outcpme results because of the strong predictive association between previoud education :ind
p

. current academic sum"rhe differences found in the program populations were ajso
impportant to formative evaluation regnrdmg future progrnm Yocus and applicability. The

r latlve1y hlgh proportion of men partlcnpatmg in the > home-study program (57 4 percont from

an overall Athabasca Universny population h:\vmg a 39 - 61 percent male - female split)

o

suggested that this program was more acceq‘.able to male students than was the workshop

-

. - p \ ' . :
program which attracteﬁonly 22.6 percent male students. The workshop program, by

ﬁgtrast, atiracted a high proportion of_womeh (77.4 percent) who had a lower educational

""" background than either the home-study or comparison group.

Ad ’
\Ot{rjparabiliw' of experimental and the comparison groups gives credence to the

.

assumption that differences in outcome measures are due to pfogr;m effects rather than
'diffcrevnces i population. A diffioulty with voluntary participation is the possibility of

volunteer bias effects. The directioq of bias has usually been assumed to favor the

1

/
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experimental participants (e.g., they are more motivated, more active problem-solvers, more
’ . '
willing to use resources). The legitimacy of using a comparison rather than a true control
/

group rests partially on a demonstration that volunteer bias’ were not unduly ‘influential in
' L
determining outcome results. In this case, examination of the characteristics of each group
DN T . o '
(Table 3) suggested there was a mixture of po. -and ﬁegative volunteer bias eI‘I‘ec.ts. The

}

’ high' cduc;tio‘ml level of the home-study group as comtrasted with the comparison group ° »
. ' favmeﬁe home-study group; the lower educational level of the worksnop group constituted
e @ L s . N . » .

‘-’
PO iy * I . >
"« a source of negaiﬁb&l for this Froup. Combining the two exwrimentgl‘ups ¥ to

*  equalizing the oppo;ing &o'n‘this oharactefistic for, (,(!u two groups so that the %ombined
experimental groups w_e;e‘ similar to the cqr'périsﬁroup on educational background. \d
AR ) -: 3 \. - ] .
Uncertainty regarding the effects o’g‘ender"o}tbutcome %inforination mgard‘i:ng'
v ~
’ N

volunteer bias on this factor wmknown. It was noted, however, that combining the two L)
\ . ’ \

experimental groups led to a male - female ratio of 40 - 60, essentiaMy the same ratio as

-

existed in the Athabasca University student body. Combining the two experimental groups }

J . .

thén made the experimeht:)l groups comparable to the comparison group on gendér ratio.

A ) ‘
‘ Differences found between the ererimcmal groups and the comparison grotp on time

B

since tast enrollment in formal education’ appeared to be a substantial difference. Both:

L ) N
experimental groups hy\ been absent from formal education for longer periods than the

comparison group, the workshop group showing th'c longest period si‘nce previous formal
educatioal ‘experience with only 25.8 percent having bie’n in school within’the previous’ﬁve
yeﬂu and 19.3 percent having be.en outnof school for over %i‘%ars. While the relationship N
between time aw@,irom sc;lool and academic success, particulsrly}n a‘distance. education

n »>

N o T
.context, was uaknown, it seemed leasonable to postulate that lack of recent experience was
likely to be positively related to greater uncertainty and anxiety in facing a return to school®
It volunteer bias based on time away from formal education existed then, it was likely to be a*

’,

ative bias for both experimental groups. -
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5 ,
Tt \

. &

] - : .
Evaluation of entfy chnr‘cteristics, then, indicated that the home-study and workshop
*
. * .
groups were different but ’in cambination were comparable to the randomly selected no-
v .
were different from the no-program comparison grgup

Pen absent pom formel education for longer periods of

have I“a nggative bias for th

dy and workshop programs. Reactions to the .

Participant ev algggon 0

. L]
home-study and worksho _ programs were obtained through ‘evaluation

.

questionnaires (Appendices H a ue'q to participants as part of the home-study materials

. 3
o’? at the close of the workshops. The response rate {or the anonymous mail-in home-study

program evaluations was 71 percent. The responsc rate for the workshops was 100 Percent.

L 3

(The total N for workshop evaluations is larger e sample N because students outside

-

' < . .

the sample attended workshops during the exwimental peried.) The response given by
Y . PS ~ :

participants in bdth programs were genegally positive and ‘indicated'th‘ey found the programs’

e

. * ) : .
useful. Responses to questions regarding acquisition of new information, increased awareness
A .
that was useful for effective f)lanning, and specific skills, approachs or techniques applicable to
r ' L .

planniig a return to school are listéd in Table 4.

-« 3



, . Table 4

A

'Participant Evaluation of the Home-Study
e and W’kshop Orientation Programs

*

4

Evaluation Questions
o =

[y

«

M

B

Home-Stﬂd§ "Workshop

~ Group Group

¢ (Percent response)

I 4
“To what degree do you feel you
teceived each of the following from
this workshop (Guidebook)?"
(a) Increased awareness that wijl assist
you in planning more effectively for
returning to school

3 to a large extent .. .42 ‘ 66
2 to some extent w58 34
1'very little - -
/ L
(b) Specific skills, approaches and 2
techniques that you ma%.u'rant to ,
consider applying '
3 to a large extent £2 555 .
2 to some extent 58 yv\ﬁ
1 very little - -
(c) New information which will be -
useful in planning f@¢ university /5(
3 to a large-extent -, 34 s 36
2 to some extent 58 ,95
1 very little . 8 9
“The workshop (Guidebook) has been &
in meeting my needs.” . £~ .
4 excellent 30 44
«3 good 65 - . 56
2 fair - -
1 poor ) ) -
el
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The workshop paftlclpants responded somewhat mpre po:mvely than the home-qludy
\ .

*.pnmupnnts. A{but one parucnﬁnt in both soupl veported that the programs had beeg
e

“oxcelle;\t.l' or 'Rood"” in meeting their nceds ’“ie exception gmng a rc'\ponu of “poor’ felt

¥

‘lbg_ m;m was not userul for someone alrendy having a umverslty degm All participants

o
lhdu:ated they would recommend the. program to a colleague or friend who was considering

registration at Athaba.sca Umversnty Response to t.he open—clufed queswm tl‘umade up the
. L. “ 1 J‘

remainder of t:ne evaluatlonmesuonnmres (Appendices K and L) indicated"¢hat each part of .
& . o >

the orientation process, ie., mformat‘ aboyt the institutional requlrements, self-usensmcnl.

and development ‘coping skiklls, received substantial att\éﬂ'tion by -participanls. Quotations

3

from they ation questionngires are illustrative of the responses given:

e guidebook gives some help and some pointers I found useful. It also warns of problems
that may be encountered. It seems good that the book gives both auuuuons for success
and tell of problems that one may face too.

I have found this guidebook to be very hel;aful in pointing out the realities of studying at a
correspondence university. The guidebook helps you to identify many problems that you
are likely to encounter as a student, amnd it suggests ways of ovezcoming these problems in
order to get the most benefit out of studying. The quidebook has helped me in several
ways, it has clearly pointed out just what an undertaking a university education is, it has
indicated . what is exactly required to be s successful student and helped me in deciding
whether [ have the ability to be a successfyl student. All in- all it has been a very honest -
a(couno-of what being a university sttdent meam ’

K‘,

. [ 3
| : ( “
, Because information is relatively easy to communica‘te‘ through ptint, the major question
; / s .
regarding the program prp'ceisSes for the investigator were those related to whether the

.

prdg'rams gerved to assidt students in doing some seH-assessment about the appropriateness of *

o

the .sy.&erﬁ for themselves'and wbeibeq, in the brief time and space of the program

formz;ts, useful direﬁc{iol; rdu.ld be‘ giv';n regarding p@gl;tial problems and possible strétegies ’
.’[orvreqqlving' ;those' problems. Although lacking behavioral mguurel);ent of self-assessment or

of se!f-eﬂ’_icaq, the':commenuvol?'ered by‘ 'p:;nicip:nu suggested that many students did use »

L *
the programs for these ‘purposes. Representative comments from participants are illustrative

of this use. o T - ,

: - | \
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-,

’ Regarding self-assessment in relationship to institutional Yequirements, students said:

\ +
' C {R grester degree sell motivation is required Lhan 1 beheved was necessagy. the “pro vs
) "" eon” w;umenu for attending Athabascy...... was helpful.

Y
‘l" %p unitil receiving tho guidebook, | was frnghtzned of taking myself seriously - takmg
..+ one or two courses didn't seem enough to qualify me as a student. I leel 2 blt- '
M* now and feel thyt I will have more confidence in making the course(s) a priority in my

D Mfordd to Jook st it, I didn't really think I had it in me, or know how many positive
. points I had by way oF time, support or confidence. :

ave learned] the importance of reevaluating my free time, motivation and perlonsl
ncerns. I'm quite glad for the detrimental points of the University and your program
that have been pginted out.

2

-‘* 1 found this guidebook to be most effective in helpmg me prepare for a university
o t 4 education, by pointing out just what isinvolved and giving guidelines that help you decide
wivether you have the self-discipline to study and the motivation to see it through.

.

‘Q' .o ? things into . ,
oy BN put things in pers?egtnve for me. .
“ . } did-got anticipate the changes which are required_~
A )M* me Tem{jze that m;y lifestyle should change because of my courses - I'm not just being
selfish .
a ‘ ‘ .
N . A"h”le scary, b\it an eye ofener. Sobermg but compleu and needed.
R IS
L] - .
a Made me realize | was changing my way of life - not just picking up a few courses. ~
S e . -
‘e ft contains a lot of useful’information and questions which are very .imw‘ answe -
iks ‘nice to have somet.hmg which gives form to your thoughts when you're makinf a
_decision. .
‘. ‘ . T ’ L

Regarding awareness & strategies and resources to deal with problems, students said:
. p N ) -
There are a lot of valid points made [that] one wouldn't normally v.hmk of, but more than that,

it offers solutions. .

Helped me set priorities and goals.
Gave me a better insight into the approach | shou!d baké in improving personal study skills.

The part on positive thought and relaxation u.'chmquea is ‘well done as theae areas | hue found
most difficult while being fully employed.

One important thing I've decided to do i3 buy a desk or table to set up in my bedroom w0l .
won't be distracted by ‘EV. my children, ect.. ‘ ‘

It gave me a better idea of how much time | will need.

1 hung a shoelace up as a reminder where I can come it if [ have trouble with something. The
guidebook gets me back on track.
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.

». o :
‘ a The "Sell-Talk” is very helpful. \
It gets you thinking how negative one can be and gets you on the right Llick.

It does present many-ways Lo solve possible problems, which doea make a huge difference in the N

mnon to enroll.

Wuldebook has been very instrumental in giving me a positive attitude towards studying. !

ideas of approaching study, all the hurdies, self doubt, motivating factors that need to be '
overcome in order to study successfully, have been clearly pointed out in the Guidebook. The
idea of studying to achieve your own personsl goal adapting your own study schedules or
techniques to suit your own circumstances has been an ides | have learned from the Guidebook.
1 have also learned techniques of how to swdy and various ideas to help overcome stress from
this Guidebodk.

L 4 '

: ]

The major differences between the two experimental groups in responses noted was the

expected focus in the workshop evaluations on the opportunity and value of meeting and.

exchanging thoughts and feelings with other incoming Athabasca University students.

Participants sometimes used the occasion to exchange telephone numbers and even to arrange
N . i

.

another meeting.

.

.

In conclusion, studemd evaluations indicated that they felt the programs were gffective in
providing them with a means of assessing themselves in relatiog to the rrq-‘ments ol a

distarnce anivegsity and in developing an awareness of some.-strategies for dealing with

. . . .
_common prqblems arising with a return to formal ﬂﬁncauon as*an ’adult.
[ ] q . N

* Expert judge' assessment of Athabasca Universfy student needs and of e"cctﬁﬁne_si‘ e

v L
of o;ient’ation programs in fullfilling those needs. The perspective of several Athabasca
L ]

/ Uniwsity staff members views on the needs of incoming students as well as on' the

effectiveness of the program'a in meeting those needs were obtain;d for four reasons. The first

r

was to incorporate these partidular perspectives on the needs of Athabasca University

P

students into those more general perspectives already obtained from the literature on agult
and distance university students. The second was to receive judgments on the congruity
between t*tated goals of the programs and the effectiveness of the procesaes used byt the

programs in meeting those goals. The third was to obtin some external views on possible side

or unintended program effects. The fourth was to invoive important consumers (i.e., decision

—-\ .



o | .

u ’ . 76

i .
makers EVOIVQO"I: support or non-support of the programs) in the evaluation process

e - :
The “‘expert judge’ perspectives obtained were those of the following Athabascn

University staff: the Academic Vice President, the Director of the Northern Regio‘ Office

(at which the study was completed), the Coserdinator of Regional Services, a professor of
. - o } :
psychology and three counsellors who had participated as workshop leaders before. during. or

-

aftet this study. Two of the counsellors 'were also course tutors. Fach judge assessed only the

¢ [

*piogram ‘they had personally reviewed (see ii?a(pen. Judge (iuestio.nain. Aapendix N): The

ho“me-study program was consequently assessed by all the judges while both programs were

ional Services. Since the
LY

reviewed only by the counsellors and the Coordin
B
1

assessments were very similar, ratmg were combined for Table 5. Differences in coumollur

1 [ ]
ratm;s mdlcated that the workshops were viewed as somewhat more effective than the

T, “'l&-g,‘)_n. .

g

home-study programs.

\ P

Any



Table $

-

“Expert Judge” Assessment of Stedent Needs and of ngmm e
Effectiveness in Meeting those Needs

t

L3
Degree of Need  Effectiveness
Program Component : ; (Expressed on of Programs in
‘ 5 pt. scale®) Meeting Needs R
' {Expressed on
. i 5 pt. scale®®)
Athabasca University System, Studmt Ropulatlon, ) T
and Resources .

- |
13a Knowledge of University semources aymlable 44 . 1.1 \
to assist students in achrevmg.ﬁew |
educational goals (e g, tutors,
counsellors, reference material)

-3 Vs
13i Awareness of resources avAjable to 37 37
assist students in improving th{ir dearning
and study skills ..
13! Awareness of resource available to asgist 4+ 36 36 . .
students inffimproving one’s skills in ﬂv - /
maintaining self-motivation ‘ { .
Athabasca Student Population . ' ’ 4
13b Knowledge of AU student characteristics 27 1.3
(e.g.. age, educational background expenence -
as AU students) '
) .

A\ . .8 ‘
13c Knowledge of adult student characteristics 39 43
(e.g., self-doubt, time and role coftflicts, T d
leatning potential) .

4
Self Assessment Related to lnahhtt:onal .
Requirements N .o
v s

13d Knowledge of persgnal characteristics 3.6

. student (e.g., sell‘-dnsclplme (ood ng

important for success ag adulance ugiversity
and writing skills, ability to plan appipristely)



) f
13e Knowledge of situational characteristjcs 39
that are important for succeeding as a3 |
distance umvemty student (e.g., support
from family/ ffiends, sdequate study space’ )
and time) '

5
e

* " Development of Awaregess of Needed Skills .

13f Awareness that planningswith family and/or 37 40
significant others may help avoid time and

.-qajqonﬂicu ‘, . !

<138 Awareness that efficient learning and 3.4 '35
*«udy skills are useful and can be learned ’
- a ‘ o . i
' ’, 13h Awareness of some strategies for increasing 36 35
.learning and study skills ¢ ‘ : .
7 13j Awareness of the need for self-mainteNance 4.0 l 38
of mohvmon Jns ulf-paced mode of education ¢
-¥

13k .‘wau.m of strategies for increasing 3.7 : ] o
self-mainténance of mo% Wt
q)cgree of Need Rating Scale: ! o
P 4 5 - Maximum priority, a desperate need ’ .
4 - Greal importance " - . .
3 - Probably significant need
2 - Possibly significant need

* 1 - No good*evidence of significant need I "

o P‘ro.;ram Effectiveness Rating Scale: . ‘ .
5 - Excellent and comprehensive . : . - ’
4 - Good and fairly comprehensive ‘ ] ’

3 - Miniggaly acceptable

2 - Weak - less than adequate

1 - Negligible - essentially ‘none -, ¢ )

. "t'., [] f ) , - 1

- , I . . 3 3 .
e ! T R T A I V- I
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Expert judge ratings of Athabasca University student needs as reflected in the program

content indicated that khowledge of uhiversity resources and awareness of the need for sell-
N ,

maintenance of motivation were seen as having the greatest importance All other needs

addressed by the programs were described as being between a need of “'great importance’ and

a ‘“'probably significant need. Only the program component addressed to providing
1S
knowledge of Athabasca University student characteristics received*a ratigg which indicated it
A.\ . . :
was seen as lower than 3 “probably significant seed’’ but greater than a “possibly signifieant

.need”.

Program effectiveness on all fems was rated between 3.5 and 4.20 or ciosely atound a

judgment of ""good and fairly comprehensive’. The slightly greater effectiveness ratings given
the workshop program by counsellors were not gained yhrough counsistently different ratings

on the same items by \ counsellors. The most diverse ratings by counsellors were given tp -

f

, !
program components rélated to the introduction of ‘the stress inoculation approarh
-~ !

(Meichenbaum, 1985) as a means of maintaining motivation. These differences may Qell

&efllect differences in the counselling orientations of the counsellors.

/
1 '
[ J

L4 !/
Expert judge views on side or unintended effects of the programs included the fdi)owin;

.

observations: . . -~

Home Study program

A g::d entry to establishing a psychological sense of community with our '
students. | "

v ? \ Creates an awarchiess that a student is not alone in their fears and self-doubts
: - : - reducing anxiety. !

. '
Serves as a chance to test the distance edicational system in a small way. .

Telling It Like It Is : .

May -be counter-productive for students who are falling behind. St-u.de.m
models on the tape may be too successful.

* \

. Workshop ) -

' 4
“Opportunity o meet and share ideas with real ‘people facing the same
’ '

P
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dilemmas.

- - Opportunity for counselling staff to learn more about student experiences as
incoming students than may be available in one-to-one contact.

Provides & basis for the development of student networking.

Opens the door to a *‘spirit of AU studekt. community .
Provides a non- threabemﬁg contact with counselling staff thereby mcre-\smg
s the possibility of further contact by students if problems nrm- '

‘s

W

Opposing suggestions were made on the following:”

P s -
“ s ]

The value of the amount of direction given in going through the home-study
package: One judge felt there should be morc, one judged it appropriau.

rThe value of more Athabasca system information {i.e. alternate course delivery
Modes, library use, availability of professors nnd tutors): Some wanted mote, some
«  less of this ifformation.

The time spent on development of coping strategies (eg. study skills, time
management, communication skills, essay writing, stress management): Some felt
- the present emphasis was adequate, others felt thwe needed further development.

The length of each of the programs: Some felt they should be left a% they were,
others felt the length of both programs should be mcrea.sed l .

\

IS

;I'he‘ overall judgmem was Lﬁat the programs were addressed to ’impor‘tant student needs
and both were effective in rﬁeeting those needs. Unintended siJe effects were judged to be
prim%neficial ones for both students and staff..The one negati¥e side effect sug\ge'sted on

> . 1 ' . .
the possible tounter-productive effect of the successful models on 'the tape Telling It Like It
Is, should be considercci. Evidence available from student evaluations indicated, nevertheless,
that students found the tape highly motivating (see student evaluations Appendices K and L).
Suggested changes for upgrading of the programs revealed considerable d]ifferenéea among the

perspectives of the consumers sampled. This information was seen as useful as a basis for

program revisions as well as for the focus of proposals for extended program support.
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Stude'nt. self—report on institutional awareness, assessment data, and coping skills. Three

[} ~

months following coursm’egmntwn a queauonnmre (see Apptndlx P) focused on obtaining

£
student perceptions on vanous aspetts, of héw well prepared for studying with Athabasca

Uniyersity ‘they had‘bw they began their studies was mailed to pnrt"nts in the two

Six questionnaires were returned with, incorrect mailing addresses. Of those questionmaires

. -

experimental programs as well as to a-random sample of the no-treatiment comparison grotp. :

which onellcould e-xpeét were received, by thef iqtended students, respohée rates of 46, 50, and
52 'p:‘rccnt were obtained from the com,barison. honie-study and workshop groups respectiveiy.
The)propf;rtion of these student/‘;e‘porting that they had turned in course aSsignments (69,
66 and 75 percent of the cémparlson home-study, and workshop groups tespectively)

suggestcd the majority of the respondm[ students were active in their courses,

Responses to itemg'on the questionnairé‘ were categorized according to the programs’
model (Haverkamp, 1983) for orientation progl;?ms. This model. incorporates three elements
tl’)ought to be required for adaptation to an educational environment. Those elements were (a)
kn;)wledgg of the institution (the system, the resources, and the student population), (b) a

N
means of assessing or understanding oneself.in relation to the educational demands of the
inatituﬁoﬁ. and (c) the development of awareness of skills needed for coping with the
educational requiremenats. Table 6 provides the mean résponse of students in each group to
questions 'relémng to knowlgdge of the institutional system, its student population, and its
resources. A composite “Institutional System Awareness’' score represents the mean rating on
all the. questions listed on Table 6. Table 7 provides responses to que:tions focused on self-
asséssment related to institutional requirements, with a composite “Ass‘e;sment Data" score.
(The quesﬂons on AU student and adult student .characteristics were used in both
"lnmtutlonal System Awareness and ‘'Assessment Data’ scores.) Table 8 provides the

response of students to questions related to awareness and acquisition of skills and yields a

composite ‘‘Coping Skills’' score.



"Table 6

Student Self-Rating Of Knowledge Of The A

e

System, Student Population, And Resources At
Three Months Following Course Registration .

i

thabasca University

Questions

Group Group-
N=15 N==16

x Rating* x Rating®

- No-Program  Home-Study , Workshop (

Group

N=17

x Rating*

Athabasca University System

14 When you became an -
Athabasca University

student, were you

sufficiently informed

about this system of
educatiomso you could ¢

' plan appropriately?

~

31 . 3.9

4.1

Athabasca Student Population

13b Knowledge of
Athabasca University
student characteristics -
(e.g., age, edueational
background, experience
as AU student)

- 13c Knowledge of adult ~ .

student characteristics
(e.g., self-doubt, time and
role conflicts, learning
potential)

4.0

Athabasca University Resourc! -

13a Knowledge of -
University resources

available to assist students |

in achieving their
educational goals (e.g.,
tutors, counsellors,
coordinators, workshops,
home-study reference

_ material) .

4.2



13i Awareness of

resources available to

assist students in

improving their learning
" and study skills

131 Awareness of
resources available to
assist in improving one's
skills in maintaining
self-motivation

29 - 3.5

2.5 3.3

3.3

Composite “Institutional
System Awareness’’ score

36

* Rating scale used
$ - Excellent and cofiprehensive
4 - Good and fairly comprehensive
3 - Minimally acceptable
2 . Weak - less than adequate
1 - Negligible - essentially none



Table 7 !

< f1)
G

Studcnt Awareness of Personal Chara_cteristici Required by the

Athabasca University Distance Education System at

Three Months Following Course Registration

84

¢ ; i . '
- No-Program Home-Study Workshop
Questions T Group Group Group
' N=15 - Nm]6 . Nmm)7
. ‘x Rating® x Rating* x Rating®
13b Knowledge of AU . ' 26 S35 37
student chsfacteristics ' .
(e.g., age, educational ‘
background, experienes
as AU students) ¥ . .
13¢c Knowledge of adult 29 3.5 40
student characteristics 4
(e.g., self-doubt, time e
and role conflicts, -
learning potential) ¥
13d Knowledge of 35 3_.7 42
personal characteristics . s :

important for success as’

a distance university

student {e.g., self-

discipline, good reading

and writing skills, '
ability to plan . .
appropriately)

132 Knowledge of 3.5
situational characteristics that are important

for sucgeeding as a

distance university

student (e.g., support from *
family, friends, adequate

study space and time)

3.9

36

Composite '‘Assessment 3.2
Data’ score

3.7

39

P el

* Rating scale used
5 - Excellent and comprehensive
4 - Good and fairly comprehensive
3 - Minimally acceptable o
2 - Weak - less than adéquate :
1 - Negligible - essentially none
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Table 8

'

. . Q
Student Self-Rating On Questions Relatimg To Awareness And 2

/

« Acquisition Of Needet\Sk.i:s At Three Months Following .
Course Registration L

-~ No-Program  Home-Study Workshop

Questions ' Group _ Group' Group
: N=1§ Nm=]8 . © Nm=]17
> W % Rating® x Rating® x Rating®
13f Awareness that 35 39 38
planning with family :
and/or significant others

may help avoid time apd

role conflicts. -
13g Awareness that 3.5 4.3 43
efficient learning and
study skills are useful
and can be learned, :
13h Awareness of some 3.2 37 33
strategies for increasing

learning and study skills. .

13) Awareness of the need 3.5 3.6 41

- for self-maintenance of

motivation in a self-paced 4 .

mode of education. _ . o

13k Awareness of : 2.8 3.3 36
strategies for increasing .

self-maintenance of ' .

> motivation.

/

Composite ""Coping Skills'* score 33 38 38

* Rating scale used .
© & - Excellent and comprehensive .
4 - Good aad Nairly comprehensive 7
3 - Miaimally acceptable
2 - Weak - less than sdequate
1 - Negligible - meutia!!y aone

v
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“ The responses given by studeats indicated that swd’lqu in both the experimental

orientation programs rate themselves as (a) better informed about Athabasca University's

[

system, resources: and student population, (b) more aware of the characteristics that are scen

~ - a8 required of students attending Atlubn;a. and (c) more knowledgeable about some of the .
.ikills needed in making the transition to being a auccessf'ull student than were n&prog(‘m
"students. Students from the nb-program comparison grodp report themselves as.having a leas

than {¥minimally acceptable’’ (i.e. a rating of 2.6} level 'of awareness on the itemg making up
the “lnstihjtidnal System Awareness’’ score. Since the m':ore includes items considered by the
expert judges within Athabasca University to be of great importance, this self-rating by
stu‘nu who had been ncuve students for three months suggested a serious dehcu-ncy may
. have existed for these students. Self-ratings of 3.6 (or between ";ninimally acceptable’' and
‘‘good and fairly comprehehhive") .by the home-study barticipmts and by the workshop
participan(s mdlcated that these program participants saw themselves as bem; well aware of
the Athabasca Umvemty system, its resoutces and its student population. A notable
devnauoq on these institutional awareness questlona was the 2.2_ self-_rating by workshop
participants on the question relating to their awareness of res;)urces available to assist them in
improving skills in man‘nt_aining motivation. It was by pothesized ;bat the wofksh_op emphasis
on using 7 self-help approach to motivation maintenance may have obscured other
’ information on ;he availability of assistance from Athabasca L’ni.\réraity resources. Relatively
high self-ratinga by wo;kdliop participants on awareness of strategies for self-rﬁ;intenance of
¥

motivation lent support to the hypothesis.

-

Consideration of the adequacy of services’ to students, especially for non-help-sepkin}

AR
.

. R . .
adult studénts in a personally and often geographically distant educational setting, involves

. oot only the availability of services but ‘the availability of services that are acceptable or
noo-threatening.” Table 9 presents the responses of students from the exp&imenhl program

and ﬁo—pro;nm groups to questions on their use and views on sekvices. It wis of interest to

,
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’
.

note that with one exception, all students responded positively to a general question on the
. . . . . ]

adequacy of Athabasca’University services. Yet during in-depth interviews three out of seven

no-program students interviewed noted a lack of information on the Athabasca system when
o

A .

e
they ‘Wére first admitted as a deficiency. Additionally, students who bhad participated in either .

of the orientation programs univessally rpcommend for new studegts and.

occasionaliR commented that such programs should be

Qppurs from these responses ﬁ_at the lack of services was not identified on a general surv

.

question, but was so identified under other citcumstances.



AR

' : Tal)le‘D

Student Self-Report on Use and Preference
. For Services at Athabasca University ‘

A -

\

. o No-Program  Home-Study Warkshop ' -

Questions Group Group Group /
Nw=|$ Nu=16 Nw=17
. ' {percent response)

“How have you found ‘
AU in terms of the
information and
assistance available ’ . .
to incoming students!"’ -

47 47

{a) Has met sll of my requireghent 5
{b) Qeaerally good 36 83 53
(c) Barely acceptable B} . - -
(d) Some available but incomplete 09 - -
(e) Nothing worthwhile available - - -

“Have you had contact with:" : .
(a¥ Your tutor 92 100 100
{b) A counsellor ) 61 46 62
(c) The AU Library - : ) | 20 ' 12
(d) A course cogdinitor ) ' 31 07 06

*If orientation

programs had been offered

when you first registered . b ] i

at AU which ef.the ’ )

. following would you have

chosen?”
(a),Orientation workshop . 26 13 24
(b) Home-study orientation program 27 ¢ 62 -

(c) Both of the above , 47 25 - 76
(d) None of the above 06 - -
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The mepubm\qf services,” partisularly preveative pmuuu aimed st problems not .

L]
yet e'xperin‘ced by the lgget populstion, h 8 criticyl factor in their ulilization. The .

previously noted finding of this ogudy that a”roxmmely 21 ® 22 percent of mmmm;
students volunteered l'ot wlnct'over of tbe two orientation progmm was offered might havc
w“euez that the two programs were equally acceptable to the same sub-groups of students.
That nqéb simiarity in acceptance did not exist was demonunud by ‘enmhation of the
eatry charaéteristics -ol the two program groupc The mponn given to the question (see
Table 9) regardmg ehono of orientation progrnm revealed further evidence of-a choice factor.

All students who umhly chose to paruclpak ‘ an orientation mhhqp said they would

choose that optiol again; of tlle students who putmpated in the bome-study program, 13

percent said they would have chosen a workshop had it been offered. . The no-program °

utpdenl..s appeared to be about evenly divided between the choice of home-study or workshop

»

program. Both types of ﬁrognms, the‘,\appetr necessary to provide genuinely accessible

orientation programs fdr the diverse population served by Athsbascs University.

Counsellor views on student reactions to five months experience.u Athabasca University

students. A random sample of students to be interviewed was selected from each of the two '

experimental orientation programs and no-program comparison groups of students. Students

were interviewed either by telephone or in-persos by two4ndependent interviewers who also

worked as counsellors for Athabasca University. Interviewers were given two training sessions

in the use of a u’lﬁi—ltructund'inurview format (see Appendices R and S). They were also
~ . < ~

asked to rate each student inteiviewed on five dimensions reflecting their judgment as to

w\etber these issues were related to lack of course progress fpr that student. Interviews were

*

held approximately five months after course re;atntsol

The goal was to interview 25 percent of the two expenmental and compatison groups.
Due to attrition aad clencal error there were, ‘n hct seven students from the workshop

group, sevea studelits from the no-program group and pine students from the gwstudy

’

r.
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mhunhwd Ia oae nn:undn&tn- the mhhpmuubﬁun‘no
cpnm but was interviewed. Some items on the interview format were, therefore, ot relevant

and were not tabulated.

L

The interview focused on: (a) adequacy of the information studeats had- on the
Athabasca \University system, (b) probk-mrs encountered by studeats, (;) effects of \mu

¢

expetience with Atbabases University oa future educational plaas, (d) recommendations by

s;;dﬂm for improirem'enu to‘Athabpc: Usiversity 's edatational system, and (e) descriptorn

used by students to differentiate their perceptions of good from poor geadidates to Athabasca
. . . ) L] .

Upiversity. The resulls are presented in Tables 10 through 10.

The data reflect either the perception of the investigator in l;ev'mvi-; the taped
interviews or in the case of Table 10 and 11, the combined ratings of' three judges - the
interviewer, the investigator, and one other Athabasca University counsellor who had no other

contact with the study.

(&)
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L
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' - Tabke 10
® Counsellor Assessment of
. Information Level of Students With and Without
Orieatation to Athabsscs University
No-T’rognm Home-Study  Workshop
oo Group Growp Grouwp
Rating Nm=7 N=m9 N=§
‘ N i {n (1.
5 - Excellent, comprehensive: o ] 4
4 - Good and fairly compreheasive 3 '3 2
' 3 Minbmalty sceeptable o I e
* 2. Weak, less than adequate -3 1 0
1 - Negligible-essentially none 0 K. 0
. - .
Mean rating .x =30 xw=41l- x=4087
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Tuble 10 provides & Judgiient based o interview impevesions of how wel

{
studeats appeared to have been ubgm the Athabasca University system win' they fiest began

their otudies. Elements included is making Whie jedgment were direct mpoqm mmm

concerning the information students had as Well ap statemenss made by the students Mhich

reflected Snrly misconceptioas or iaformation gaps. The judgmeats m st this poiet were
. ~ . . )

very similaz to the sell-ratiags m;de by the studeots on the questioamaire deacribed earlier
(see Table 6, 7, and 8). Both ratings mdk:d that studeats in the oxp;rimenai programa saw
themselves Qud '.O" seep by a couwnsellor familiar with the Athabases University oynu;m as
' .b'.“" 'uko-od,th: lh:om, comparisoa mm Higher ratings of workshep
participasts as compared to home-study students were givea by b(;t. the counsellors as well

88 the participants themselves.

T?e perspective of counseliors }\porinced in working with Athsbasea University
students was qbuinedj to demmil_e whether, from clinical nbservation, evidence existed that
might suggest some long-term effects of participation in the orientation programs aad might

~ help defline the ptobleme':ncoumeroq by students Table 11 prm‘ntw the combined ratings of
three counsellors. :!'he isswes rated were (3) making time for study. (b) capacity to handle the
'

lcveliof scademic work, (c) getting support from family/friends (d) ability to mamtain self-

motivation, and@ learning and study skills. -
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’ ., Table 11

Counselldr Judgment of Significant Issues Related to
Lack of Course Progress for Experimental and Comparison
, Groups at Five Months Following Begistration

¢

154

" Group Percent Issue
No-program group 53.8 Seif-motivation - . o
\N=7 46.1 Time :
38.5 Support
15.4 Learning and study skills, capacity .
Home-study group 70.6 Time
N=9 58.8 Self-motivation
29.4 Support
17.6 Learning and study skills
0 Capacity .
Workshop group 308 Time
N=6 23.0 , Learning and study skills

Capacity, sell-motivation and support
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Although these categories overlap - particularly where issues such as mnking time may
involve other concerns such as semng priorities, obtaining support from others. maintaining
mo‘l.i\‘/ation - there appeared to bg no great difficulty in differentiating the categories. “Time"
issues often revolved around unexpected changes in a student’s life, e.g., personal upheavals,
changing jobs, moving, pregnglncy, increase in a child's needs. The question of capacity to
handle university level work was addressed because of questions raised within Athabasea

-

Universinp regarding the frequency with which students of questionable academic ability were

encountering difficulties.

The rating presented in Table 11 indicated that counsellors saw “time” to be a major

issue for students from both experimental groups as well as the no-program groups. It was

rated of highest significance for the home-study groups. Of the issues dealt with in the

experimental orientation programs, the workshop group was rated as having the least

i

difficulty with self-maintenance of motivation and with obtaining support from family and’

friends. This observation on.self-maintenance of motivation appears consistent with the self-

ratings (see Tables8) workshop participants give themselves on awareness of the need for and

‘

of strategies to maintain their own motivation level. These ratings appeared to indic‘:;u- some
effectiveness of the workshop program on this point. Learning and study skills we/-n/' rated as a
sig:ificant or very significant issue 'for approximately the same pro'portion’/of each group
Large differences .between the three groups in educationalﬁbackground and in’time away from

formal education (see Table 3) suggested there may have beén differences in entry level study

skills. Any effect of the programs on this issue is, consequently, not clear.

Observations by counsellors on the proportion of students whose lack of course progress
was very likely due to questionable academic ability -indicated that approximately 15 pencent

of the workshop and no-program groups were experiencipg problems on this account. The

home-study group, having a relatively higher educational backgrougd, was not seen as having

“capacity’ as a significant issue. Table 12 provides ratings of the proportion of students in all

N
[y
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groups who were observed to have either significant probiems or to have littl¢ or no
significant problems with the issues lisied. The ability to rﬁaintnin sel-motivation was rated
as af!ectil;g the Iar!est proportiﬁn of students; approximately 45 pcrc‘nt were seen as
experiencing this as a major problem and 30 percent as eiperiencing few or no problems with
this issué. The observation by counsellors is consistent with the higher rating given this need

by other expert judges within Athabasca University (see Table 5).

Table. 12 \

Counsellor Ranking of Issues Related to Lack of Course
Progress for Program and No-Program Students -

o Significant or -Minor or no
« Issues Verygignificant  EvideNcé of this.
Issue Being an Issue
. N=22 g N=22
. (Percent) (Percent)
Making time for-study _ 49.1 . 39.6
Capacity to handle 13.2 71.7
level of academic work ' '
Gctting support from 28.3 518
t2mily and friends '
Ability to maintain 456 ' 30.2 . *
sell-meotivation . ’ '
+ “
Learning nnd study skills 18.9 . 64.2 L
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A personal, and in the long run sovietal, cost of attrition in any educational institution

may be the negative effect that an unsuccessful atterapt at acf:iovin; an ed:uc:uion:\l goal has
on those experiencing failure. A questioh regarding fuu'ne educational goals and the effect of
experience with Athabasca University on those future goals was, therefore, posed during the
interview. Responses given by students (Table 13) did not indicate that they openly viewed
their experiencc: with Athabasca University as indicative of a lack of their ability to handle
university level education. Those experiencing uncertainty regarding future educational plans ,
gave reasons mainly related to changes—in their family Qr‘work sﬁuations. The'ﬂtud“rms
planning -on contin;xing ;tudies with a conventional university had started wfilh Athabasca
University as a way of easing their way baci( into unive.rsity education or had decided~ that a

conventional educational system was more appropriate for them.

Table 13

e

Educational Plans of Athabasca Students Following -
Five Months Experience with Athabasca University

No-Program  Home-Study  Waorkshop

Educational Plans Group Group Group

. =7 =9 N=6

- (£.9%) (1.%) (.%)
Continue studies with . 4,57 5,85 3,50

Athabasca University

Continue studies with 1,14 1,11 2,33
another uniwersity .

Continue studies with - - -
other post-secondary .
institution N

\

|
Discontinue formal - 1,14 -
education 5

Not certain 2,28 2,22 1,17
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Within this small sample, it did nol appear that '\és with the Albaba.»«:;;
University system had a notlce:ble adverse effect ow future o?ucauonal aspirations.
Generalizations based on this evidence would be hazardous, hMer due to the small sample

size and possible bias in the direction of more successful students.

The particuiar challenges o(ithe distance program offered by Alhaba;sca University as
uécn by he students interviewed resultedin the list of characteristics they felt diﬂer'(“ntiatod
good from poor candidates for Athabasca University (Table 14) .While manyv of the
cha.racl.eristicprlisted would be possessed by students in any university, the emphasis on strong
self-motlvsuonhsnd ulf-dmclplme may be my prononnced The suumloé that this system
of education was not appropnate for homemakers wnh young children may rﬂect the reality

of the time commitment Ydmanly expected and given by people .w these clncymstances to

their home and families.
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“ Table 14 \
Descriptors.Used by Students to Suggest Good and Poor
Candidates for the Athabasca University System
. s ‘
\
" Defcriptors of Descriptors of
Type of Good AU Poor AU
Characteristic Candidates Candidates
Personal traits -Intellectually curious -Uncertain of goals(2)
(Interests, values: -Strongly motivated(5) -Dislikes reading
attributes) -Active approach to shaping - -Education not valued for its
life (2) ~ own sake
-Sell disciplined (3) -Someone needing lectures and
/ -Able to manage time& classroom help in order to learn
-Able to concentrate -*‘Coasters'-those taking passive .
-Likes to study ' approach to life (2)
-Enjoys challenge . - -Easily distracted
-Able to say "No" -Not self-disciplined
-Able to work independently -Not curious or ambitious
-Strong willed -Those registering without
-People who can persist/not " adequate or thorough v
easily discouraged preparation -
-Values learning(?2) ‘ -Someone needing external push
=Able to set priorities -Poor educational background
\ -Dedicated
“ -Prepared to work(2) ',
-Emotionally mature
<
P : C .

Situational characteristics -Being a3 homemaker who doesa’'t  -Married with small

work outside home - " children
-Older people - -Homemakers with outside
jobs and children
. - -Older adolescents/need the

social contact of
R conventional university ,
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Views of the students werq also sou;ht OI ‘improvements they would recommend at

Athabasca University. The responses given by students in the exﬁmmental program and no-

» v B . \

program comparison groups follow. ' ¢

No-program étudent suggestions:

Should start a Masters program.

. .
Need more forewarning on course time lines.
Need more information on AU system - more than just course information.

Need more flexible exam procedures (i.e., accept tutor judgment of knowledge in-
liey-of exam for ta'r.'nxnous students).

Set up admission procedures o person entering AU h‘m notion of the
expectations of Athabasca students. | -

Decrease time delnyl in getting assignment and exam feedback to students.

a

Provide more personal contact then just the tutor/ -~oh things like p\me-
_management. ) .

Need more approachable tutors.

Home-study student suggesijons:
.
Nothing to suggest. Gfryunng OK.
System O.K. Positive I‘eedhck from tator very helpful.

Provide baby siuing service for women with small children.
o

Make course related help available between tutor nights.
Provide more specific information qn type and length of exams.

Provide the beginning student with more information on whjt to expect.

Provide someone who is involved with your progress over your whole program.

Workshop st ent suggestions:

v

The system And information about it was good. I needed to try-it - but found it
just wasn's for me.

Should hel‘ more in getting students together.
Courses should have quidelines on how much to do eggh week.

~ There.nc_ewds to be even more emphasis on setting time lines for yo'ufaelf.
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AU has already given much more than | expected.

Moresskills workshops (From s student who had already taken four workshops on
orientation, career planning, exam anxiety, and job searth).

Expand the science program. - e
- Review course materials for bad writing,’overuse of jargon.

Re‘e tone of letters from the Registry.

The number of no-program students (three out of seven) who suggested that mor&

information and preparation (and, in one casé, personal contact) be provided incoming
) b

students contrasts with the experimenta.l groups where none of the workshop participants and

only one out of nine home-study pafticipants made similar suggestions.

In view of the argument (Empire State College Research Series, 1982) that there is an
irl.'educib/le level of attrition beyond which efforts to improve an educational program wi" be
ineffective, examination of the twenty-threé students interviewed in terms “'of whetger
difficulties in course progress seemed to be related to circumstances within the University's

ability to remediate appeared to be appropriate. Judgments were, consequently, r;nade
regarding whether tile stude;ns wfio a;;pcared to. be failing to cohp!cte their course(s) mi'ght
have been helped By any interventions on the part of the University. Consideration of the case
historié; related (see Appendix U for a‘b?evia!ed case hisv.oci;'g) resulted in the definition of
five categoriesv of students'whc; did not appear to be complettng their course(s)\(a)l due "o
Vun:\nti‘cipa‘tcd external circumstances, (b) due to need for a trial of the distance system to
determine its appropriateness, (c) due to educational neéds being met. withot credit
completion, (d) due % system policies which made completion impractical or imposoiblve. and

{e) due to, at least partially, lack of adequate orientation. Table 15 preseunts the results of this

analysis.’ ’
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Table 15

Predicted Attrition And Completion At
Five Months Following Registration

Expected attrition due to unanticipated
external circumstances
. Case #5: Several traumatic personal events .
Case $9: Unexpected time requirements of second baby
e home-building
Case #11: Well informed but unmotivated. Enrolled under
' pressure of spouse
Case #15: Informed but had other priorities. Pressure from
father to enroll.
Case #16: informed, highly motivated and well orgsaized.
‘ Promotion nd _requirements of new job took priority. ™

_l'xpected attrition due to need for use of trial ol tbl'ﬂmnce
system to determine its appropriateness. Kt
Case #10: Reasonably informed about system and aware that
it had drawbacks for him. Despite drawbacks, it seemed
- to be the only alterastive available.
Case #17: Well informed but still needed to try distance system
to know whether it would work.
Case #18: Well informed but still needed to try distance system
to know whether it would work.

Expected attrition due to educational needs being
met without credit completion.
Case #20: Used AU to determine whether he was capable of
a return to university. Felt
experience useful but did not need .
course credit for this purpose.

Expected attrition due to system policies.
Case #3: Informed, motivated, found independent study excellent.
Exam requirement an insurmountable barrier for
long-standing severe exam anxiety.
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(Table 15 continued)

Expected attr at least partially
due to lack of sequate orientation N
, Case #2: Felt uninformed on system, knew oply
about course content. y
Case #4: Registered without consideration of goals. Was awag
of timt-managemeant concerns and of redy
available but did not use. Egi¢ AQahoulq
that new students receiv
Case #7: Umnfotmed and unprepared for AU o
made tutor contact difficutt’
better organization of time.
Case #12 Likes system but found independence hard to deal with.

Successful completion expected. . '
Case #1: Strong motivation. Found system less than idea] ‘
' (e.g.. misses the "entertainment valye of lectures”)
but has successfully adapted himself to the system
Case #5: Experienced with distance education; systematic snd
well organized. Strong motivation to obtain degree.
Case #8: Informed. Course is part of long-term career gian.
Case #13: Informed. Experienced in home-study. - AN y
Course is related Lo earning professional credential.
Case #14: Working toward professional credential. Never liked school
but is finding this oystem OK. Doesn't use tutor.
) Counsellor helped in "easing your way iato the system™.
Case #l' Well mformed motivated. New job, move, needs of o

chikdten have taken priority. A questionable outcome
Case #22: Well informed. Has work history involving independent
research. Has time and support.
Case #23: Well informed. Highly motivated, independent,
"self-actualizing™ person.

/

Note: Because approximately two-thirds of the above students had ﬁarl{cipaled in orientation
4
programs, the proportion of uninformed students could be expected to be greater in a random

sample of new Athabasca University students.

14 =



Table 16 *

Resasons Expected Attrition And Completion
Relat®8 To Athabascas Unjversity Services

Category ‘ . Perceat in category
N = 22

I Expected attrition due to unanticipated 227

' external cit‘:umg,tmce

1l Expected attrition due to irrelevance 4.5

of credit completion to educational goals
"Il Expected attrition due to system policies 4.5
IV Expected attrition due to need for use of ' 136

trial and error as assessment of system ev‘n
though well informed

YV Expected attrition due, at least partially, 18.2
to lack of orientation

VI Successful completion expected 364
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From the analysis of the categories prevented rs Table 15, it appeared that

approxjmately 23 percent of students were not progressing in thelr coutses primarily because
- i .

of unanticipated 'e:ngu in their lives that took priority over their studies. Another § percent

were satisfied that they were engaged in meaningful learning but were unconcerned wit

eaqnlu; credits, These two categories, comprising 28 percent of students in.terviewed. would
appear Lo have Been impervious to any imetvcﬁtion on the part of Athabaca'l'ni'o_mly:
Another 5 percent of those heading for attrition could' not @ beea helped with cu‘rront
examination requirements. Assuming that one might expect at least a 5 percent rate of
attrition dne to some institutionsl polnm difficult, or mmpossible, for. ’u’nm students (o
surmount and for the University to change (e g. inflexibility in tutor hours, errors in
estimating pre-requisite course ;nowleti;e). this left an enim;led 33 percent gate of attrition
that appeared to be irreducihle. With more refined assessment procedures and more available
orientation® to the Athsbuc: University ;ystrm, some‘redtction in tﬁe 136 apd 18 2 percent

s ‘
of students seen as needing to use trial and error as an assessment method or As needing more

‘¢
k]

information and Prpparation for dealing with a distance system. of educaliqn might be

expected. With assessment knowledge remaining at the level currently available™ and all

- ‘

students having access to orientation programs, a projected potential completer rate for new

students to Athabasca University was estimated at 15 pcrcént.

: «. - |

The information obtained through inkerwiews  with a sample of studeats in the )

expeiimental and control groups réiu!orce«i the student seif-ratings 'given on Thble 6. This

interview data (a) suggested the workshops may have been more effective than the honte-
e » “ o N
study program in helping students deal with self-maintenance of motivation, (b) dié not

indicate that attrition at AtNabasca Unihnity- was ‘associated with adverse side effects

(although sample size and sample bias made this a very weak source of data), (c) indicated _

that descriptors used b; students to differentiate good and poer Athabasca University

candidates were in line with the thrust of literature on adult distaace education students

-

R
.

~J

o,
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“elogwhere, snd (d) demonstrated that the lack of iaformation and preparation for the
Atbsb‘uu system was identified as a deficiency by three out of seven students who had not

‘had pc opportunity of participation {a an orientation program.

.

Examination of the interview protocols for factors associsted with attrition suggest that
approxirastely one third of incoming students failed to complete\‘ their coursework because of

factors unrelated to the University program. Another one-third of these students could have

ptobably been assisted by improved assessment and orientation services.

CW.SWW Measures
of course progress cf)n.ntitn.ud the final long-term pros-um effects collected for the evaluat ian
of .the home-study §nd workshop -orieatation programs. Tbe attrition_ rates observed at
Athab;sca University signaled pouibl; problems for students inteading to usc’ this institutio;l '
# a means of obisining university ‘e.ducation. The preventive interventions developed were
_ orientation p}ograml desi;fned to prepare students for a distance system of education and for
common transitional concfrl;l facing aduit studepte’returping to fornal-i&ucnlion. While the
effects of short-term bome-study and. workshop pro;l:ams “within the first iponth of
registration might npt reasonably have b.v-eAn exbecte& to substantially change course
completion rates following nearly a year of other imp;mm intervening'v;riabks such as
tutor ?ntut amf feedback on coursework, determination of t‘bm outcome measures was seen
as &esirable. and an indication of positive effects seen Is a potentially persuasive argument for
the value of the programs. However, because the focus of the programs was primarily the
initisl period of adaptation to university, evidence of 7nly s"tep'é taken toward successful

. L
course completion seemed a more reasonable criterion of program- effects than f(inal
™~

completion rates.

Information was consequently gathered on “start rates’ as well as on completer rates. A

“start rate” was defined as evidence that a course assignment or exam had been recorded on

®

the Studeat Record Syiiem but that the course had, aot yei been completed. A “'start’’ then



icated that » nu‘dm had made a ubounﬁ.ﬂ start on lﬁeiv coursework. "Completer rates”
were defined as the nnmbo'r ot progortion of studeats who completed a course. QCompkp;t
rates for this ou'd; will be at ‘vuiuce with completion rate statistics published by Athabasca
Uaiversity's Office of Int'rmou? Studies for two reasoms. The Office of Insttutional Studies
rate includes sll student) and ‘the completion rate;\sknlatod are those of coyreen "‘ank!ﬂl
aot the number of students completing coum.‘mil study was coneeradd with new students
only and with s student compkter{r_nte rather thgn a course completed rate. One wtudent

completer, for example, might be the source of nUMQrows course ct;mplnion, The term

“"completer rate" was adopted to distinguish this rate from ‘‘course completion rate" )
‘ i - ’

*  Completer and start rates wt.re calculated from Athabasca University Registry records
as of Octobes, 1984, This data collection date allowed for a lapse of tem to twelve months
Tollgwin; registntion-for students in experimental and comparison groups. This period was
shorter than was usually allowed t'b‘ lapse before completion rates were calculated at
Athabasca Univer’i'.y but was j;ldgentl\ adequate for the purposes of this u!u;iy, It should be
noted, however, that at the time this data was collected the record showed six students hsted
as on course suspension (hﬁ\pourily inactive but planning to resume studies at a future daté)

-

All six were from experirdental groups. One was included as a home-study “‘staet” the

remaining five were tabulated as non-completers.

Completer and start rates are provided in Table 17.
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Y Table17,

” . ) .
: &7 ' Completion and “‘Start’’ Rates of Participants in
Experimental and No-Program Comparison Groups

e,

v No-Program Home-Study = Workshop

w

Completion and Start Group Group Group
Rate N=3% =31 N=32
(percent) ) .

Completions (Credit 219 290 28.1
granted for completion) . ’
“Starts'" (Recorg of: 94 19.3 18.7 A
marked exams of '
assignments) - A

* Non-completions . 68.7 51.6. 53.1
Combined *‘Starts” ‘ 31.2 ‘ 48 4, 46.9

and Completions

Note: “Completion™ refers to course completion, “start™ refers to evidence of assignment or examination com

pletion. A g -

§



This data shows similar completer and.start rates for the two experimental groups,

these rates being somewhat higher than those of the né)-progmm comparison group.
Completer>rates for the n.o-program. home-,:;tudy and workshop groups were 21.9,
20.0, and 28.1 respecvtively; Start 'ratlt:s for the ns-program. home-study. and
workshop groups wére 94, 19.3, and 18.7 respectively. Combining _starts and
3
completers provided an index of course progres‘z for the no-pfogram, home-study,
and workshop groups of 31.2, 48.4, and 46.9 percent respectively. A chi square test
comparing independent proportions obtuined from dichotomous data was applied to
determine statistical sigpificance of the differences found. The rr.«d.nf this
statistical test indicated the two treatment groups were virtually idens- 1l » . wese
-
progress results and that neither C(;urse progress of the home-study group (f'“‘quare
‘ 193, 1 df, and p < .15) nor the workshop group (chi square 1.64, 1 df, and < .17)

were statistically significantly different from the ccurse progress rates of the

comparison group at commonly accepted confidence levels.

Evaluation Rating Results -

Scriven's approach to determining program effectiveness requires examination of a

»

broad range of data which is categorized under thirteen dimensions. This section includes
a definition of each of the thirteen dimensions, assessment of evidence on that dimension,

and a conclusion regarding the support or non-support of the programs provided by the

evidence on that dimension.

The dimensions examined are need, market, field trial, consumers, comparison,
long-term effects, side effects, process, causation, statistical significance, educational
significance, cost\e"ectiveness, and extended support. It should be novted'that the
dimension labeled ‘‘educational significance’' is essentially a combination of e;'idénce on

all the preceding factors. The last two factors, cost effectiveness and extended support,

108
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address issues of accountabi“ty and the need for consideration of the politics of

-

evaluation.

’

Need: Evidence that a defensible social or economic need may be served by the programs.

A ’

Evidence on whether there is a genuine need for the programs was provided through
(a) a review of literature on adult learner needs, especially in distance university settings,
(b) a review of literature on attrition in university settings, (c) consideration of the

1
attrition rates and institutional concerns regarding those attritions rates within

f .
Athabasca University, and (d) consideration of counselling staff concerns regarding the
impact of the low information level on Athabasca Univerﬁty typical of incoming

Athabasca students. s

The literature on adult learner needs in uni'versity settings suggests that there are
commt;n ;ransitional problems (e.g., lack of confiflence, role conﬂicts, skill deficits) that
are amenable to psychoteducational¢ interventiops. Resolution of these transitional
problems as well as of concerns specific to distance education (e.g., need for independent,
self-motivated work and isolation from insfitutional and peer support) are commonly seen
as critical in the early stages of the educationnl‘-process. The attrition literature indicates
that while relati;'ely high at.tfitiop should be expected to accompany 6pen-‘admission,
part-time adult education, attr;tion may be reduced through appropriate support services
such as orientation programs. While consideration of attrition depend? on widely varying
definitions and measurement strategies, the evidence of attrition at Athabasca University
was that well over half the student body did not complete the courses in which they were
registered. Although accepting some level of attrition as inevitable and possii')ly even
.uaeful. documents and discussions internal to Athabasca University showed that wide-

spread concern existed regarding reasons for student attrition and concern that

reasonable efforts be made’ to determine whether attrition could be reduced while

«

10D



maintaining current open-admission policies. Athabasca University counselling staff

experienced in working with incoming swdemated that the level of awareness

110

about .ﬁiversity's system typically was low. This had resulted in a counselling work )

load heavily weighted with repetitious information-giving. (‘(mcems were expressed about

both the inadequate preparation students had upon entering the system as well aalthe'

misuse of counsellor resources.

In conclusion, both the literature on adult learners in distance universities as well as

v

)
the particular experience of stu(fehts at Athabasca University suggested that there were

common problems in the experience of reAwrning to school as an adult, as well as in of
pe rning

becoming a distance university student, that resulted in high attrition rates for students.

While accepting some level of attrition as inevitable, high levels of attrition were seen as
a waste both to the students involved and to th~iety which supports the university
system. The evidence appeared sufficient to conclude that there was a need for exploring

and, if possible, implementing ways to reduce the difficulties which precede attrition for

students entering Athabasca University.

Market: Evidence to show the existence of (a) a demonstrably reachable market and (b)
present and forseeable sources for ‘continued program production if the evaluation is

positive. . ’

Evidepce of a demonstrably reachable, rath&han an assumed, mﬁet was based
on response'to the pilot runs as well as a field trial of the programs and on student
evaluations of these programs. Evidence of whether p.rescnt. or foreseeable stalf resources
would be available was based on Athabasca University plans for pro‘!mional staffing in

s

regional offices. ' )

The pilot runs of the programs resulted in an assessmeat of favorable student

responses to both programs. During the field trial an offer of either one or the other
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program was presented to a random sample of new admission\s registering in the Northern
Regional Office during the fall of 1984. Flyemn dcﬁ:ribiag either the workshop or the
home-s.tudy program were mailed to students within two weeks of their initial

' registration. Between 21 and 22 percent of these students responded by registering for the .
wotkshop pr(;gram or by requesting that a home-study program be sent to theym\.

o~

: ; . r,
Evidence of present and foreseeable resources available for future program €5

presentation w::,based on Athabasca University plans for increasing the Vlevel of s'::cf!lt
suppotrt services in regional bfficcs throughout Alberta. The workshop program's
dependence on professional staff did n'ot‘, therefore, appear threatened. Resources for th.e
home-study program involved the availability of printing serviceo and staﬂ resources for
periddic updatm; and revision of this program There appeared to be no difficully in
depending on a profesuonnl medla service department for comtinued printing. Staff
r-esources for revisions and updating of the home-study progs‘am, howeves 'uired )
transferrihg staff time fron’n direct service to students or competing with other unsversity
departments for additional staff funding. Either of these alternatives \was seen as .

uncertain. The pdéitive evaluation of the progrzﬁna was, nevertheless, seen as potentially

petsuasive evidence in obtaining needed resources.

In conclusion, evidence for s demonstrably reachable market was obtained by actual

trial of the programs. The response to this trial run supported the conclusion that a

substantial proportion (over 20 percent) of new admissions to Athabasca University
).

would use the the orientation programs developed if invitations were offered as they were

in the trial run, that is, by invitations mailed within two weeks of initial registration.

-
>~

Further evidence of the market for these programs was based on the response of
participating students. Without exception, participants reported they would recommend
these programs to others con;iderin; entry into the Athab’uca University program Al

assumption that word-of-mouth advertising would be reasonably favorable was made. |
A



r B
Evidence of present and forseeable resources indicated a reasonable chance that such
resources would be available although ‘cqmpetition for uaiversity funding inevitably left
this issue in question. The conclusion that a “significant market will pr;)bnhly be

reached” by th:se programs appeared justified.

True Field Trial: Evidence démonstratih;'that a field trial was done using (a) the final
_version of the programs, (b) typical users and staff, (c) an abserice of inv'olvement’by the
program developer or any special assistance and, (d) typical setting and time frame in

which the program will be used. l

o 3
Evidence presented on a true field trial consists of copies or detailed descriptions of
the final programs (see Chapter 3 and Appendices E, F, and C) and a description of the

pror}\otion of the programs toa random sample of new students in the Northern Regional

Office of Athabasca University in the fall of 1084. Alibougb vn;iation,s in promotion may

occuf in an ongoing program, both the method of presentationr and “the users of the

program were representative of those expected in future use of the program.

Because the investigator was both the. program developer and the workshop leader,
" a limitation existed regarding workshop effects with different workshop leaders. However,

because it was anticipated that the program developer would continue to serve as a

principal workshop leader the specified *‘typical use” condition was partially met. In

¢

addition, workshops held using three other st:zfr' members as workshop leaders prior to
and after the field trial appeared to obtain similar student response. Varjation in group
workshop processes with differences in group membership and in leadership is'inevi:nble.
Workshop leaders commented, nevcriheleu, that the workshop was ‘‘well designed",
‘‘easy to give” and ‘‘works well''. These comments were undoubtedly contaminateﬂ 'by
the developer's personal involvement and relatiousbipsx-with the workshop leaders, but

cannot be totally disregarded.
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ln conclusion there was adequate evidence that a field trial was <.ion¢.; using (a) the
final venionv of the p;ogyams, (b) tybl;;lquéers and lt:ff members, and {c) typical setting
- and time-frame in which the program will be used. i’rogum developer involvement as a
workshop Jéader pfeseﬁts‘a_ possible l}iu. but is partially defensible on the grounds that
'b " tinued use of the developer as worksbdp leader is rexpcct,ed and on the basis that other
leaders reacted positively to the workshop format. “The evidence indicatgs that a true
field "trial was achieved with only minor differences expected in future use of the

programs.

o
True Consumer: Evidence that the information needs of all program consumers, including

student participants, counselling staff and administrators concerned with funding student

service initiatives, be addressed.

Evidence that the views of principal coﬁsu'mers of the programs were obtained
rested on (a) an examination of the entry characteristics of participants in each program
to determine the nature of the student consumer of each of the programs, (b) student
evaluations of the programs as well as of their self-asaesscbd information needs, and (c) a
survey df “expert judge'", i.e., Mhinistrative, academic staff and coun;ellihg staff, v;ws

on the program objectives and program effectiveness in meeting those objectives.

Analysis of the entry characteris.tics of participants in the workshop :;nd the home-
study prognrﬁ was seen as important indirect evidence of consumer views. Tﬁis
examination revealed that each program attracted somewhat different “consumfrs" (see
Table 3). Workshop |‘)articipan§s tended to be predominainly (77 percent) female
students who had lower educational backgrounds and longer periods away from formal
‘education than did a comparison group of Edmonton stud.ents. The home-study progran;
attracted a higher proportion: (57 percent) of male students who had a relatively high

level of education (42 percent having had some universit.y)l and who had been away from
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formal education for a considerably longer period than had the comparison group, but not

as long as had the workshop ‘panicip?ants. One may infer,ithe.exintenre of wmewhni

5

different needs and perspectives from program participants with such different

N .

characteristics. These differences in progrgm consumers was useful information for lhe‘

formative aspects of this evaluation as well as for analysis of outcome results.
\ ." .

Student evaluation of the programs were generally positive regarding’ both the

content and approach used (see Table 4, Appendices | and K).
\
The views of representative administrative, academic, and counselling qitaﬂ
indicated that all regarded the program objectives as sound and felt tbat‘the progrnm:
devised were likely t’o meet the stated objectives (see Table 5). There are indications that
some a;lministrativc staff viewed the informational needs of students as of primary

importance. while staff involved with direct service to students, (i.e., academic stafl and

-

con_msellors) rate the need for personal and social skills of greater importance. While there
was considerable overlap in views, differences in emphasis suggested the potential for
different reception of v}rious aspects of evaluation information. Counsellors tended to
focus of the gains they felt were being made on the basis of their observations of the
workshop. Outcome measures were seen as valuable but not critical criteria of success.
Information on student demand for the programs and on cost-effectiveness appeared to

be a higher priority for administrators responsible for funding decisions.

In concl;lsion, data on the informational needs of student participants, counselling
staff, and representative administrative and academic staff was obtained. The evidence
supports the judgment that ‘‘good data’ was obtaiped on student and counselling staf{ ,
’ and, in addition, that some useful data was obtained on the views of other relevant sta!f. ‘

Involvement of staff as “expert judges” in making an agsessment of program-goalu and

"estimation of program outcome was used as a means of increasing extended support.
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CPucial Comparisons: Presentation of data on the comparative performance of critically
competitive programs. , '

. .
The search for critical competitors was hased on a literature search, a survey of

Canadian universities having distance education programs, and a comparison of the

workshop and home-study programs on procegs and outcome measures.
I

A literature review revealed wery few alternative orientation programs in Canadzf
for part-time or adult students and none for students of distance university programs.
Formal evaluation of those programs avail:_able was limited, none included the use of
control or compa_rison groups. Of the distance programs in England and Australia,
program evaluation was similarly limited. Cultural diffesences in population and
differences in university = structure z;lso pdsed difficulties in making comparative

assessments. . .

The two programd developed were compared to each other on prdcess and outcome
measures and also compared to a no-treatment group. While there were, theoretically,
numerous p;ssible alternative program designs, the ones developed were ‘‘good bets”
based on counselling outcoine research. Each of the two programs were found to attract
somewhat different segments of the student population (see Table 3). Expert judgment
on process (sce' Table 5) and measured outcomes (see Tables 4. 6. 7, 8, 10, 17) indicated
that participants were acquiring somewhat similar bgnerits although there was some
evidence of greater effectiveness of the workshops for the population served. The higher
cost of the worksh_op was balanced by the greater needs of‘ the <tudents choosing this
program, the strong preference expressed for this program by those participating in it, by
the benefits that students reported receiving from participation, and by the course
progress achieved by this relatively “'disadvantaged” group of students. The home-study
program was less costly, was geographically accessible to all students, and was an

acceptable way of receiving orientation services by students who might not otherwise



bave participajed.

Consideration of comp;titors to the audiovisual and delivery processes used in the
two programs revealed that the choice of print and audio-tape for the home-study
program was the Io\:rest cost process found. Available competitors to the video tape as a
stimulus to selfl-assessment and modeling of coping strategies in the workshop might have
been live presentations by experienced students, or possibly role-playing by staff
members. The first alternative would have been highly expensive in terms 'of the time
spent by experienced students at numerous workshops and would have resulted -in
unpredictable and uneven presentations. The alternative of role-playing by staff members
would very likely not have been as credible to partkipalﬁ and would have incre.md the
s-kills requireg for workshop leaders. (‘ompamtiv.e cost of the two programs and the

alternative of individual counselling sessions is addressed under Dimension 12.

In conclusion, the programs d:sjgned appear to be achieving the goal of turning out
informed students and on that basis. achieve a function “served by many typical
orientation programs which focus primarily on information-giving. étudent response and
outcome results suggested that both of the programs studied also served to provide a
means of self-assessment regarding the appropriateness ovf distance education and a means
of anticipating and preparing for working within the system. The two programs designed

were not found to be critical competitors because of their attraction to different segments

of the/student population. k

Long-term Effects: Evidence that follow-up to determine long-term #ffects had been

made.

Evidence of long-term effects on students was based on a2 mailed questionnaire at
appro'ximalely three months following course registration, on interviews with a random

sample of students from the experimental and comparison groups at five months

LR LY



following regi:tntion, and on records of course progress between ten and twelve months
following rejintr‘on. Long-term effects for Athabasca University were considered as

side effects to the effects on gudents.

Student response to the questionnaire and counsellor observation from the

-

interviews were outlined in detail in an earlier section of this chapter. The evidence
obtained indicated that participa"@u in the experimental programs saw themselves as (a)
more knowledgeable about the Athabascs University system, student population, and
resources, (b) more aware of the c\l@iﬂ\iﬂ that were seen as required of students
attending Athgbasca University, and (c) more ‘tnowledgenbl; about the skills needed 1
an aduit distance education pto;r;li tb'au did the no-peogram students. Interview
observations suggested that program participant wer: better informed than no-program
students. These observstion} ..nlqso supported the higher ulf-.ratings which workshop

participants compared to home-study 'panicipants gave to their awareness and capacity

in coping skills, especially thoee related to self-maintenance of motivation. .

Evidence of long-term effects represented by course progress made at the ten to

- .
twelve months follow-up again suggested that program participants made more progress
toward course completion than did no-program students although this differénce was not
statistically significant. In view of the entry characteristics of the three groups, the

workshop groui) again appeared to have gained most from a program.

Adverse side effetts regarding student self-perception of their academic potential
Ly . . D .
were not apparent in student response at five months even when there was no evidence of
course progress. Negative effects in terms of student perceptioti of Athabasca University
were suggested with three out of seven no-program students pointing to the University’s

failure to provide adequate preparation for incoming students.

In conclusion, the evidence suggested that the long-term effects of the progranm were

positive for the participating students. Students felt that the programs had been helpful

"

1?
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\tht the University had provided them with s needed service. The lack of orientation
was seen by a substantisl proportion of no-program students who were not progressing

well as a deficiency in University services.

Unintended or Side Effects: Evidence that a search for side or unintended effecys of the

program was made, preferably by an independent observer.

Assessment of lside effects was made through congjderation of (a) a survey of
Athabasca Unive‘nity staf; who served ag "expert judges to determine their views o;l
;o:‘als achieved other than those to which the progl;ams wiire directed, (b) interviews with
counsellors who participated as workshop lesders, (c) inspection of open-ended questions

on student evaluations and interviews, and (d) examination of the entry characteristics of

participating students.

Representatives of Athabasca University staff, when questioned on possible
unintended or side effects, suggested that both programs might serve as a good entry to
“establishing a psychological sense of community' with students. It was also suggested

’

shat the home-stu&y package provided students with an opportunity to test the distance
ed;cation system in a small way. A possible counter-productive effecs of including only
successful students on the tape, Telling It Like It Is, was suggested for students who were
» failing to keep up. While this effect merits consideration, the program was addressed to
students who had not yet had time to fail. The focus is on prevention rather than
remediation. Student response (Appendices Kﬂ}nd L) also indicated that the taped

interviews were frequently mentioned as being easy to identify with and as haviag a

highly motivating effect.

Counsellors who participated as workshop leaders indicated they saw two side

effects of the workshop program. The first was that the student interaction in the groups

[y

provided a broadening of their owa pcrspec(.ive on student characteristics and concerns.
~
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The second was the. obosrnﬂol that lpoltueom eﬂofu on *ho part of student
participants to exchange phone numbers and to plan mbuq«lt meetings indicated these
sesslad could serve as a nucleus from which peer support uoupt could develop for those

students finding the isolation of'distance education undesirable.

Student resgonse (see Appendices K and L) indicated there was a clear focus on the
intended goals. Observations that suggest side or u.nintended effects were minimal.
Interviews with no-p‘to;ram studeats, however, indicated tha.t the lack of orientation to
Athabasca University was seen by some as a deficiency in l‘nel Universit‘y’s current
services. A decrepse in adverse criticism from a public that has sampled Athabasca
University courses and thereafter became informed purveyors of information about the

* '

University may be an important side benefit of the programs for a University which is

relatively unknown.

Examination of the{mry characteristics of studeat participants in the progtams
indicated that the home-study progr.am was used by a relatively high proportion of male
students, Mhin; students who would ordinarily not seek help was an intended outcome
of both programs. However.‘ the degree to which male students would participate in the

]

home-study program was not expected.

A limitation -in the search for unintended or side effects was the absence of an
independent searcher. The bias of the progn’n developer and evaluator were{kiarly
involved in determining what to look for, how to look, and what to make of the

information available.

" In conclusion, s search for unintended or side effects through questioning of

119

Athsbaseas University staff who reviewed the programs as well as counsellors and

stadents participating in the programs indicated (a) thai there may be established 4
“sease of community’’ among students in workshops that could serve as a basis for

establishing greater student contact, (b) that workshop leaders also beunefited from the
“
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brosdes perppective on student characteristics and concerns gained from obsorving the _

group pt_oce'.‘c. (‘c) that the home-study program was especially uu!ufla seaching students
ordinarily not inclined to seek help, and (d) that studen®® perceive the lack of an

.

otientation to Athabascs University as a deficiency in the services available

Process: Evidence presented on this dimension 1s meant to substantiate or invalidate the

claim of performing a2 described process, .

L] B
" The goals specified for each of the programs were based oa Haverkamp's (1080,

1983) m;del for orientation programs. This model contends that an oriestation program
should lead to gains in (3) information sbout .tlo academic institution, (b) understanding
of self in relation to the demands of the institution, and (c) awareness of needed skills
Placiag this model within the conlex).of Athabasca University, these goals wer®broken
down into the following sub-goals. Information abopt the academic institution included
information on the distance educationpisystem. the student population, and on university
resources available to students. Understanding of self in relation to the demaads of the
institution involved information and assessment of personal characteristics related to
requirements of distance education and of situational or- social concerns related to the

impact of a return to student life. Awarenessof needed skills inclgdod communication and

planning with significant others, lg’arning and study skills,. and self-maintenance of -

&

* . ¢ .
motivation. Gains in awareness or knowledge related to these goals was presumed to
’ . ' ‘ :

-

'
depend on the processes used to effett thosg goals.

PR

The sources of information used to provide evlivdcnce on this dimension included /1)
detailed program descriptions, and an Instructor’s Guide for the workshop, (b) student
response to the programs, (c) expert evaluation of programs e"ective;m in achieving the
specified goals, ind (d) solicited and unsolicited submissions by reviewers external to

AtbabascX Upiversity.

[



N
N
i -
.

Detailed prog\ram de‘sc\iptions are presented in Appendices and Chapter 13 The

| .
home-study program is open to inspection as is the workshop format and Instructor s

/

Guideysee Appcndices'[’oF and G). Consideration of the learning processes involved in

‘each of the two progrims suggested that the workshop's experiential processes may have

provided a more powerful learning experience than the self-instructional reading material’

used in the home:study program. Evidence for estimating just how fully students

receiving the home-study program actually used the program were based on the 70

percent return rate of home-study program eyﬂaluations.

\
P ‘ i -~
il

Student response to components of the programs also provided some evidence of the
P‘:j'ceived impact of program content. These responses suggested that students saw these
programs as providing them with (a) an increased awaraness of issues related to effective
planning for a return to scbéoT, (b) ideas about specific coping skills that mgyy be
.applicable for them, and (c) new information useful in planning for university (see Table
4). Vir_t_ual‘ly all participants said that either “!to a large extent' or “‘to some extent’ they
recei\}ed increased awareness and increased “'skills, approa(‘:ﬁhes and iecbniques" useful for
returning" to school. Works!!op participa‘nts’ ‘teporded a somewhat greater gain than
home-study program students. In 'absence of assessment of actual gains as compared to

~ o

reported gains, the question of whether or not an inclination to respond with a positive

social response bias in this group iateraction climate is unknown. T

On an overal evaluation of Fhe two programs all but one of the participants
responded that the programs were “excellent” or ‘‘good” in meeting their needs. The
- o

- R
workshop participants responded somewhat more positively than the homeystudy

participants.

- Responses to open ended questions suggested that participants had become better

informed, had done some sell assessment of their pdtential as univelLsity students, and
» \
had become more aware of some needed coping strategies. (See Appendices K and L for



.

3
iy

complete student'response.)

The third source of evidence related to substantiation or invalidation of the clam of

performing a described process was expert judgment of how well ¢ach progrun achieved

its goals. The experts internal to Athabasca University were chosen to represent

:u.!ministralors, academic staff, tutors, and counsellors. They included the Vice President.

Academic, the Director of the Northern Regional Office, the Coordinator of Regional
B

Servicesa psyrhok_)gy coordinator, one counsellor and two staff members who served as

both counsellors agd tutors.

n The ratings giv;n to the “Expert Judge Questionnaire on Evaluation of Needs and
Qf Go:;Is Achievement” (seel Table 5) indicated that both prog‘rams were rated as between
‘‘good and fairly comprehenéive" and “minimally acceptlable" in achieving all of the
spe'cified goals. Worksh;p rating§ were slightly higher than home-study program ratings,
seven out of twelve goals was given a rating of 14 KgoPd and fairly comp;;hensive") or

above. In home-study program effectiveness ratings, five out of twelve goals was given a

rating of 4 or above.

The fourth source of information consisted of the solicited and ‘unsolicited responses

of external reviewers. These included experienced evaluators ‘of British Open University

F g
programs, mature student advisors from several Alberta post-secondary institutions, and

a reference in a recent publication (Meichenbau 985) te the home-study program.

Evaluators from the Open University in Great Britain suggested that the program
content was focused ob appropriate goals and that the presentation was appéall’ng. They
also»auueated that the direst approach to personal iss;lcs would be un-British and
therefore questionable for their students but possibly appropriate for our culture. ﬁe
suggestion was also made that the home-study program a;ssumes 3 capacity for self-
directeq activity that, while espoused as characteristic of adult learners, may be an

unwarranted assumption. External reviewers within Alberta and British Columbia have

N

[



come through word-of-mouth. Although very positive about the program and liw ISsues
addressed, these reviewers are likely to expreés a positive‘evaluation in addressing the
program developer. However, the receipt of twenty-three reque;ts for the home-study
program and the Instructors Guide to the workshop was considered evidence of interest

.

if not approval of the programs.

The Tfinal expert judgment considgred was directed to the component 'bf the
program on self maintenance of motivation, the final section of the workshop and home-
study pro;rarﬁ. Although a very briel introguction to stress inoculation training, it was
cited as an application of this approach by a leading prqponent of this procedure

"
(Meichenbaum, 1985). . -

In conclusion, detailed program description, student response, expert judge ratings '

and external reviews support the contention that the programs involved processes likely,
to increase participants (a) information about Athabasca University, (b) assessment of

themselves in relation to the requirements of Athabasca University and, (c) awareness of
» ) '

i’skills or approaches useful in dealing with typical problems faced by students.

.

Caudation: Evidence that the effects reported could not reasonably be attributed to

something other than the treatment.

Assessment of causation was done throuMui-experimental design as outlined

in Chapter IV. Results obtained include measurement.wof course progress and course
completion for the experjglental program wps and the no-program comparison group.
i []

. . > L. v 28 ..
Examination of the entfy characteristics of voluntary participants to the two
experimental programs revealed that the populations were not equivalent on releyant

characteristics. By combining the two experimental groups, similarity in population
‘ ' ¢

2

~ characteristics were obtained between the experimental and no-program groups except for

a remaining difference in average time since last enrollment in formal education. On this

Sf’@‘

.



factor the experimental groups were characterized by longer periods since last t‘nru‘lml -

possible negative volunteer bias.

Evidence of program effects through student-self-roport (Tables 4, 6. 7. 8) and
through interview observations benefited from the availability of a comparison group

Results of outcome mPasures. on course progress were given in Table 17, tests of

statistical significance are given below. -

. , )
In conclusion, evidence that the effects reported in this study could not reasonably

be attributed to somgthing other than the treatment program was based on the use of a

4

quasi-experimental design.'l,imitations in the use of a comparison rather than a control

.

group were offset to the extent possible by careful analysis of the experimental and

comparison group characteristics.

Y

Statistical Significance: Evidence that an aopropriate statistical test of significance has

been applied to the data used to support the claim that the effec_t'uributed to the

treatment. T

~

Based on the nature of the data and assumptions made, a chi square test of
' . *
statistical significance Was used. This test compares two or more independent proportions

obtained from dichotomous data. The formula used was:

N(AD -BC)?

(A+B){(C+D)(A+C)(B+D)

Application of a chi square test to course progress rates of the nb-progr,_am and
N .
home-study groups reveals there was not a statistically significant difference between the

course progress results of these groups (chi square 1.93, 1 df, and p < .15). The chi

.square applied to the course progress rates of the no-program and workshop also reveals
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a Izllck of statistically signiﬁchht difference between these groups (chi square 1.64, 1 df,

and p < .17). Course progress rates of the two treatinent groups were virtually identical.

In conclusion, an appropriate test of statistical significance was used. Differences in

the pragram effects were not sufficiently great to indicate with a confidence level of .05

~ that the treatment and comparison group; were, in fact, different as a result of the

treatment intervention. Differences in course progress results were, however, sufficiently

great to suggest further study is warranted.

s

Cost and Cost-Effectiveness: Evidence that a comprehensive analysis of costs and cost-
benefit analysis be done as systematically as possible, preferably by a trained,

independent consultant. Comparative costs of critical competitors should be presented.

The assessment of costh was made by considering the direct costs of each program

as well as’ the costs of periodic revisions to the video and audio" tapes (estimated as every
;en years) and to the printed Guidebook (every thrée years). Tbe.costs were based on
the results of the field trial which indicated that approximately 20 percent of new
students would use one of the two programs if offered within a few weeks of admission.

On the basis of 4000 new admissions per year, a projection of sixteen workshops per year

with an average attendance of eighteen participants in each workshop was made.

Estimated costs for improvements to current the current video tape, Telling It Like
It Is, and production of a new video t=j= in ten years was $6000.00. Updating and
revising the printed home-study program every three years was estimated to be

33,(!)0.90. For the field trial, the audiotrack of the video served as the audio-cassette

which accompanies the home-study guidebook. Costs for this production were distributed

between the two programs. Siuce the cost of produc\ing an audio tape is small compared

to video production, the home-study program share of the video production was set at

ten percent or $600.00. Staff salary cost was based on a time estimate of seven hours for



each four hour workshop at a rate of $200.00 (salary plus benefits) per day.

Opportunity costs or estimates of alternative services which could have been offered
by the workshop leader during the seven hours spent on the workshop was considered
although benefits of each kind of service did not readily lend themselves to cost-benefit

analysis. During this period a counsellgr would typically see five clients i.ndividually‘.

Serving eighteen clients in a group ‘setting may be seen as more efficient and, in some

126

ways, more productive. In pract‘we, howevet, this group experience probably did pot |

replace individual contact‘hours. with a counsellor. The group experience was generally
seen as having a value not comparable to that gained in individual contact.»Tbe i)enefit
" to counsellors of having an o;ientation program to which prospective students could be
referrcd was secp as of value to both students and counselling staff. The cost of the
service to students w'as, boWever, more readily estimated than the ben;rits to the

counselling staff.
\

The féllowing cost breakdown provides estimates of the relative costs of the
workshop and homexgtudy programs on a perparticipant basis given the assumptions

related to numbers of new admissions and revisions stated above.



Workshop: Cost per Participant
(Based on holding sixteen four hour workshops
per year with each workshop having eighteen

participants.)

Wortkshop leader salary
(one day at $200.00 per day) $11.11

Video production costs

(amortized over ten years) $ 208
Workshop Materials ‘ $ 1.25
Promotion costs 81750
Total cost per participant $16.14

Home-Stiady: Cost pér Participant “
(Based on 512 participants
per year)

Home-study guidebook printing cost $1.25 .
Cassette $1.25

- Update and revisions to guidebook )
(Estimated at $1,000.00 per year) $1.93

Audio production cost

(Amortized over ten years) $ .12
Postage , $ 68
Promotion costs . $1.70
Total cost per participant $6.98

Individual Counselling Sessions:. Cost per Participant
(Based on one hour per client)

Counsellor salary
(Estimated at $30.00 per hour
cost to the University in —
" salary and benefits) $30.00

Total cost peér participant $30.00

‘e
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Total»(‘ost of F,:\'ch Program per Year

Workshops
- (based on 288 participants @ $16.14) $4.648.3

Horﬁe—Study Program \
(based on 521 participants @ $6.98)  $3573.76

- D e ———

- Total Program Costs per Year $8,222.08,
" *adding 15% improvement cost $1,233.31
- $9,455.39

Less portion of cost already

committed to staff salaries  $4.960 00 -
Actual addition to base budget for
continuing the programs $5.195.39
~

Estimates of costs were obtained, and were provided on a cost per capita basis for euch
program. Because each program attracts somewhat different ;égments of the population, the

programs must be viewed as complementary -rather than éompct.ing in some respects. The

.

cost of the home-study program was smaller ($ 6.98 per participant). This'progra'm.also has
tife advantages of being accessible to all ,Atl;abasca students and of not being dependent on
the presence of professional staff. The w;;rkshop program costs somewhat more ($ 17.26 per
participant) but was favored by a substantial number of students and was considered to have
benefits for both student and staff participants that exceved those ofl.the home-study program

The relative cost of these programs. was small compared to one-to-one counselling which was

the prevailing alternativ_e prior to the development of these programs. The video tape and the

v

promotion costs constitute a rélativély high proportion of the total cost. Each was seen as

critical to the program and no less costly alternative was avgilable. The costs of not providing

services to students was not attached to a dollgh value but must be considered.

/e
Eztended Support: Evidence that a plan exists for updating and upgrading a program in the
light of formative evaluation¥experience. Recent evaluation literature suggests heavy emphasis
be placed here on the methods used to insure a receptive audience. - ,‘

Y

-
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The dimension required that efforts be made to insure a responsive audience and.
thereby, extended support for the programs should the results of the evalugtion jui@_ify
continued support for the program as it stands or for improvements which appear indicated
on the basis of the field experience. Evidence that such efforts were made rests on (a) budget
submissions for proa'm updatin;, (b) involvement of administrators, academic staff, _and
counscllors as judges of program content and program effectiveness, (c) involvement of
counselling staff~in setting program goals and in participating as workshop leaders, and (d)
plans for evaluation reports focused on expressed conceras of administrators and of

i

counselling staff and (e) plans for supporting student groups formed at the workshops.

Involvement of expert judges representing several functions within Athabasca University
in early stages of the evaluation was intended to increase their interest in the programs as
well as to obtain- their perspective on the programs. Issues raised at this point were

subsequently addressed in the evaluation process.

Counselling staff were involved ‘in initial, planning of the programs, especially in

i
determining program goals. Further involvement in the video and zuidebook production as
well as in establishing a workshop format was widespread throughout the counselling staff as

interests, responsibilities and workloads permitted. All received student evaluations of the two

.

programs and most assisted with workshops.

Q . .
Reports on student demand and -student response to the orientation programs were

7 .
presented to counselling staff whose primary concern was with program effectiveness while

information on student demand and on program costs were addressed to administrators

concerned with budget decisions.

In conclusion, reasonable efforts were made to include decision makers responsible for
future support of the program as involved participants in the evaluation process. Efforts were
made to focus evaluation reports on the informatioh needs of the audience receiving the

reports. Projection of costs for updating and upgrading the programs on the basis of the



130

evaluation data was submitted to appropriate administrators. Further development of support

was anticipated at the conclusion of the study. \

Educational Significance. Evidence that a synthesis of information on need, market, field
trials, consumers, crucial comparisons, long-term effects, side effects, process, causation. and
statistical significance has been done. This required looking ‘‘below the surface requirements

of statistical significance to the deep requirement that the actual gains match significant

needs”” (Popham, 1974, p. 19).

The syntheels required for this dimension was approached through the rating scale
presented below as wlell as through the discussion and recommendations made in Chapter VI.
The rating scale is recommended by Scriven as a means of pin‘pointing assessment of each
evaluative dlmension‘ and arriving at an overall judgment. It is at this point that arguments

for the irrelevance of a dimension for the study undertaken are to be made if judged

appropriate by the evaluator. The following ratings were made by the investigator.

3
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Figare 2

Product Profile Evaluation

Evaluation RRating Summary

Dimensions Achievement Score

Need
Market
Field thial
True consumer .
Comparisons
Long-term

Sude effccts

I"rocess

Cauxation

Statistical significance
I=durational significance
Cost

Support

4+

0 S | 15 2 29 3 35 4

Note: Ratings are those made by the investigator according o the criteria proposed by Scriven (1974).

5

General Dimenston Rating Scale

0

[ %)

= no support

== possible or marginal support
= acceplable support

= |arge degree of support

== very large degree of support



“Tomments on rating of dimensions: o
1. Need: Good evidence of need presented from many perspectives

8. Market: Markot cioarly demensirated. Resnurces mibjeet o ugn of University
reorganiaation plans.

3. Field trial: Realiatic trial done. Has continued with only minor changes.

4. Consumer: Missing non-responders (30 percent of home study participants) Thene may be
very important consumer groups.

5. Comparison: Limited data on alternative programs. Created competitive program ueful bt
found to be more complemenu? than competitive. Difficult to conceive of lew costly
competitors.

6. Long-Term. Sell-report evidence and course progress measures provide some evidence at least
satisfactory for reasonable support.

7. Side Effects: Limited evidence on non-responders. ’

8. Frocess: Congruence checks good. Missing behsviorai assexsment; bahnfed by slf-report

evidence and nutcome measures. 3—
[ 3

9. Causation: Quasi-experimental design presenta plausible argument for cauration of effects

10. Statietical Sigm'/x’canc.e: Significant differences not found in course progress Differences
found suggest further study warranted.

11. Educational significance: Reasonable evidence that gains were made 1n satislying some real
need.

12. Coet: Estimates suggest costs lower than current alternatives  Cost of not providing
programs an important consideration.

13. Support: Uncertain. Needs development.

Despite the absence of statistically significant differences in outdome measurement

of course progress between experim:nt:\l and comparison group students, evidence on all
other dimensions indicated at least acceptable evidence for the gonclusion that there was
a real need and market for the programs and that the programs were effective in
satisfying genuine needs. Viewed as a summative evalGation, the results warrant a
recommeadation for continuance of ti:e programs. Viewed as formative evaluation, the

results are sufficiently positive to indicate that further efforts toward refinement and

development of program components is justified.

1wl



Chapter VI

.\O . N .
Summary, Conciysions, Discussion and Recommendations

The specific problem that gave rise to this study was the discrepancy between the
expectation that an oped-admission distance umiversity “shouk‘l_provide the majority of
adults .. with a natural and welcome environment for learning™ (Moore, 1972, p. 87) and
the evidence that the majority of new students in the distance education system offered

by Athabasca University were dropping out with li;tk or no progress 'made on their

courses. Similar early attrition was characteristic of students in other distance universifies

1A

Tie timing and nature of concerns related to adult re-entry into formal education

.
as well as pd@it studeats in conventional universities.

and concerns related to adaptation to a distance w}nnﬁ"lyuem provided support for
*»
an early intervention focused on a broad range of issues.

v

/ o
This concern about attrition by adults eotering Athabasca University was

consequently addressed through development of preventive "pachge" interventions, i.e.,
orientation programs focused on bélping students anticipate and plan coping ’strate;ics
for dealing with typical concerns faced by this population. A package treatment approach
was chosen as a pragmatic and ethical alternative for the setting involved and as a first
step in a dismantling research strategy (Azrin, 1977, 1979). This strategy requires
evaluation of program components that could be devel r refined in further eﬂotts to
define more effective treatment programs. A particular issue involved was whether such

a program could be developed for distance delivery.

o

The question of program effectiveness was approached through applitation of an
evaluation methodology. Evaluation criteria put forward by Michael Scriven and used as
guidelines for this study include emphases on triangulation (Greene & McClintock, 1985),

quantitative aad qualitative methods and data, consideration of the perceptions of all

—-—
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consumers (i.e., policy makers as well as the targeted population), cout-eﬂecuv.'nem, and,
in accordance with Popper's demaad (Serlin & Lapsley, 1985), eatablhhmen, in advaace
of the ctiteria for acceptance of program effectiveness. It was argued that this approach
serves the purpose of scientist-practitioners in natural settings by providing
comprehensive information on many dimessions of ideographic data, indications of
specific program effectiveness in a particular context. Transferability of knowledge gained
through such methodology is not dependent on exact duplication of the experimental

i
conditions but on having explicit and d evidence about the conditions in which the

study took place with the resulti igy of another practicioner or researcher
rationally assessing whether similar ¢ bold in another circumstance in which the
information obtained may apply (Cook & Campbell, 1979; Guba, 1978; House, 19886).

L 2

Program Development

Program objectives. The programs developed were based on needs for early
intervention, for programs acceptable to adult students (i.e., programs based on commoa
concerns a:nd focused on building competel;cies rather than remediating problems), for
programs accessible to a geographically dispersed student population, and for pro;um.a
focused on si'gnificant' doncerns (->f adult distance university students. To achieve these
purposes a self-instructional home-stydy program and a workshop program were
developed. The approach used in the programs was preventive, that 1s. aimed at assisting
students in anticipating potential problems and strengths and using this knowledgg in

°

preparing themselves for workin;.toward their educational goals. The objective was to
bridge an apparent gap in the preparation of students entering Athabasca University and
thus to take a first step in the process of overcoming problems that appeared to be

related to attrition.

134
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Program _design. The strat&y used in program design was a problem-oriented
rather than a method-oriente&“-.‘ﬁpproach (Azrip, ,197‘:1).' Use of a trcatment‘ package
having a muf§i-faceted treatment approach, with each component of the treatment

. ehosen because it is a reabonable and ethical' approach, has considerable. support in
current trealment outcome research (Kazdin, 1983; Kendall & Norton-From, 1982).

\ Rigor in spgcif'ication of the context and participant characteristics as well as in process
variables becomes critical in making reasonable assumptions necessary to Tormative,
evaluation on which a dismantlihg and constructive treatment strategy d?pends. The
\treatmcnt; packa}e used in the programs developed for this study contained a variety of
techniques."ncluding alements of didactic instruction, modeling, individual and group self-

r : hd , »
assessment and problem solving. Issues dealt with were (a) knowledge of the Athabasca

University system, (b) assessment of the appropriateness of this system for the individual

'student,gand (c) knowledge of potential problems and problem solutions. .

Program design within the context of Athabiica University placed constraints on
development options. The geographical spread of students throughout Canada fequired
an affordable program that could be provided to students not having access to regional

« offices of the:University. \

The open admission policy and/consequent great diversi& in educational

»
background characteristic of Athabasca’s student population required an approach that

focused on relevant issues in a way which neither assumed extensive %miliarity with

university work nor “talked down" to those having a strong university background.

Athaba?d Univenity's'ycar-rounlﬂ admission policy posed further constraints on the
workshop program design. The need for presentation of orientation programs within a
short time after registration required monthly workshops. Low course cnr#ut péi;ods
'could,\ bowever, be expected to result in low workshop enrollments. Tl;e diminished

opportunity for group process and the increased per student cost of staff resources during
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low-enirollment periods presents some cost-effectiveness implications for workshop
presentation. The alternative home-stidy program remained®a, feasible option for all

"
students-during the entire year.

Evaluation Approach

Evaluation of program effectiveness was based on an approach proposed by Michael
Scriven,(lON). This #pproach requires evidence of program effectiveness based on the
‘determination of need, market, results of a field trial, consumer perspectives on
'effectiveness, comparison with competitive programs, long term effects, side effects,
congruity of program procéss with program goals, causation as based on r‘es’search design

“ if possible, statistical significance, educational or practical significance, cost-effectivencss,
and availability of extended support fbr the program .if warranted. Evaluation efforts

were consequently directed not only toward determination of outcome effects but toward

2

., a comprehensive search for process and outcome variables which might shed light on the
Py ’ h '

"~ nature of ,.th:e\,,p:oblems experienced by students and identify program components
B R S
. requiring . revision.

e

€

Major Conclusions
I : 3
e .o
Application of Scriven's thirteen evaluative criteria to the preventive orientation

ca it . R 2 . . .
programs developed to alleviate the “induction crises’ in adults returning to formal

X.qin'catlon in a distance university indicated there was sufficient evidence to suggest the
0 ’ .

‘programs were a step in the direction of serving the purpose for which. they were designed

and that continued support for the current programs and contained efforts to refine and

expand the programs were warranted. Major findings follow.
4

Program utilization. Information on the rate of program utilization and on the
characteristics of the student population choosing to participate in the programs was

useful both as ac indication of program effectiveness and as ap indication of which

-
2N
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students viewed each of the programs as meeting their needs. The results indicated that

within an urban area the home—stutﬂ program attracted a high proportion of male

137

students an¥ a high proportion of students with university background. The workshop -

program attracted a high proportion of f;emalc students and a low prgportion of students

with university background. Both.programs attracted students who had been away fromp

formal education for longer periods than was typical of Athabasca University's student
population. This information on program participants was useful in placing other

W .

comparative evaluation results of the two programs into perspective.

The rate of utilization of each of the programs when random invitations were
offered was between 21 and 22 percent for both programs. This rate of utilization was
high fbv programs of this type and suggest the programs were seenvas useful and were
acceptably promoted. Questionnaire results irgdicate that when choice of pro-grams was
available, t.here. was a greater demand for workshops than for home-study programs

O

within the urban area sampled. N
!

Immediate and intermediate self-report outcome measures. Both the home-study
«

and workshop programs appeared to meet some needs of incoming sttyen'ts at Athabasca
.

University. Student participants in both programs in contrast to no-program students

indicated they felt more knowletigeable about the Athabasca University system, had more

informution relevant"to assessing whether Athabasca University ‘was appropriate for

.

them, and had a greater awareness of some typical concerns of adults entering a distance
university as wel} as awareness of sagietgossible solutions for those concerns. This

iy A 3 '
greater de'grQ{: reparedness was assessed at two or three points over a five month

Py
& @«

¢ o,
period following program participation or, for the comparison group, course registration.
N ) &
Process and interview assessment. Student self-report’ observations_were similar to
s R L3

- counsellor assessment in interviews held five months after resistration and to the

assessment of student needs and effectiveness of the progra 0 mecting those needs

L
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made by University “expert judges” ie., tutors, professors, administrators and
counscHors. These observations converged in assessments indicating that all program
components were adequately meeting the intended objcctives but that further

development of some components, e.g., coping with maintenance of motivation, was

needed. w9

The programs also appeared to

serve the purpose of assisting parﬁcipating‘ students in getting started with their course

138

work, thereby reducing the likelihood of attrition. Although differences between program .

and no-program students in course progress did not reach statistical significance, greater
course progress on the part of the program participants was sufficient to suggest that

further study was warranted.’

At ten to twelve months following registration, approximately half the students who
had participated in the programs had either completed their course work or progressed to
the point of having completed recorded assignments or examinations. The same level of

course progress was evident for approximately one-third of the no-program comparison

students. This advantage achieved in course progress occurred despite evidence that the

: ex‘perin;ental program students had been out of school for longer periods of time than had

the no-program students. The relatively high educational background of students

choosing the home-study program brings into question the relative contributjng effect of

previous academic background as opposed to program effects. The relatively low
educational background and longer periods of time since last enrollment in formal
education characteristic of workshop participants suggested a stronger influence of

program effects for this group.

Observations on program components. Self-maintenance of motivation was

identified by studentg- as well as Athabasca University staff as a major difficulty for

’

stydents engaged in the distance program provided by Athabasca University. Workshop

£



participants saw themselves and were seen by counsellors as experiencing less difficulty
with this problem than either home-study or no-program students at five months
following course registration. This suggests that efforts toward further development of

-"\coping skills such as the stress inoculation techniques currently in the programs may be

usefully continued or developed further.

Side effects. New admissions to Athabasca University interviewed after five months -

of experieng‘g with the University identified the need to have I.>een better informed about
the Athabasca University system and see this as a respon.sibility of Athabasca University.
Knowledge about resources available was insufficient to insure that this information was
obtained at the point at wb‘ # would b'ave been of value. e cost to both the public
and the University of not insur_ipg, W the extent possible, adequate information and

preparation for Athabasca Unipersity's distance education system should not be
"I
S

overlooked. A
' L 4
Discussion A =
— -
" ‘.J

The program and evaluation strategies used in this study led to some expected :my

some unexpected findings which may have implications for further program development

and evaluation within Athabasca University as well as for contexts in which similar

concerns are addressed.

The self-selection process revealed that the alternate comparative programs were
different in ways not previously anticipated. The attraction of the self—instructior;al
home-study program io a predominately male and typically reluctant help-seeking
;;opulatio‘n was not anticipated. The value of a more penqnll); distant and possibly less
threatening form of assistance to male students may be useful to consider in other

services focused on this population.



The convergence in the views of administrators, counselling professionals, and

. . ,
students on student needs and on the helpfulness of the orientation programs in meeling
those needs was an expected but reassuring and useful finding. Assurance that there

exists substantial agreement between the direct consumers of student services and the

‘ ‘vlprofessionnls and administrators providing and supporting those services should provide a

"
basis for agreement on continuing and developing those services.

As was expected, the findings provide evidence that the timing, content, and
\'approach of a [;reventive orientation intervention at the initiation of an academic
program seems (o be a poi,nt of entry where many concerns, mis;onceptions, and planning
deficiencies occur. Although #6t readily identifi§d as problems at that point by incoming
students, a few months of experience as §ludents indicated the issues addressed do surface
for many students at a point where remedial action may not appear promising. The
benefits of preventive as opposed to remedial interventions was reinforced by the

reception of students in this study and suggests that this approach be considered in future

program development for adult student populations.

.

The reception of students to a self-instructional booklet with an accompany ing
audio cassette was generally positive, a sornewhat unexpected finding for practitioners
whose' experience is primarily with face-to-face helping services. Reaction to this distance
program suggests that such distance delivery methods of serving a student populatioq
may be upderutilized. The heterogeneity of distance university student populations and
the self-selection process which occurred in utilizing the face-to-face and distance
programs au_ggesta that pto:ision of diversity in type of program and delivery of s:rvices
is necessary to be responsive to student needs and necessary to insure truly accessible
resources for students in these contexts. Cost-effectiveness of services is also an important

issue. As psychologists increasingly serve a population which is attracted to sell-help

prdgrams for many aspects of personal development, such distance delivery of psycho-
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educational assistance for commonly expressed concerns may be usefully explored.

Institutional.concerns about Lth_e causes of attrition in distance education cannot
easily be '.explorcd through controlled studies of an accessible and captive population nor
through the accumulation of many informal staff-student interactipns and observations.
The identification of student needs and of remediable problems in a diverse student
population such as that at Athabasca University is a complex task requiring a multi-
perspective evaluation approach. On &he mailed survey of students in this study, nearly
all students stated that they foynd the servic;;s offered by Athabasca University to be
” } .
‘‘good and comprehensive' in/meeting their needs. Yet a few months later, during the
course of semi-structured interview ol tl;eir experiences as Atha‘ University
students, three out of seven students wﬁo had not participated in an orientation program
stated they were initially uninformed‘ and suggested that Athabasca University and by

implications, institutions providing non-traditional education should mike some kind of

orientation available or even compulsory.

The data on student use of linutitutional resources and student response to the
orientation programs devclbped for this study suggest that assessment of sﬁxdent needs
and evaluations of student services in adult education may place too much reliance on
the image of students as self-directed responsible adui@ who will seek out needed
assistance as required. This view may fail to %msider the large number of adult students
who need to present an appearance of being self-directed, competent and independent but
who hope somebody will recognize when they need help and offer that help in a non-
threatening way. A sensitive pro-active and peeventive stance in the provision of services
A may prove useful for the latter group, a gmsup which may well constituté a major
proportion of Athabasca University's studeanation as well as that of other

institutions serving adult students.

141
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Lastly, as a matter of public policy, if one accepts the evidence that there is 3

de;;lonstrated need and market for orientation programs for students in a relatively m-v»:
and unfamiliar university such as Athabasca University and further, accepts the
argument that students have a right to know and the University has a responsibility to
provide adequate information upon which the public .may make informed choices

r

regarding entry to the University, then efforts to determine the most cost-effective means

of presenting a useful orientation is required. This study may®erve as a step in meeting

that need and that responsibility.

Recor.mendations

Recommendation 1 - The orientation programs developed for this study should be
maintained and developed as further formative evaluation of the programs suggests
needed changes. Extension of program components relating to development of skills,
especially those focused on maintainimmmivati;n, should be developed. Evaluation

et

of the programs with greater emphasis on the diffe'rential effect of each program

component should continue.

s

Recommendation £ - Athabasca University needs to obtain further in-depth
in"ormation on student characteristics, student needs, and on the adequacy and
appropriateness of services to students. A comprehensive evaluation program to examine
current practices and future initiatives is required to develop worthwhile services that will

L}
serve to help students use the educational opportunities offered. g

Rtgbmmendat:'on & - As more information becomes available on the characteristics
and needs of the Athabasca University student population (see Recom‘dzition 2) this
information should be used in providing better assessment services for students

considering entry to the Ubiversity.
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R Rccorpmmdation 4 - Efforts should be made to increase the accessibility and
‘ " “approarhability of staff resources to students. Listing of resources in printed material has
“ /‘g«cn insufficient to ensure their uscfulness to students; methods of increasing

| . comfortable, non-threatening contac_t with staff should be investigated as a means of

enhancing the educational opportunities provided by the University as well as in creating

a sense of community which is urrently lacking..

. Recommendation 5 - Efforts to encourage opportunities for student contact through
sot'iﬂy and peer support groups as a means of increasing motivation, providing peer
support and reassurance, increasing the information network available to students, and

establishing a sense of being part of the University system should be explored.

Summary

The evaluation of the orientation programs developed for incoming students at
Athabasca University suggests that both the distance delivered self-instructional progrdm
and the- face-to-face workshop program served some needs of a substantial proportion of
new students and were cost-effective compared to the alternative of individual

counselling. /
-

" The preventive package program approach aimed at common transitional problems*
of adults re-entering formal education could serve as the first stage of a dismantling and
reconstructive research strategy with the goal of constructing more effective program
intel;ventions for students entering the distance education program offered by Athabasca
University. The results of both precess and outcomne measures as assessed through the
use of Scriven’s évaluation guidelines provided sufficient information on participants,
contextual issues, program details, ;nd outcome measures Lo serve as a source of data on
which to p.lan further refinement of programs for Athabasca University and to serve as a

source of information by which practitioners and researchers dealing with adults in
I
(o}



similar contexts may make rational assessments fegarding the applicability and

transferability of findings to their settings.
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Our records indicate that you have recently Yegome a studén% at T xsf';
Athabasca University We wgpld like to welcome you and to offdm —
you the a,ssistance of the Studemienvices Unit. ¢ A

Many Athabasca University students are adults who are returning .
to school after somgatime away from formal educatNen, If you are
facing this transi » we strongly encourage you to ¢btain from: .
Student Ser a self-insgructional Orientation Guidebook with
an accompa udio tape The Guidebook is focused on helping
students ant te some of the problems and concerns frequently
encountered by adult students. As well, the Guidebook and the
students interviewed on the audio tape suggest some coping strate-
- gles which may prgve helpful in easigg yeur transition to student
life. A.brief description of the Oriemtation Guidebook as well as
“some student reactions to ¢he Guidebook are enclosed.

.

if this Orientation Guidebook sounds useful to you please contact <
s.at 432-1550 and we will send this material to you.
o

There is no charge for this material! We 8o, however, request.a
return-of the audip tape in the stamped envelope that wil{Fbe'en- -
closed in the. package of materials. \ W
. . )
SE%cerelyt\

Rosalyp D
Coundellor 1

y. . :
egearch/Evaluation Coordinator .

»

RD;e~s
J,.

D) ’ e g »
10224 82 Wryte) Avene Edn-omor Aberta Cyan g "66 1723 \t
Te L.Jrone 40314321550
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Our records indicate that you have z"lcently become a student at Athabasca
University. We would l#ke to welocame you and to offer you the assistance
of the Student Services” Unit. ' :

Many Athabasca University stidents are adults who are returning to school
after same time away fram formal education. If you are facing this "
transition, we strongly encourage you to participate in an Orientatdon ..
Workshop for new students. The workshop is focused on helping students
anticipate same df the problems and concerns frequently encountered by
adult students. ‘A brief description of the Orientation W&rkshop as well
ds same student reactions to the workshbp are enclosed.

If this workshop sounds ugeful to you please call us at 432-1530 to
register. . .

Sincerely,
. q
*. ® .
Rosal¢n Delehanty , © - ~ )
Counsellor & Research/Evaluation Coordinator N4 - .o
. . -
RD/gc . s ! -
4 ‘ '
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Athabasca University CH

Edmonton Office 10324-82 (Whyte) Avenue
For more information, call 432-1580.

HELP YOURSELET

To The Student Oricntatio.r;r at Athabasca University

At Athamssca Vaiversity, ve beliqve saeh ovud Should have gMhe best possivle
chance to succedd 19 courses——and that welief nedne the Unviersity has made o

commitaent to help students.

£noving hov to wory through the ¢hallenges t‘clu sdult st
fection in the Fpcess--1s o Rey PArT of reealising success

udents-~ang fesl sagte-
- There's o vey pee

Untversity caa hely you and other Students prepare for stuqent 1ife--through 4n

ortvamln session designed to aset your epectial needs.

8o mater vhat your educationsal Mekground or age, uMnuuon will Mlp“u

become more avere of important elesents of the learning pr
orunuqn vill Melp prepare youw for Teturaing to student

-

Tou'll leara .hout‘. ..

‘Specifying the sdveatages ul d10adventages of ¢istance

oceses  In short,
110,

education

'Sueuuhnuy adding the role of Mudent Lo your othgr reles in life

‘Studying efficlently a
‘Self-wstivation end hov you con influence it
‘Support fres the WRiversity—sueh as tuters and counsel

---all In the comfort FOUr ovn home. Ve vill send the
to you, and talk with W telephone adout ARy questions
N I

Studen v ; »

"The Cuidedonh snd tepe are encellent (s froviding lnavin

the préviems they may foee 1a retufning to-en educationsl
UPpert in everteniag Mardles to e feced. .,

needed. . "
N 9.
"l think your ertessatien B should %o & pre-requisit

lors--chay can nelp

orisatefion asterials
you ofy heve
\

&2 and msking people resllae
precess. It alse gives mors

“It s '.d for one to see that there are vays to help eneseil ang to recel7e help (r
L] .

e for é¢veryene consiger:g .

AU and 1n particular these vhe have [ SAY pEst-serendary edusstion. Te go veli,

potentisl etudents need %o Mo MNldy:
- It's o leag, MM.M\Q\IN
you help studente %0 susseed.

S Such betLer appreciatien of vhat { was taking on and of
I vould Mave to fovege.® . o

Ortieatation @iMeveck’s are aveilable W calling 432-13%0

e Vhat they pre getiing themselives. 'ar
"nu?ro a“nd uru‘f:q.nu. Rt BOLter can

"1 viuh 1 hed resd the Ouidedosh Prior- 80 starting wy towrse. I\ veuld Mave given me

the change 1n Lifestyle that

-

.+
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Athabasea University

Edmonton Office 10324-82 (Whyte) Avenue
for moreinformation, call 432-1850. . °

HELP YOURSELEl

'

To The Student Orientation‘at Athabasca Unchrsidy

——————— L .
At Athatascs Usiversity, ve bolieve ened s%udent cheuld Bave the best peacibid chames
Lo succesd is eourses—and that beltef mas the Ua 1ty des wade s committmsnt to
Nelp students. . ‘

- l
Knoviag dev te vork through’the ehalleages fasing adult vtudesto—eis foel satie-
faction im the process~—ig o Bey gare of reslising succesd. There’s & vay the Univereity
can help you and ether oty Pare for otudent Life—theiugh aa oriemtatics sesston
designed to aset your opeeisl .

fo astter vhit youwr educatiema) mn’m-: or age, thts ortestation vill help you
become more svere of laportast elemeats o the learntag preesss. Ia short, the

orientatioa viM belp prepare you for returaiag to studest 1iife..

Tou'll learm abowt... i

‘Specifyiag the sfvantage and dissdvastages of distency efupetion ;

®Successfully sddlag the rele of stufent to yowr other M8 ta Life ] /
‘Studytag efficiently « /
@ ‘Self-motivetion.and hov you coa 1aflugnee 1t
‘Support fros the Aniversity—such o8 tutors afd counsellors=~thet cen help you iIn R
your studies * s N .

--.8ll 1n a selaxed Stmosphere that vill give yQu o chance @Beh to listen to your
orieatation ledder and to share fdeas vith otbers. ) . !

T Stwde ipepte have : -

"Por thess vho have neot stusted for some Vime, It ts & grest lstroduction.”
“A good sotiveter sad good fer tafermtios purposes. Defiaitely vorth whkils dttending.

"I found that tBis’.verksiby M helped, me becoms more avere of the activities lavolved
1. X o 49 Vecelhing. 4 stulidnt dgata. Juit gettiag Sogetier vith ether studests gives me 4
A TFRfreeiag nev sytlesk ea 1ife and stusationa) groved.*

[

“This 1s en ence My for peeple 1o inderstant predless that Alght come up end

hov to deal vith * 3 ‘

“This verkshep has Doen bameficiel ip Melping me deternive vhether Igelly vast te od

this--sad vhetber T caa 4o 1t nev.”

v
3

Call 832-1330 to regieter. Be charge. Limited carellment.
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A PACKAGE OF SHOELACES | .
(AND SOME GUIDELINES =~ .
FOR LACING AND TYING) |
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An Athabasca Uni versuy
Student Services
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(¥ Athabasca University
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ORIENTATION

Congratulations! You have not only decided to investigate a university level course
or progra; but you hate also opted for the challenge-of a distance mode of educa-
tert. We are pleased to have you as a student, but recognize from our experience
that not all students are fully aware of all that is involved or will be demanded of
them as Athabasca Umversaty students.

You probably fit the description given of an adult student—a highly motivated, _ L
self-directed learner. This orientation guidebook is intended Jor students like you.
Itisalsoi ed as a two-way oommumcanon device to help us in our efforts to *®

orient smdents

ATHABASCA UNIVERSITY < YOU YOU -» ATHABASCA UNIVERSITY

To provide information and assistance in To determine the needs and characteris-
surviving as an Athabasca University stu- tics of students seeking education

dent through Athabasca University

We would like to increase your knowledge of the personal factors involved in
attending university through home-study, and help you anticipate a few of the prob-
lems you may encounter. Prevention is often far more effective than a curel

_ i
We also want to know more about people, like you, who are considering distance
education as an option. We need to know who you are and what experiences you
have that will aid us in planning changes to our educational system and in orienting
prospective students in a more realistic way. We will periodically be asking for
your reactions to this orientation guidebaok and to your expenonou as a student

umproododthrouqhmmuwork

A

v



THE CHALLENGE v - o

The possibility of obtaining a university education through home-study is a relatively
new jdea to North Americans. It has, however, become a very promising altermnative
for an increasingly large number of adults who wisli to continue thier formal educa-
tion without returning to student life on a conventiona) university campus. Thistype of
education seems to require both less of people (i. @., no class attendance and no set
schedule for completion of assignments) and more of pecple (i. e., self-discipline
and a more independent approach to study). It is believed that self-paced study can
be both the greatest advantage and the greatest disadvantage of distance education. )
We hope this orientation guidebook will provide you with some idea of what distance [/
education is like and with some ideas on how 1o deal with a few of the demands that - R
an adult distance university student must face. - .
Snccessful. running of a race depends initially on moving your feet—feet that have
b‘n\lthquately shod with laced up shoes. You are the only one who cn know if
you have the desire or motivation to start ranning this race. We will provide you
with some knowledge of the track you will rn, and with a package of shoelaces in
case you find yours are threatening to snap.



(: l"l\l’-l.ls R ' YT

HOW THE
SYSTEM WORKS:
THE TRACK

OPEN ADMISSIONS AND STUDENT"SERVICES
HOME-STUDY COURSES

’ Because most pecple are unfamiliar with distance
MWWIM.MOM: education, we suggest you make Student Services
university education to adults who cannos or mﬁmma&hbu:Umnwy We will
choose not to attend a conventional univesSty. By be allé to discuss your course choice, go through
combining an open admissions policy with dis- course materials with you, and assist you in con-

tanch education methods, students find Athabasca
bmmawmmmm
anywhere. The open admissions policy

mmmllambm no what

dmbmomwwmdno
study. Most courses are self-paced. Exams are
umummmcbywmuwmd
supervision. Tutars are provided for each course
a student takes. Assistance and discussion with .
your tutor may take place by telephone during
regularly scheduled twior hours.

THE UNTVERSITY STRUCTURE

A brief overview of the structure of Athabasce
Uﬂmﬂymh.bmm'hubmul
student fit o the system. (

tacting a course co-ordinator for more detailed

. information on a Course.

We urge you to consider carefully your plans to

- take on a university study program. You may wish

to discuss in greater depth the issues outlined in
this guidebook or any other issues that are
relevant to you. Our purpose within the university
htoho!pmmmoduaoomlqochm ’

whatever way we can.

The full range of services we offer includes:

¢ Information about Athabasca University and
othcrpoa -secondary institutions

» Complaint processing (unfortunately, we're not
perfect y&t, but if you let us know, well try to

help you with the problem)



r— Student Services ———— Coungelling
Ston Pesticasons
——— Registry Examinstions
Studen: Records
Admissions
——— Course Matenals
Student Library Library Information Desk
’ : Circulation Services
;d Studies Humanities,
Science, and
Social Science
Co-ordinators
——— Admunstrauve Stidies——— Course
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™e g and the Swdent Nandbook conamn
vilal fects updh which youws survival as an
Athabasca U ty studert may depend. We

urge you to become famuliar with théee
publications. The Student Services maff at .
Athabascs UniversitPwill be delighted to help you:
)anummm.aummmn«(m)ns
6111, in Calgary at 262-4822, and in Edmonton at

Sipce our contact with most of you will be
exclusively by telephone, we would like to intro-
duce Student Services staff with bneftescrip-
vons. (See Appendix A for these protiles.)

THE REGISTRY

/ .
The Registry will be a focal pouit of many of your
contacts with the university. ‘!‘hoRoqutryhandlu

questions regarding: K *
o Admissions

« Course registrations
‘e Transfer credit assessments
« Examinations

+ Records

The Calendar and the Student Handbook also cov-
or most questions students have about these
matters. )

COURSE MATERIALS

The Course Materials department packages the
materials for each Athabasca University course,
and prepares these packages for delivery by mail
or pick-wp. Since there are thousands of bits and
pieces that go iso Athabesca Univecsity course
peckages, you may find an cocasional omission.
The Course Materials department will provide you
with those materials as soon as possibisafler you
have brougit this 10 thetr attertion. You can con-
tact Course Materiale ot (403) 673-8111.

- LIBRARY

The library houses all oourse materials, as wellas
supplementary readings, records, lapes, etic. The
Ibnrﬂrdonm‘twuuahﬂnhbbbr
thonmmtonuuchuopic You can contact
the library by telephone at (403) 678-8111. (See
Appendiz D for s further explanation of librasy

" sagvices.)

-

COURSE CO-ORDINATORS '

) Gﬂl co-ordanators are responsible for the

develepment and delivery of Athabasca Uruver-
sity courses. Detailed questions regarding
courses should be discussed with them. They can
be contacted through the main Athabasca Univer- -
sity switchboard-—(403) 675-6111.

TUTORS

Ywnlawmp:obnblypcmmkoqmm
contact with Athabasca University. All Athabasca
University students are assigned a tutor with
whom they can obtaiz) assistance on course-
related matters. Many peopls find the prospect
of one-to-one contact with a tutor somewhat
intimidating. However, once this barries is
passed, tutor assistance is usually seen as a great

- benelit to the learning process, as well as a source

of external motivation. We urge you to make max-
irrurn use of your tutor. -

e
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WHAT YOURE
- GETTING INTO:
THE RACE AND
THE COMPETITION

WHO ARE ATHABASCA UNIVERSITY STUDENTS?

Athabasca University students are a very diverse~  ment (Athabasca University Fact Book, 1981.1983)

group. Sotme of their characteristics have bigén

as {ollows:

ATHABASCA UNIVERSITY STUDENTS

PSS

P

Nl

The majority of Athabasca University students are
female...the sex distribution from year to year has
remained (airly , &t about 60 per cent female
and 40 per cent . Most of the studentfare

between the ages of twenty-five and forty-four, the

proportionate size of this group having increased
- consustently from 58 per cent in 1976/17 to 70 per
cent dunng both 1980/8]1 and the current fiscal
year...The average age of the entire student
population in 1981/82 was thurty-two years of age.
With regards to these characteristics, Athabasca
Uruversity students are verymuch like students

~ who study part-time at conventional universies.

Almost all Athabasca University students have
jobs that occupy them full-time (homemakers are
indluded here). Students have typically lied
about 100 differest job titles, ranging from rades-

man, fo labourer, 1o clerk, to professional. Thefol-

bwwubhd'uphpﬂuhmmp.w
groupings reported over the past three fiscal

years, and the percentage of the student body
represented by each grouping. ’

<
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19790 - 8081 8182 8283 8164
Homemakets, students A% 1% 17 10% FILY
andhetetued
Clencal occupations "% s 11% 13% 13%
Teachprs % 6% % % 8%
Medici d health . 6% ™ 10% 10% 1%
related occupations ’ * ,
Managenal positions % % %

Occupanion of students (1) Figures and occupational titles differed for years pnoe 1o the current fiscal
vear and have bee re agqgreqated according to the major Lust of Occupational Codes and Titles

denived by Statistics (Canada

»
v

Athabasca Unsversity is flexubity of startng and
completing cousrses 4! any ume of the year, com
‘bined with the lreedom of seftung one’s own srudy
schedule. Srudents consider the next mos umgor
1ant (eanure to be the advantage of studywng wn

About one-hall of ows srudents ha;e a leass one
chid of lugh school age or younger iving at home.
and about one-8fth have at least one pre-school
chid Heavy job and domesuc comuTutments, as
wel as geographucal 1solation, seem 10 be major

tactors in srudents’ decusions (o study at Atha- your own community. The following table .
basca limiversity Students have consistenty presents data from the last three years on stu-
reported that the main reason for studyang with dentd’reasons (or choosing Athabasca Unuversity

- s

19782 8av8l 8182 82/83 83/84

Tume (fexible pacing schedule) T 29% 2% 26% 25% 18%
Distance (study at home) 22% 20% « 19% 20% 16%
Educauonal (courses, open adrrussion) 19% 17% 15% 11% 5%
Funancial (mantan employment, eic)’ 14% 14% 13% 19% 16%
Not /poc:ﬁod 16% 22% 21% 25% a%

nr“q;ry.romn for taking & course rhrouqli Athabasca University: (1) Definiions of these categones
have n changed somewhat and data have been re-aggregated lor years prior to the curtent fiscal

year
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ADULT LEARNERS ) )
v
Athabesca Univeruity stadests can be seen as part achievement i-h-nu /
of & growing bedy of édub wiversity stedens. ’ wévershy hooulty megbers
The cusrent rend 1oward & “greying of the 1 desmbagypioal fll-tme day ore-
Wbmnmw- denms dpd typical pan-tme (sdukt) ovening sre-
able momentwm. The quastion of this derus, thy following chasecierisuas emerged:
> mmdmhwhu *greying of - ' .

Characieristics of Students®  Responses (in percentages)

_ , Part-dme- Full-ame % Poines of
Charpegqistics , Sudenss Srudents Difference
Mature 848 41 0.7 .
Respect for leaming 50.7 6 %1 -
Over-anxious about grades 496 . 80.7 . 1l
Challenging 10 instructor s .3 12.3
“Reeponsible sdul a1 4.1 349
Highly motivated N 316 4.1
Tired 3838 18 310 e
Vocationally oriented . 380 287 93
Hardworking 380 283 -~ a1 /
Unprepared for college 246" 1ns 13.1
Confused about goals 18.6 313 187
Well-prepared for classes 178 16.7 8
Complacent 13.0 16.4 34 A
Analytical 10.4 108 4 J
Feartul 9.7 138 41
Rigid $9 - 14 1.8

These survey results, together with other ressarch
on aduk students, have highlighted three charac- -
teristics of adukt leasners. .

o 8 heightenad capecity 10 synthesise new learn-
ing .

¢ & heightenad capacity 10 maintain self-directed
motivation .

o & greater arTey of responsbiihiss and self-
doubts which must be repoived before full con-
centration and study is possible .

L 4

Mrﬂmwﬂnﬂumw
form betier tham expected, but there is a demon-
stated need for the development of basic sidills
which will ensure a productive return on their
investrnent in educetion. This “array of responsi-
biiities and self-doubts” must be rescived ¥ the
conceniation on study is 10 be possible. In some
instences, the elimination ol ¢ study progmm faay
be the most sensibie solution to ovesemtension.
Rowever, ¥ your educetional goals are important
0 you, We Wye you to consider some alernative
schutiogs. “A (shoelece) in time ssves aine.”

+ * Repristed by permission trom Migit and Day: The Intersction Between an Acedemic Inssitution and

ks Evening College by Myrde 8. Jacobeon (Metuchen, N. ].: Scarecrow Press, 1970). Copytight © 1970

by Myrde S Jacobeon .
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THE SHOELACESNEEDED  _ .
FOR SELF-ASSESSMENT
AND SURVIVAL

.
— emm e et — e o o - om— o—

Athabasca Unyversity Student Services has opted for the use of self-assessment and
self-management techniques as a way of achieving the skills needed to ensure a
productive retumn on the efforts you put into your education. In our opinion, thus 1s
an effective way to approach the problems of ‘uruversity survival; however, we
recognize that it is not the only way. We have chosen a set oltechniques descnbed
as self-directed because we are addressmg the adult distancé\education student
who is likely fo be motivated and who is self- directed. Self-directed techniques
are specific methods you can use to analyse your pwn situation, and to determine
whether your behaviour and attitudes are assisting you in reaching your goals.
Although these techniques are applicable to many situations (work, home, social
relationships), the concern here is with their application to educational goals. .

We assume that you are entering university because you want to, and that your goal
is to graduate or to complete the course or courses in which you reqgister.

" Motivation is a vital ingredient for accomplishment. Essentially, motivation can be
described as the strength of your desire, or the need you have to acquire and
accomplish or complete a goal. If motivation is to be useful, it must be channelled
toward productive action. Motivation combined with techniques for getting into
action increase your control over yourself and the direction your life takes.

Although the guidebook is designed to be used independently by students, its
value can be enhanced when it is used with the assistance of a Student Services
. counsellor who fully understands the principles on which it is based. Please do not
Thesitate to call us; we welcome your calls. )

-
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< We have focussed specifically on issues thatappear to be common concerns of
adult distance education students. The issues covered here are specifically related

to achieving academic and personal goals. These issues are:

« readiness for returrung to student life

- time and role condlicts involved in a
lifestyle change

« efficiency of study techniques

+ maintenance of motivation
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SELF-ASSESSMENT:

IS THIS THE 4

TIME AND PLACE

FOR ME TO

RUN THIS RACE?

To every thing there is a season, and a u’me/lo
every purpose under the heaven:

A time to be born, and a time to die; a time to plant,
and a time to pluck up that which is planted;

A time to kill, and a time to heal; a time to break
down, and a time to build up;

A ume to weep, and a time to laugh; a time to
mourn, and a time to dance;

A time to cast away stones, and a time to gather
stones together; a time to embrace, and a time to
refrain from embrading;

Admetoget, and atimetolose; a u‘ma’o keep, and
a ame (o cast away; .
A.ume to rend, and a ime o sew; a time to keep

silence, and a time to speak.... v

Ecclesiastes 3:1-8

-

fi

———

The question of whether thus 1s the ame and sea-
son for you to begin or to return to a student life
can have no formula answer. There are undoubt-
edly many intangibles involved. Your sense o!,
purpose, your interest, your responsibiities, your
time, your capabilities, and the pressures, entace-
ments, and chance circumstances that life holds
for you all combine to make the assessment of *

your “season o learn” in a distance university pro- /

gram a difficult one. We believe that an assess- /
ment of the factors involved 1s a cnincal step in //
making a sound decision. /

L
>

ASSESSMENT: TELLING IT LIKE IT IS

On the sudiotape, “Telling It Like It Is”, which
accompanies this guidebook, a personalized view
* of student life from the perspective of several
Axhnbualh\immuudomippmod Four
- students currently registered at Athabasca
University talk about their experiences as adult
distance education students. Each presents a per-
sonal viewpoint and a different approach to being
a student.

N . 3 >

I}

As you listen t0 the tape, consider your situation
and your personal attributes. When you have
finished listening, we have a number of exercises
for you to do. We hope they will help you to max-

~ imise the efforts put into your entry of return to

university.

[ 4
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NOWLISTENTOTHETAPE ',

1014

NOTE: Listening to audiotapes is ofien difficult for
our TV-trained ears. Our eyes try 4o find a focus
dnd this can be distracting. Txy closing your eyes,
or listen in a setting that is not visually distracting.
Some of the tharacteristics these students possess
and the environmental circumstances in which
they function have helped them become success-
A ' ,

. ful distance university students. On the left-hand

side of Chart #1, The AU Student - And Me, is a

space for you to fill in characteristics and circum..
stances that you think have helped the students be

successful. There is also space to list the hurdles
you sense that they have had to surmount to get to
the point they are at now.

CHART #1 The AU Swydent - And Me

\

AU Students - Characteristics and
Cixtiﬂmnnm Aiding Success

Me >Success” Charactensuc and

Circumstances

Q.&ﬂ‘oy obtain personal satisfaction
x .

{e.g.. | enjoy reading and learning. I think |

from completing their course work.) -

’

would enjoy taking structured courses.)

\ —

v

AU Students - Hurdles Surmounted

Me - Hurdles | May have to Surmount - -

(e.g., Fear of failure) (e.g., Fear of failure. Sending my first .
® N\ assignment in for marking.) -
[ —

—

PR

by
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How do you compare? On the right, list charac-
teristics and circumstanoes you feel will help you
mm.wm Then, list the hur-
dles that you will need t0 overcorme. Inthe o
remainder of thif guidebook, we will touch on
mdmhydhmtommdonu.

e

' 104
However, we cannot anticipate lﬂdﬂnmd

<

issues you may face. You may wish ig discuse

with a counselior any difficulties you

having or

anticipate having. CGaining the perspective of ah

objective person in analyzing and suggesting solu-

tions may prove helpful

@ _"
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CLARIFYINGTHE

CHANGE IN LIFESTYLE: -
AMSREADY . ’

 TO GO INTO

' TRAINING?

The decision to become a student may be a good
indication of your values, goals, and motivation
Many geople feel that it is one of the best deci-
sions they havegver made. Beyond the practical
benefits of obtygning & university education the
personal satisfé®tion may be an even gregter
reward thapn you had initially expected. Rowever,
many active and energetic adults seem to believe
that they are able to take on innumerable tasks
without exhausting either themseives or the peo-
ple close to them. o

A self-paced flexible home-study university
course may appear to be easy to fit into your
schedule. But, one of the major differences
between being an adukt student attending uruver-

sity and being a uruversity student just out of high

school 1 the number of responsibilities one car-

nes. Being a workes, a parent, a spouse, or a com-

m member all bring with them benefits and

der(ands that may compete with the benefits and ,

demands of being a student. Finding the time to
be a student may take planning. Like most life-
style changes that are thought about only in the
abstract, thel&eh’hood of finding the time and
energy is reduced by not-cTeany defining where
and how that time is to be made available.

e

In order to understand the impact that being a stu-

" dent may have on both you and the others with

whom you live and work, a close Jook at what will
change when you become a student is needed.
The following exercise was designed specifically
for adult students in distance education to help
them anticipate and prepare for university work

FIRST

[}

Fill out the chart labelled The Week That Was/
The Week That Is to Be with the activities you
were involved in last week (or a more typical
week, if last week was atypical).

SECQND:

Now, curcle ten hours that you can envision using
as study time (eight to ten hours is usually enough
for reasonable progress on one course). Double
that time if you expect to finish two or three
courses per year. Study time should be scheduled
in periods during which you are awake and can

concentrate, alone and undisturbed.
R |
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CHART #2 - Sell-Assessment Planning Chart:
The Week That Was/The Week That Is To Be ' g

Time Monday | Tuesday | Wednesday Thureday | Friday | Saturday [ Sunday

1 AM

8
9 v

10

11 o . i

12

10

1

12

} pmecTIONS:” |
For each box (hour of the day) note the dominant actmity of that hour, e.g. studying. sleeping, eating.

work (including housework), recreation, etc. 17



THIRD:

Look at the circled hours on yows chart. Note
which people and what sctivities are affected.
Consider combining activities such as watching °
TV, walking the dog, cooking, housekeeping, or
gardening with “companion time"” or time spent

with family or friends. Déubling up on such activi-

Can ] shift or give up those activities affected by
study time without feeling that I'm sacrificing too
much and without feeling guilty about reneging on
responsibilities toward myself or others? List the

Pro-school argumaents
R 2
(e.g.. | may be able to get a bettes jab)
. "4

/

ties can tree time for study. 198 -

MQURTH: .
Once you have arrived at what you consider a
must be answered.

pros and cons in the spaces below.

Which side has the greater number and/or the
weightier arguments? ’

Con-school arguments
(e.g., | will have to give up my crafl classes)

Secondly, how is the reduction in tme spent with
others likely to be reacted to by those others?

Person Reaction

{e.g., Friend)

(e.g., Likely to be a bit put off whenI'm not available for squash, coffee,

etc.)




THIRD:

Look at the circled hours on your chart. Note
which people and what activities are affected.
Consider combining activities such as watching:
TV, walking the dog, cooking, housekeeping, or
gardening with “companion time" or time spent be answered. .
with family or triends. Doubling up on such activi-

can free ame for study. 199
URTH:
you have arrived at what you consider a

Can | shift or giv2 up those actvities aff
study time without feeling that I'm sacrifichig too &y
much and without feeling guilty about reneqing on Which side has the greater number and/or the

responsibilities toward myself or others? List the weightier arguments?

Pro-school arguments Con-school arguments

(e.g.. ] may be able to get a better job) (e.g.. 1 will have to give Up my cTaf classes)
L)

-

Secondly, how is the reduction in ume spent wath
others likely to be reacted to by those others?

Person Reaction
(e.g., Fnend) : (e.g.. Likely to be a bit put off when I'm not available for squash, coffee,
elc.)
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TMucondquomnhomownmoncmicd
ssues fof 3 large number of adults in distance
educat support of significant others has
been repeatedly sughested as one of the most
important (actors in determining whether home-
MmemmmmM
courses. And, of cousse, suppor cannot be only at
an intellecrual level Education, like motherhood
and country, is unlikely to find critics at this Jevel
mmuy-qmychnnoulnm:mydnyhlom
whonthompponorhckolhmllymon Let's
consider some reactions encountered by other
distance education students. The following is
excerpied from the student magasing at the

. UmnnityoluntnqlmdhAm

EXTERNAL PRESSURES*

{rom parents, neighbours, children, tpo{lu
boss, workmates: .

(a) undermining: “Are you sure you've got what it
takes? You know you're not very well organ-
ized."” “You're not clever enough to do that."

(b) probing the guilty spots: “Have you though of
what itll do to the kids?” “Won' you be taking
up a place from a young person straight from
school?”

(c) denial “You can do what you like so long asdt
doesn't affect me and the family in any way. |
just don't want to hear about it.”

(d) being difficult: "Remember I've got that busi-
ness tnp planned for some time this year. No,
I can't say for sure when itll be.”

(e) blatant opposition: “If you sm'l at that Univer,
sity, you neeqn't come home torught.”

n hopuwn'llqoamy-"ﬂavon‘tyouqouhat
nudybugomolyourmomm"

(g9) enough is enough: “ was pnpuodtopunmy
weight for a time, b\nldndmexpoqn
go on for so long."

(N) poox lile me: “My (ulcer,
backache, etc.) is worse 7’ dear.”

(1) puzzied: “Why can't you be like normal
women/men (or my mother/lather) (your
mother/father?)”

@) everyone in their place: "When a man works
hudaﬂday.hthnntoholpmnn
home, t00. As long as my wife wants to study,

on . 200

she’ll have (0 do it as well as the housework
and looking after thébcluldrefn After all |
bnng the income into this house, 8o her job 1
to look after the home."

MARRIAGE/RELATIONSHIP BREAX-UPS® *

There are several rum suggested for this type

of problem.

l. Toomuch time studying and not enough time
given to the relationsiup.

2. Uruversity is a change of status therefore
there exists a need lor partners to understapd
what is involved to avoid a loolhq of neglect
and mlenomy

3. Coping with oxmence at uruversity causes a
dropping of most pre-existing life roles, i.e.
losing social contacts.

4. Study whicirbrings about the snlightenment
of one partner causes a rift in the relationship .
because of diverging knowledge and atui-
tudes.

* “External Pressures” reprinted with pernmission
from the editor, External Insight, University of New

England, 1961-82, p. 16.

' .

COPING SKILLS USEFUL FOR MAKING
THE TRANSITION TO NEW LIFESTYLE

spent studying can often be overcome or

decreased if one attacks the issue with a few sim-

ple practices which are common to effective com-

munication and negotiation skills. There are two

mnd-lmeslorobmnmadoeplcnlolmpponm
dunqedhfutylo

Obstacles to genuine NpEn or tolerance for time

. ASK AND IT MAY BE GIVEN: Dcmmdmdllw

hDonndaerGudgmgly

Tho\mpmapleammumyouhaveanqhuo
ask others for something you want. You could be
asking for time 10 study, a reduction in household
Of parenting responsibilities, or anything that may
APPear neceesary for you (0 meet your needs as a
student. Others who are affected by your needs

19
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and the changes th yow Lfestyle must be consul-
ted. A trank discussion wmith these people can be
he!nlul especally if 1t is done before making any
changes.

Aslang for co-operation is mote likely to have
positive results than demanding that your needs
be met. You consult with the people involved,
taking theur needs into consideration as well as

o

yours. C
GIVE TOCGET

When aslking for more ime for yourself or lor the
reduction or rescheduling of responsibimes, an
impontant factor to consmder is the need 1o ive
others soqethung in return. The ababty 10 nego-
nate successfully (which we do continually in our
dauly Lives) wll result tn what has been called a
“win-wan® situation. Both sides end up sausfied
with the decisions reached

Aslang for a change in your Wfestyle or schedule
(you are going to be available to tnends or {arvaly
for less hours per week than previously) 1s more
Likely to get a positve or successful response
you give others involved the opportunty {o be
heard and show respect for their needs. Although
sometumes it 1s very difficult, you must (a) listen
and (b) respect others’ needs by bewng open to
options that maphansly them as well as yoursell.

Listerung may mean obtawrung more support than
you envisioned. Listerung allows you to become
aware of thungs that may aid or upset plans in the
tutusre, and tus knowledge will help 1n nghung
dufficulties you may encounter while chanquing
your bfestyle

Listerung also allows you to make plans that are
less Likely to encounter snags. If your fust choice
of study ume 1s Monday everung. but your
spouse’s cralt class or your son's soccer game are
scheduled that rught, a trade-off of some sort s
requued The pnonty of needs may be difthcultto
establish_but hsterung helps when everyone
understands that theu needs cannot always come
first and should not always come last  Optons that
are reasonably sausting to everyone can usually
be worked out il honest commurucauon and

teng et tor nights exists tn e relationstup

NOTE: Some excelpni books mpn-bb on
Please consul the relerences isted in Appendix §.
Sudant ICQR 4lso provides counselling on
these matiers. BBU/-help audiotapés are also avay-
able from the Athabasca Unuversity Lubrary and
Sudent Services.

o
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EFFICIENT STUDY:
» DOINEED \
- TO IMPROVE MY o
¢ RUNNING STYLE? | -

--————_—-——

5
ummlmmmldmmadym
eat, sleep, drink, make love, play—or any of the
mmMnM&—mmyumn
skip this section. U this is not an accurate deecrip-
tion of you, you may want 10 leart( 1o use the study
time you have as efficiently as possible, 50 that
you still have time to eet, sleep, drink, etc.

Tohnmmdmulmchupodbhmu
mmummwm
Mh.bmmmthommbnmm
nﬂuﬁnnhlnythnhhmnom
brain functioning or powers of comcentration.
Many people complain of not being dbile to con-
centrate. The problem is not really s lack of
Wmhnm.ﬁngm
something. mmhmmmm
cancentrate on what we want 0 concentrate on

mlmﬂm.mudm
clous effort during the indigl stages. e, slowty
and gradually, & becomes an easy and familiar
process. Learsing 0 drive & car is a gaod illustra-
tion of the process invoived.

Y
[ i

Amdovm«yoﬂochmqu.lppuabhtoautypu

. o!mady,nnuutochniqnuunhnbtoomam-

mmﬂcwm“mmno:
soinng problems;: are discussed in the Student
PhndbookandAppondixC.WomhorMy
afewdmobadcn«dsmmm.ﬂm
include:

(a) time
(b) place
(c) study skills

Wap\nthaobancmdsimoambun-whinq
formulation. “

OVERALL PROBLEM

Ywnoodbandycﬁdom)y.

\d

SPECIFIC SUB-PROBLEMS
REQUIRING SOLUTIONS

(a) TIME 4

Ywmdwwkma&mmmnm
for you



can aid concentration. I addhion, vediivenses
& uaing odd times for reviowing magerial can alse

. be efioctive for seme sadents. A, lor emample

(one of the swdests you heard on the sudicpe),
began aking the bus 1 work rather then driving
because she fsund the bus ride wes & geed thme 10

who alse had 2 Jong wey ©
cevel, upe recordings of points in
her assignments and played ©ese tapes while
driving to and fragn work. stretegy so-
dents have found useful is planning some study
time during their tuwor howurs.

" Pinding s schedule that works ehen talkes & bt of

trial and error. A major sccomplishment during

,Yous first course is simply learning to leam—and

22

pmomu'-‘mmmwdou.

(d) PLACE

You need to find a place to study that is free of dis-
tractons.
m-nmywmwﬁmmu
mmm Some peopile are
abils 10 concentrate with activities going on around
them. (These peopie are rare. The rest of ug usu-
ally ind thesn easy 10 dislike{) Others of us need a
grest dhal of quist and isolation. Many women, for
i find that they have become so in tune
with their children, that they have a very difficuk’
time not sttending 1o them even when they know
another adult is in charge. Solutions may involve
finding a study place away from home or cresting
a space in the basement or attic, away from house-
hold sounds. ‘

. (¢) STUDY SKILLS

Useful suggestions for learning to learn encom-
pass factors in your physical environment, in your
social envirozsnent, and in your internel eswiron-
ment Each of the students you heerd 0n the ape
presents an exavple of an individualised sobation.
If you have supportive and heiphul people in your
social environmaent, you already have a major
advantage. Setting up & physical environment in
which t0 learn may go beyond time and place.and
into an analysis of the distractions that occus in
that environment. Your ssernal environment or
“mind set” needed 10 maintain concentretion may

bchede soning wp o sshedule of gradussed Weet
ﬂ-m“mmm
g tochniques of shadying. wriing papery, over-
COUNRG ot ansiely, eto.

Nany of thess ase aress whese you feal you osuid

prove, we WPe you i do ene of %o hilswing

o+ Contast Shudent Servises for halp whi study
oidlle. mumamw

‘hlm

* Read Appendiz C and ouwr Sudent Handbook.
+ Consult one or mose of the relerences included n
thy Sudear Nandbook. ‘ ’
We would also ke t0 make sure you are swase of
the librasy services aveilabls 10 you Plsase note
e description in Appandix D.
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Lo 'SELF-MAINTENANCE -
. OF MOTIVATION:

AMIMENTALLY

S PREPARED TO
| ~° RUN THIS RACE?

Distm:!ionsmchuhmuehoidnoundscomo trom
outside a person. Some planning of your
environment is required to avoid them. Some
planning of your interactions with the people in

. your environment is also required. We talked
about some of these issues in Chapter 4. Many
nwo:dmhowmxmﬁunmdea
person. Humans are marvelously adept at talking
themselves into or out of any behaviour that seems
satisfying ot dissatisfying at the moment. We can
often deny the long-term implications of our
behaviour or find rationalizations which msfimize
the benefits and minimizs negatives involved
in the activity in which wefare engaged.

A major internal distraction may be your own
self-doubt, or negative statements you make about
yourself. With such thotghts you can effectively
cut off further effort and possible success. But, we
have an equally strong capecity © eliminate nege-
tive thougit petterns. Realixing that capabdlity
requires attending 10 your own insernal sesnantic
ecology. There is growing evidence

baum, 1978) which suggests that people who

able 10 trn off their negative self-referent state-
mants (0.g.. “This is impossible. Il never be able
0 do thia.") and switch fo positive self-referent
satements (¢.g., “This is difficuk. But, Hf | work at

it, IlcandoiL") are more hke{,y to succeed whether
success is focussed on physical stamina, interper-
sonal stress, tolerance of pain, or academic effort.

T
nwi f
s 3

SELF-TALK

Think of how much of your day is spent on internal
monologues—all the thoughts, feelings, and
images that go on in your head. Many people are

> unaware of how much these monologues affect

their behaviour. Recent studies indicate that what
we say to ourselves—even when we are not cons-

* Giously aware of it—may effectively sabotage our

efforts, or may altematively give us the critical
boost we need to keep working toward our goal

Gettivg control of this potential influence is readily
available to the person involved. There are at ’
least two steps involved:

1. ASSESSMENT: Becoming aware of one's self-talk.
. 2. COPING STRATEGY: Learning to change your

negative (destructive) self-talk to positive (con-
structive) self-talkc.

23
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STEP | Becoming aware of one's self-talk.

24

Rmﬂwmoolthonuemommadgbythom—
dmuonthoupowhondncu-mgﬁmrﬁm #
Ihowhslbombocommqmwmysmdom

Some paraphrased examples are:

Ann: “University is put on such#@ pede-
stal. If you don't make it, everyone
will know what a disaster you are.”

Scott: - “Ithought, well, if I don't make this,
I might as well pack it in and give
up.” : ,

Ken: “I'd thought I'd be able to sail

through—but with my first gourse,
I found that's not the case.”

Colleén: “I thought—I don't know if I can
make thus. I don't know if I can
achieve this level"”

200

Bocotnmqlmolmsnll-hlkhn\oﬂmnop
in leamning to controlit. Chan #3 below is aimed
at making explicit the kind of negative self-talk
you have engaged in during a real life, anxiety-
producing situation. l!.loxmmph.yuhmd

your first thorough examination of your Athabasca

Ummmumtemhabkuni:m use this
experience (o fill in the chart, or use a situation
where you have experienced mxiotylbmnyour
capacity to cope.

Close “ﬁxeaﬂas vividly as possibly

the soquenenyr ghts, feelings, and images as
they occusr the experience. Then, list
these i and experiences in the
left column below:

gl

CHART #3 Self-Statements for Coping With Self-Doubt

Negative self-statements, images feelings

(e.g., “You mean they expect me to get .
get through all of this? I'll never be able to do it!")

Positive self-statement, images feelings

(_g “Wait a second. If | just divide this into 12
monthly sections (or maybe 10to give me some
leeway) it will look more manageable.™)




STEP 3

Recall the statements made by the students who
have suécessfully combatted their initial doubts
-and reservations about tackling university work.
Remember, sach of them expressed a nqod to ind
new and different ways of combatting doubts as
their own motivation and circumstances changed.
Some examples of different techniques for han.
dling self-doubt are: ) )
Colleen: “mnota qm'm’r. If it takes me till
I'm 85 I'm still going to finish...I get
discouraged. But I always know
help is as close as the nearest tele-
- phone.”

Scon: “Well, I just goatitand doit. I don't
give myself a chance to thunk
(negatively). Wt'\en you make 1, it
makes you feel a ot better about
you.:sel!."

Ken: *I have to bring myself
back..Sometimes I let go and |
have to bring myself back...]
always set my goal within a centain
time period. And my goalisto
meet that goal.”

Ann “Well—I won't quit. And | want to
do well . It's my goal...and it's
important for me—even if noone
else knows.”

Now, consider your own qoals.\.your OWN reasons

for wanting to be successful as a student. How

could you combat the self-doubts you expressed
earlier on the left column of Chart #3. Again,
vividly imagine the kind of thought you could sub-
sttute and put these down on the night-hand

column of Chart #3.

Become more aware of negative self-talk. Practice

substituting positive and more rational talk. You
will probably not eliminate occasional doubts

about your competencs. You can, however, make -

small, gratiial inroads that in the long run will
substantially change your approach to many of
life’s problematic situations. Elimination of all sel!-
doubt should not be your goal. Switching off nega-
tve thoughts and substituting more positive and
ratonal thoughts with ease and with rapidity

2006

sfould be the goal The sooner you are back to
focusing on how you can cope and on actually
coping (concentration on the tasks at hand rather
than on your self-doubts), the better and more
effectual your progress will be.

RELAXATION: DEC
PHYSICAL'TENSION

An additional element in dealing effectively with
our self-doubts and fears is frequently the physi-
cal tension that accompanies these feelings. It is
important for many people to work not anly with
the mental and emotional sources of their con-
cerns but also with the physical reactions that can
drain energy and make concentration difficult.

Learning to relax is also a skill that can be learned.
It involves becoming aware of when and how your
body reacts to stress and then learning ways of

‘relaxing those reactions. People differ in thewr pre-

ferences for the relaxation leéhm’ques available.
We have enclosed a copy of The Magical Child
Within: Relfxation. In it are a number of relaxation
techniques you may wish to try. You should be
aware that it takes about a week of daily practices
before you will be fully aware of whether the tech-
nique is effective for you.

Combining relaxation with sell-talk strateques is
often a productive combination in overcoming
fears and self-doubts. Appendix E provides

~Further suggestions on stress-management. Self-

help audiotapes covenng a wide vanety of relaxa-
non methods are also available from Student Ser-

vices.
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FROMYOU =9 TOATHABASCA'
UNIVERSITY

Our own self-doubts about the value of this guide-
book lead us to thoughts about it being a total
waste of time, inappropriate, ineffectually written,
etc. Our positive thoughts suggest that it may be a
reasonable first ry. And, our rational thinking

tells us that we will need to evaluate the responses

we obtain from yop before we can try to estimate
the relative merits (or demerits) of this approach.

We ho;;e you will not keepys in suspense too
long. Please fill out the evaluation form that fol-
lows. Your honest responses will provide the Jand
of concrete information we can use to plan future

orientation programs. o

Thank you.

@,

200
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ATHABASCA UNIVERSITY STUDENT ORIENTATION B
GUIDEBOOK EVALUATION '

l. To whatdegree db you feel you have received each of the following benefits from
this Guidebook? .
. ’ 0"(‘.
(a) Increased awareness that will assist you in planning more effectively for retum-
ing to school. ' .

——to alarge extent
——10 some éxtent
——very little

(b) Specific skills, approa'ches and techniques that you may want to consider
applying.

—to alarge extent
' ____to some extent

—very little
(c) New information which will be useful in planning for university.

-——to a large extent
—to some extent
—very little

2. What new skills and/or new ideas did you leam in this Guidebook?

a1
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3.. The Guidebook would be more eﬂocﬁ\}e if:

4. Major strengths and weaknessés of:

(a) Part] - the introduction to AU students and to adult students in general

(b) the sudiotape “Telling It Like It Is"
.

“(c) the section on the impact of changing your lifestyle

(d) the introduction of study skills as a possible concern

(e) the section on self-maintenance of motivation .

28
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i 210
S. The Guidebook has been:
- excellent
- m
. fair -
- poor | )
(please circle one) in meeting my cuwirent goals.

Would you recommend this Guidebook to a colleague or friend who was consider-
ing returning to school at Athabasca University?

o

7. Comments:

4

Thank you
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(Photo of Student Services
staff appears here.)

.

J
Good luck from the Student Services team!

From leR to right, Brenda-Deane Nichols, Virguna Nilsson, Don Avirom, Eileen Smigielski, Muum
Jean-Louis, Donna Radike, Arlene Young, David Walters, Rosalyn Delehanty, and Jane Brindley -
. -
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STUDENT SERVICE
STAFF PROFILES

DON AVIROM - Athabasca

ROSALYN DELEHANTY - Edmonton

Don completed a B.Sc. and MLA. in the United
States before moving to Canada in 1970, He has
been a teacher, social worker, stage rigger, ship-
wright, counselloz, community development
worker, and has had prolonged escapes into
several other occupations.

Since Don, his wife, and two young boys, have
spent many years in Alberta’s Peace River coun-
ury, he is particularly sensitive to the needs of our
more remote students.

[

JANE BRINDLEY - Edmonton

Jane is originally from Southern Alberta. She com-

pleted her B.A. in psychology at the University of
Alberta. She developed a keen appreciation for
non-traditional methods of education while in a
program which gave credit for work experience.
Since then, she has been involved in various
aspects of career development—employment
counselling, work experience programs, career
research, personnel recruitiment, and career
counselling.

Rosalyn has 3 B.A in psychology from Minnesota
and a master’s degree in educational psychology
from Alberta. She is currently working on a thesis
for her Ph.D. in counselling psychology. Rosalyn
hisboenmlﬁmmdnnitymxdonufon
ten-year period, both at the University of Alberta -
and here at Athabasca University. Previous
experience has been in assessment of learning
and behavioural problems, and in the rehabilita-
tion of handicapped adults. Counselling
specialties developed over the last ten years have
included assertiveness training and sexual dys-

Rosalyn's foci at Athabasca University

include academic, vocational, and personal coun-
selling, as well as evaluation and research of Stu-
dent Services’ functions.

MAXIM JEAN-LOUIS - Athabasca

As Student Information Co-ordinator, Maxim has
(Athabascs University Magazine, Student Hand-
book, Awards and Fisancial Aid Handbook), the
administration of Athabasca University’s awards
and financial aid programs, lndltud.m advising.
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Although his degrees are in arts and education,
Maxim's areas of specialisation are information,

and more particularly publications. Maxim hopes

to increase the sise of Athabesce University’s
awards and financial aid programs, and plans to
study the semiology of advertising (s pompous

wav of saving how written advertisements work),

VIRGINIA NILSSON

Virginia has degrees in psychology from Colum-
bia University, and a Ph.D. from the University of
Alberta. Her interests in psychology include
learning and operant behaviour. She has done
teaching and research consulting in the areas of
program planning and evaluation with Alberta
Alcohal and Drug Abuse Commission, ACCESS,
Athabasca University, and the Edmonton School
for Autistic Children. Virginia has been a central
marker and tutor with Athabasca University since

1979, N

DONNA RADTKE - Athabasca

Donna helps students to assess their academic
readiness for university work, to learn more about
“how to study”, and to sort out any learning
difficulties they may run into. She received a Mas-
ter of Applied Science degree in psychology from
the University of Waterloo before moving to
Alberta. Donna is presently Head of Student Ser-
vices.

In addition to her interest in eduan‘om*pcycho—
logy, Donna also has done cross-cultural psycho-
logical research on Canadian Indian reserves and
has lived and travelled extensively in Latin Amer-
ica.

SHANNON WHELAN - Athabasca

Shannon came to Athabasca University after
working with the Alberta Alcohol and Drug Abuse
Commission as a counsellor and consultant. She
has also worked as a social worker with Social
Services and Community Aealth where she

213
worked with parents of abused children, abused
wwmmmamom

Shannon's counselling experiences have led her to
{eel a particular affinky for issues that relate to
women. She most snjoye her counselling contacts
with wosnen, particularly when these involve
career and educetional planning.

WBMMdMl&W.m
Wy.hummthywhunmy
Athabasca University students trying to juggle

ARLENE YOUNG - Edmonton

 Arlene has been with Athabasca University since

1973, and has the greatest seniority among the Stu-
dent Services stafl. Her awareness of Athabasca
Unw-mummhm—u\dprob
ably accounts for her development of our Student
Complaint System and for her strong student
advocacy. Her counselling focus includes a full
range of academic, vocational, and personal coun-
selling. Women's issues and political activities are
two sttong areas of interest.
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SUPPLEMENTARY
MATERIALS LIST

The materials listed below are available on loan

&)

from the Athabasca University Library.

/

7
BOOKS:

SELF-HELP AUDIO TAPES
>

Alberti, Robert E., and Michael L. Emmons. Stand
Up.Spqun.TalkBackthwYork:Pockﬂ
Books, 1978.

Bloom, Lynn Z, Karen Coburn, and Joan Peariman.
The New Assesrtive Woman. New York: Delk,
1976. .

Po_nnorlnim. Herbert, and Jean Baer. Don' Say
Yes When You Want to Say No. New York: Dell,
1978.

Fisher, Roger, and William Ury. Gertting 0 Yes:
Negodating Agreement Without Giving In. Boston:
Houghton Mifflin, 1881.

Gordon, Thomas, Leader.Effectiveness Training:
LE 1‘ New York: Wyden Books, 1977.

Cannistraci; Andrew ]. Auto-Induction Procedures
for Relaxation. (Audio cassette.] New York:
BioMonitoring Appliennom. 1978.

Fishman, Steven T. Sensory Awareness Relax-
ation. [Audio cassette.) New York: BMA Audio

Cassettes, 1960.

Procter, Judith Relaxation Procedures. [Audio
cassette.) New York: BMA Audio Cassettes, 1978.

_/Other self-help tapes on such problems as over-

cotning insomnia, self-regulation of body weight
wmm.mwws«-
vices. Please consult a counsellor {or assistance in
determining the suitability of these tapes for you.



THE TIME AND PLACE FOR STUDY

WHEN TO STUDY

]
If you are studying for one full-credit course you
must have decided alreidy that you can spare at
least ten hours a week for study (at Jeast twenty
hours if you are taking two courses at once). Here
are some suggestions for using those hours well:

. Eachtime you receive a package of course
~ material, plan out the study sessions you think you
will need to deal with it.

. Every weekend make out a study timetable show-

mqwheroyouphqtoﬁtinucho(mmadym
sions for the week ahead, taking account of the
times of broadcasts.

Try 10 do some study nearly every day—get into
the habit of using odd half-hours as well as longer
spells. (You can do a lot of background reading,
or preliminary scanning, on a train journey or in a
lunch break.)

. Tackle your toughest work at times when you are
at your best - whether this is first thing in the
morning, later in the day, or even in the middle of

. the night. ,,

) uaveomhﬁudm(awroao(aion(indudinq
sleep) and leisure activities. It is important not to
let your studies grind you down - or you and the
studies suffer.

1

Make a note of what you hope to achieve in each
study session - either in terms of completing some
task like an assignment or a section in a
correspondence text, or in terms of reaching the
objectives specified at the beginning of a course
unit by its author.

Begin work at the very start of each study session,

e.g.

(a) First review what you did in your last session
on the topic.

(b) Force yourself to keep concentrating, but

(c) Take atotal of five to ten minutes definge
break within each hour of study - especially
when you are studying for several hours at a &
stretch. A drink or a quick walk can renew
your energy for a further period of study.

(d) End up by reviewing what you have achieved.
Did you finish the task? Did you reach the
author's objective? If not, what do you plan to
do about it?

WHERE TO STUDY

You possibly won't have a wide choice of places
10 study, e.g. home, public library, study centre
but:

Try to find a place as (ree from distraction as pos-
sible - away from television, radio, telephones.
record players, etc.

34 * The secuon “Techniques of Study” has been reproduced with permission from the Open Uruversity



3 Whessves you ind 10 sudy, &Y 10 shudy ahuaye i -
the same place. Not enly dess this mean there wil
e fower new things %o distwrect you frems your
work but also, as you bulld wp the habit of sitting in
that plaoe 10 work, yYbull find you caa swiich into &
learning meod the mosent you git down. (B
don't let this ‘place-habir’ get 0 strong that you are
incapable of studying in other placest)

3. The only equipment you need, apart from books
and correspondence materials, is a table, a chair
and @ good light. Many people find it best to sit up
at a table, as they find it dificult to concentrate

when sitting back in an armchair.

4. mwkoqmmpham'hlwmw.
and lot plenty of tregh air in.

S. Let it be known that during study sessions ycu
can't be interrupted. Clearly you will need the
good-will and co-operation of your family in this,
but do Jet your study hours be clear to your friends
50 that they t0o will respect your work.

HOW TO READ BETTER

One very wselful approach 1o studying a
Mhn.aahook.aum‘
known as SQ3R (Survey, Quastion, Reed, Recall,
Review). There are five steps in this spproach:

1. SURVEY the material first to ¢t a general view of
what you will then study in detail. (Scan the table
of contents, the introduction, headings,
emphasised sections, summaries, enercises, and
Ginal parsgraphs).

3. Think up QUESTIONS that will give purposs to
yowr study aad allow you 10 resd with anticipstion
(o.g. ‘Why does the author divide up his material

in this wey?).

3. READ the material (prefarably two or thrwe times
quite fast rather than once slowly).

4. Sop alter each section of maserial 10 RECALL
what you have read (and malee notes of the main
ideas ard important details).

216
S REVIEW whai you hane reed (and test-the accu-
racy of your notes) by running quickly throdgh the
{our previous sleps again.

DURING THE READ STAGE OF SO3R

1. Look for the author’s tramework of idess, the plan
upon which he constructdd the material (This is
mmwumumm
you which ideas belong with which, or he may
have indicated this in some kind of flow diagram.)

4. Pick out the main idea in each paragraph - often
contained in the first o¢ last sentence.

3. Look for important details, ¢.g. proofs, examples,
support for main idea.

4. Don't ignore the suthor’s diagrams and illustra-
tions - they may make things clear where the text
does not.

S Mkmmmmmphc-lookfoﬁpplia-
tons in your Own experience.

6. Be sceptical. Don't take the author’s word on trust.
Look for him to justify every statement he makes..
(If he doesn', and the point is an important one,
check with another book or fellow student).

1. Work out what the results would be if theoriss
alternative t0the ones you are reading about were
tue. : :

8. Don't be afraid to skip paragraphs and whole sec-
tions if you can see that they are not relevant to
your pyrpose. (There's no law that sdys you've got

to read every page of a book).

9. If, after chewing it over for some time, you still find
a section difficuk t0 undesstand, take a break, try
to discuss the difficulty with other students or a
tuor, or find another suthor’s treatment of the
toipic, and then come back and read it again - two
s three times if necessary.
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. ROW TO MAKE USEFUL NOTES

1. Rhiaips 10 mae Rctes becwuse they: .

(a) Keop you sctive—and concentrating (so you
learn and resneenber better). .

(d) Provide a wriea record for revision.

4. Swere your notes in a loose-leaf binder. This gives
you maxismun fexibility 10 rewrite sections of your
notes and rearrange them in more uselal group-
ings as your of a subject develops.
Always file notes together by topic, rather than in
the order in which they happened to be written.

3. Some suggestions for writing the notes:

(a) Contents should inciude:
(i) author’s/speaker’s main ideas and any
(i) the logical structure of his argument (in
a disgram where possible); .
(iii) any important references he mentions;
(iv) space for adding relevant examples or
quotations you may come across later.

(b) Make notes at the Recall stage of SQIR.

(c) Use your own wording - don't just copy down
undigested chunks of textbook or speech.

(d) Notes should not be o lengthy—*ull gram-
matical sentences are not necessary (or you
might as well reread the original). For exam-
ple, you might needonly two or three sides
ol...paper to summatize a...text of thirty to
Sixty pages...

(o) Uuaammhthﬂ“wn)
rather than continuous, pliragraphed prose.

() As for the mechanics of notemaking:

(i) record the source of your notes (e.g. a
book, a text) and the date on which you
wrote themy;

(i) use Joose-leaf paper...

(iii) write cleasly or type;

(iv) uge logical and memorable layout on the
page, 0.g. new pege, for each set of
notes—Ilabel clearly; leave plenty of
speCe and wide margine; use colour,
disgrams, capitals, underiining, stc. for
emphasis;

."7

(v) uselonesing Bumbesingand - '
indentations..for ssciions and sub-

SOCHORS;

(vi) work out & set of weslhj abhreviations for
words common i your subjects—any
kind of pardonal shorthand:

(vi)) make we of such sandard abdrevia-
tons as these:

for ezample

that is

compare, mnbuhmhcomm
note well, important :
oquals, is the same as

does not is different from
greater than .
theswiore

becilise

fa

VAL vZage

if you are at all worried about the usefuiness of the
notes you are making, your tutor-counsellor or
course tutor may be able to help you Also, if pos-
sible, compare your notes with those made by
other students. :

_ HOWTOREADE“ASTER

umw-NMdm-ukﬁ\q
om books and other printed materials. They would
be able 10 use this time more eflectively if they

- could refid tastes. And the outh is that most peo-

pumushum-um_mm
underitand just as well Slow readers tend to read
one word at & time, often mouthing the words as
they do 50, and 10 take frequent glances back at
MMMMM.MMN
slowly that by the time they have got 10 the edd of ¢
& paragraph, or even a sentence, they mey have
forgotien how it began. Here are five weys you
can sart helping yourssl 10 read faster:

-

. Nave your eyes tested—many pecpls turmn eut 10

need reading glasses for continuous study.

. Make sure you don't mouth words o say them

aloud as you resd.
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3. Try (o read in ‘thought-units’ (two or three words
at bdmo) 80 that your eye stops only three or four
times in a line of print instead of at every word.

4. ;mld up your vocabulary by:
(a) Reading widely.

(b) Using a dictionary whenever new words crop

up in your readung, noting new words.

(c) Making glossaries of words commonly used
in your subjects.

‘ :
S. Practice mdnfd faster (force yourself):
(a) Time your reading of magazine articles of

known length - and test your recall of thé con-

tents. —~

(b) Read all your study matenials ﬁ.ﬁer. even if v
you have{o read them more than once.

The aim ig to be able to vary your reading speed
according to the complexity of the material and
the purpose for which you are reading it. If you

. are simply trying to get the ovenll gist of a piece’

of narrative-type writing you be able to
read two or three times as fast a8 when you are
trying to unravel the detailed d pment of a

_complex argument. But even when the material is
very difficult you may benefit from scanning it

through quickly first before you get down to read-

ing it more intensively. Don't expect every piece
of text you look at to yield up its full meaning the
first time you read it. You may have to go through
‘it several times. But several rapid realfings wil
probably gi¥e you greater understanding, and
take less time, than a single, painstaking perusal
trying to assimilate all the points made.

HOW TO LEARN
FROM TELEVISION
AND RADIO BROADCASTS .

» \
The television and radio programmes are impor-
tant elements of your course. They do not simply

ferent angle, using techniqques and resources that
- are not available in print. Through television and

“repeat work you have done already in the [course]
material Instead they tackle a problem from a dif-

S.

radio you can ‘experience’ a hhontory', Jﬁpon
ment, or & scene from Hamlet, or a civil rights
demonstration, with an immediacy that is impossi-
ble in print.

How can you make sure of getting the best out of
television and radio presentations? In general, try
as far as you can to apply the SQ3R
technique...with listen' or ‘watch and listen',

. .Check the subject of the broadcast beforehand
and try to do some preliminary rebding and think-

ing aboutit. (Take special noté of all references to
it that appear in the week's correspandence
materials—you may find it introduced ar outlined
in a special supplement). You'll beneifit most from
a broadcast (as you would from a letture) if you
already Jmo# something, however Bitle, about the
subject matter, and if you have questions in mind
that you would like answered.

. Paycbumexiﬁontowhnbuid(orshown)—

especially the presenter’s opening and closing
words. Look out for ‘signpost’ words and phrases
like ‘therefore’, ‘on the other hand', firstly’,
‘secondly’, etc. Try to distinguish between fact
and opinion and to idertify the source of all opin-
ionsstated. Make a mental note of points that are
not proved or are unclear. You may be able to
check them in your reading or by discussion at
yom'mxdycemormumndtool.

. Try to pick out the main line of argument in the

prograrmme: what are the main ideas? What is the
presenter getting af? (Don't pay such attention to
demilsth%tyoulouﬂ\omnllthrnd).

. Make a few key notes—just enough so that after ‘

the broadcast you can recall the main line of argu-
ment together with any supporting detail
Remember that while you are actually writing a
note you can't be giving your full attention to what
is being said, or to what is being shown on the
television screen.

hﬁmdhwymumbmdan.v'vithmm(u
mkwdmwwmmpmnyfbin
your memory. it may help you 1o try giving an
account of the broadcast to a friend or a member
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of your family. The longer you leave this firgt
attempx 1o recall, the less likely you are to do it
successfully. Make currections or additions to
your notes where necessary.

. Uymmwhappynbwtmmomoryoxundu-
standing of the broadcast, try to catch the repeat
presentation or discuss it with other students if
passible. Many a broadcast will be worth watch-
ing or hearing again even when you did under-
standmheﬁmmo Ask [or or arrange a study
centre viewing or listening session with other stu-
dents.

[

+

. Needless to say, none of the above will vield
worthwhile results unless your radio and televi-
sions sets are in good condition and properly
adjusted. You must be able to hear, or hear and
see, clearly and without strain. If you are getting
poor reception on your home equipment, seek

expert advice: if the equipment at study cen-
tre is not functioning properly, tell the personin
charge.

-
HOW TO WRITE ESSAYS

The writing of an essay or critical report should
always be taken seriously. After you've read,
heard and talked about a topic you may be full of
ideas and impressions, but you will never make
this experiencle your own unless you &ry to write it
down. Only then are you able to make your ideas
precise, to weigh them up, to select and reject,
and to organize them into a coherent pattern of
your own. Essay writing thus gives you vital prac-
tice in 'sorting it out’ as well as ‘taking it in". Mere
wea few guxdx'{zg principles.

- Be sure you know the precise subject and the kind
of treatment that is called for. (Beware of being
irrelevant.) Note any restrictions stated in the
ocourse material as (o lenqth. e.g. 500 words or
1,500 words.

. h\%s:iqate.au probable sources of information:
books, articles, correspondence matenals, radio
and television notes, etc.
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3 Soloa the most useful and relevant of the sforma-

tion available.

KX Writonlogialmhmlormnny. e.g.

(a) Introduction—comment on subject and the
trummyoupmpqn.

(b) Main body—argument in three or four main
ideas.

(c) Cmchxdm—-nmq

comment.

. Somo students find it helpful to writea preliminary

dnnolthelindpanqnphatthmpomt—aoasto
give the essay a clear target.

- Write the first draf of your essay:

(a) Write simply and directly, remembenng that
someone eise has to understand what you are
uying to say.

(b) Use illustrations (graphs, diagrams, etc)
they will save words.

(c) Take care to acknowledge ideas borrowed
_from other authors.

(d) Lm the sources you have re(ened to for infor-
muon.

- Rewrite the essay (if possible, after agapofafew

days) to eliminate weakness of content or treat-
ment. Check the wording of the assignment topic
again to see that you have taken the full sense and
have written to the point.

. Use the same size loose-leaf paper as for

notes...so that essays and notes can be filed
together for revision

. Leave plenty of space for leac’:hinq comments, e.g.

5 cm margin andgperhaps slightly more at the bot-
tom of each page.... It is often exwemely useful to
write an immediate thought or suggestion along-
sidooxundemouhapam'adupangnphola -
student’s essay 30 that the end product is as wnt-
ten dialogue of student statements and tutor
response. This is almost always preferable to the
bald summary at the end of an assignment.

hyinanockolwbm paper and get into the
habit of never parting with a piece of work unless
you have a copy.



Genenlly, the writing of assignments gives you '

the chance 1o develop your powers 10 structure an
argument, construct 8 cohsrent acoousy, analyse
evidence and to give pointed examples to some-
mwhoh\omnbmud\ombbam.mup
writing on. The primary teaching functionis to

advise you on how to improve your written work.

It is best to take this as an interchange of ideas in 3
writing and allow youreelf to write freely and
openly. In this way your confidence and under-
standing grows and grading becomes an inciden-
tal 5ogordo{ youxqonen{ progress.

"HOW TO DEAL WITH EXAMINATIONS

(At Athabasca University], continuous assessment
should relisve you of much of the stress that is’
often brought on by examinations. Nevertheless,
an examination does form an important part of
your assessment and there is no reason why you
should not do well in it if you have conscientiously
depends partly on technique in the examination
room but more on thorough preparation in the
months leading up to the examination.

4

FOR EFFECTIVE PREPARATION
r /
1 Studysynemﬁcaﬂyﬁunthodmoyouboqinymx
course.

- l

o
3. (a) B%oin[miow]nt of the first week.
' Mynmoyon o what you
hnnbnmodywwﬂlbomhnghmﬂum
- ing caxier. -
(b) Space out your review so that you do a little
_each wesk,

(© mhnﬁamﬂummm
emphasis on recalling ideas (rather than
mehmboqb).

(d) Criticise and rew##te your old notes, looking
for all possible memory links between sub-
jocts and topids.

(0) ummmmm%&
are questions you didn't tackle at the tirne,
mmqum.

d

3.

* (d) Discuss

5

(0 U practicable (perhaps through youf study
cenue) get together with, say, three or {our
other students taking your course and form a
(study group). Then you'll be able to do some
of your [review] through discussion and com-
ment on one another’s work.

Check through previous examination papers, if

. available, and (preferably in co-operation with
~other students) think up some possible examina-

tion questions of your own, and then:
(a) Write outline plans for answers.
(b) Wnte complete ‘model’ answers.

(c) Give yourself ‘mock’ examy, under realistic
" conditions, setting a ime limit and allowing
yourself ng books or notes:

olyounnswmmothaxm

dentsor ur tutor...

On the day before an examination:

(a)' Do nottry to learn new things.

(b) (Review] normally or relax conpletely.
(c)-.Gather examination equipment.

(d) Goto bed early.

TECHNIQUE IN THE

EXAMINATION ROOM ‘

Tﬂoﬁmtommmﬂumhﬁnmmmmon
paper and decide exactly what you have to'do and
which questions you prefer. Above all, make sure

« you know what the questions are really asking

for—don' try to distort them into the questions
you wish had been asked. If partof the examina-
tion consists of an objective test, make sure you
understand how you are to record your responses
to the questions.

Wmdmbyw-owpaqw

ﬁonnndmmnlhoa\dhd.eh\%\

Plan your answers by jotting down the main ideas
and important details in outline form. (Many stu-
dents prefer to outline all their answers before'
writing any up). If you are short of tisne, these

: notubythoﬂbolv&winmnyoummh.
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4. Keep a sense of priorities—answer your 'bon
question first stick to your time budget, and con-
centrate on the main isguse. .

‘8. Write simply, directly, and to the point; watch your
grammar and spelling; write legibly.

6. ll.umwﬁte,mideaaopaupthat you can use
in a later answer, make a note of it somewhere.

- 1. When you have finished writing, check through all
your answers to make necessary corrections....

FINDING OUT MORE ABOUT STUDYING

Naturally we don't expect you to have read,
leaimed, and inwardly digested everything just
from one inspection of these brief notes on study
technique. However, we hope they have
encouraged you (o start examining yourown  _
study technique and asking yourself how you can.
make it more effective. Pleage den't forget about *
the existence of these notes. We hope that you

will return to them occasionally définy your

course: you should find they become increasingly
Mlphgumqmm&moyommm. ’

-In this section it has been possible merely to men-

tion some techniques of effective study. These
techniques are developed in greater detail, (in the
references listed in the Student Handbook.)

-lwl



APPENDIX

o

USING LIBRARIES

For some of the courses at Athabasca University,
materials in the course package will take up all
your available time. For others, especially those at
more advanced levels, you will want to supple-
mmmcmunp.chqomtomlwuhdw
resources of a library.

A library can be of considerable benefit to you as
an Athabasca University student. Any skills you
gain in using a library’s resources during this time
will be of value to you at a later date. Libraries
attempt to provide a link with the world's body of
knowledge.

There are several approaches you may take to
learn how to use a library effectively. Some
libraries have a printed guide outlining what
materials and services are available and how to go
about using them. Read through the guide and ask
the librarian to clarify anything that is not clear to
you. If a printed guide is not available, ask the
lmnmmooxphmhhurymlom

It takes oonndenblo time and experience to learn
how to use a library skilfully. Please remember to
ask for help if you are having difficulty locating
any material.

THE ATHABASCA UNIVERSITY
LIBRARY

mhhmnmw”mypmidu
three services of interest to students: circulation,
interlibrary loan, and reference or information ser-

-,

v

vices. The library has copies of almost all iterms

on the supplemen ding s and supple-
mentary materials in many course
packages, and these are available for student use.
While the library prefers you 1o limit your requests
to these items, the library will try to locate other
items either from its own collection or by borrow-
ing from another library. As well, if you are unsure
of what you want, the library will try to locate
rhaterial for you in the subject area described.

Students may contact the library by writing to
Athabasca University Library, Box 10,000,
Athabasca, Alberta, TOG 2R0. Requests for
Materials/Services forms are included in each
course package. Students may also phone the
university collect (403-675-6111) and ask for the
library. Those students in the Athabasca area are
invited to drop in to the library in person.

OTHER LIBRARIES

The university has negotiated borrowing
privileges for students in the Calgary area at The
University of Calgary Library. It is intended that
students should use the Athabasca University
Library and the Calgary Public Library before
using The University of Calgary Library. Contact
Athabasca University’s Calgary office for more
information.

If you live in a city or large town you may wish to

save time by using the facilities of your local pub-
lic library first. Or, perhaps you have a community

{1



college library nearby with an open-door policy
and wish to use their collection.

Some students have asked about the Extension
Library. This is an institution that gives province-
wide public library service to people in communi-

ties that do not have regular public library service.

For more information snd application forms, con-
tact the Athabasce University Library. If you
decide to make use of the local resources first,

MMNMMWM
has a mandate to serve its students.

Whonyoumodhbnmﬁaudon’tboeomomlo
do without—contact either a local library or the
Athabasca University Library; someone will help

@uout
Athabasca University Library

[
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STRESS-MANAGEMENT SKILLS:
SELF-MODIFICATION FOR

PERSONAL ADJUSTMENT TOST

SS*

ByL.PthpKLOGns

STRESS, STRESSORS, AND STRESS
REACTIONS

Stress can be understood-best as a state of imbal-
ance between demands made on us from outside
sources and our capabilities to meet those
demands when the expected consequences from
meeting or not meeting the demands are
significantly different. Stress deecribesa -
hypothetical state caused by events, called “stres-
sors,” that result in behavioral outcomes, called
“stress reactions.” A stressor can be any physical
mothupooph'\lbohnviot.oodallinnﬁom.
our own behavior, feelings, thoughts, or anything
that results in heightened physiological aware-
ness. Pain, anger, fear, depression, and ecstasy
are examples of stress reactions.

All pecple do not react to stressors in the same
way, nor do individuals always react the same way
to a particular stressor. Some people handle
stress better than others:; in fact, some people
suffer from overstress while others are stress

“seskers. Individual differences in our reactions to

stress are not as important as learning how to
manage the stresd'we do feel. Through leaming
certain stress-management skills, we can develop
self-control when stressful events occur.

mmymummmlmum-
nﬂmdbywl\umthh&(ullﬁmdwinu

speech) in a given situation. The stress reaction
involves two major elements: (1) heightened phy-
sical arousal, 8.g. increased heart rate, sweaty
palms, rapid breathing, or muscular tension, and
(2) anxious thouglhts, e.g. a sense of helplessness,
panic at being overwheimed, or a desire to run
away. Because behavior and emotions are con-
trolled by inner thoughts, the best way to exert
control over them is by acquiring skills that
change these thoughts.

. CONTROLLING PHYSICAL AROUSAL

One method is as follows: Sit in a comfortable
position in a quiet place with no distractions: close
your eyes and pay no attention to the outside
world, concentrate on your breathing, slowly
inhaling and exhaling; softly say “relax” when each
breath has been exhaled completely. This should
be a gentle, passive process - a relaxing experi-
ence. Eventually the word “relax” will be associ-
ated with a sense of physical calm and just saying
it in a stressful situation will induce a sense of
peace. .

Another simple, effective way to induce relaxation
is through tension releass. The general idea is to
first tense a set of muscies and then to relax them
so that they will be more relaxed than they were
bdauhcymmmd. Each muscle group is

* Reprinted from J. E. Jones and ]. W. Pluﬂox(Ed.l) The 1961 Annual Handbook for Group
Facilitators. San Diego, Ca.: University Associates, 1981. Used vmh permission. o 43
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wmmmumuwmnm
the situation.

OOMOMMANDHANDLNOASTRNOR. l
cando it. Stay relevant. 1 can psyche myself up to

practiced separately, but the ultimate goal is to

relax all groupe simultaneously to achieve total

body relaxation. For each muscle group, in tumn,

\ tense the muscies, hold them for five seconds, 3
rejax them. Repeat the tension-relesse

three times for sach group of muscles. handle this. 1 can meet the challenge. This ten.
Next, tenwe all the muscles together for five sion is & cue 10 Use My stress-management skills.
ssconds, then release them, take a slow deep Relax, I'm in control Take a siow breath. :
breath, and say “relax” softly to yourself as you
breathe out. This sequence is alsotepestedthree 3 COPING WITH THE FEELING OF BEING
times. To incorporate this technique into every- OVERWHELMED. | must concentrate on what |

have to do right now. 1 cant eliminate my fear
completely, but ] can try to keep it under control.
Whonunlwhonrwhohnim.mhmpnuu fora
minute.

‘day life, notice your bodily tension, identify the
tense muscle groups, and then relax them while
saying "relax” inwardly.

'l'on'l relaxation can also be obtained through

exercise, either aerobic or Yoga type. The 4. REINFORCING SELF-STATEMENTS. Well done.

relaxation experience can be extended into daily
life through personal fitness programs in conjunc-

Ididit! It worked. | wasn't successful this time but
I'm getting better. It aimost worked. Next time |

tion with inner messages to “relax.” With practice

_ can do it. When I control my thoughts I control my
we have the capability to call up the relaxation ,

(ear.
response whenever it is needed. o »
We must become aware of and monitor anxiety
that causes sell-defeating statemenis in stressful
- CONTROL OF THOUGHTS situations, e.g., “Tm going to fail” or “I can't do
. this.” We must listen to what we say to ourselves
o o - witha“third ear.” The occurrerice of such
Fhﬂbihymthmhnqaﬁomnmnomunocemry thoughts is a cue to substitute coping sel-

tonumgestreaeﬂocuvely We must take alter-
mﬂvemmlndkeepﬁomtmcmmmg
gerated importance to events. By taking a
problem-solving approach, we can learn not to
take things personally. Adverse events should not
be seen as personal affronts or as threats to our
egos. By taking a task orientation, we can focus
on desired outcomes and implement a behaviora!
strategy that results in those outcomes.

statements. We can cope with many stressors by
omployinq relaxation methods and coping self-
statements, but at critical moments when the
stress reaction is exceptionally intense and seem-
ingly beyond our ability to cope, we can extend
self-control by applying whichever of the follow-
ing techniques is compatible with our needs in the
1. DISTRACTION. Focus on something outside the

~ stressful experience (e.g., mental arithmetic, sex-
ual fantasy);

9

A very oﬂecﬁv,cinemal interyention for stress
management consists of talking to ourselves to
guide mm. feelings, and behaviour in order to

cope. mmoldlm- through self- 2. SOMATIZATION. Focus on body processes and

mtmmbz‘mddmg‘: ‘sensations (e.g., closely observed and analyze

Sress experience as a series of phases. physiological responses at the time);

phnun&uuemnpluolmsmemm

are as follows: 3. IMAGE ON. Manipulate stress
experiences by complex, detailed

1. PREPARING FOR A STRESSOR. What do i have to
do? [ can develop a planto handle it. | have to

about this and not panic. Don't be negative.

logically. Be rational. Don't worry. Maybe

. images that reinterpret, ignore, or change the con-
text of the experience (e.g., putting the experi-
ence of pain into a fantasy of being tortured by a
sadistic Third Worldspy). -
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SUMMARY

Seversl useful skills have been presented for use
in managing strees. Each of us should consider
stressful situations he or she has experienced in
the past and will face in the future, then practice
stess-management skills 10 cope with these stres-
sors in the future. The more we practice the sidlls,
the greater our ability to effectively adjust to stress
will be. Deep breathing, the tension-release tech-
nique, aerobic activities, and Yoga-type exercises
permit us to relax physically simply by saying
softly “relax.” Using a problem-solving approach
and using thought control to develop a repertoire
of coping self-statements incompatihle with self-
defeating thoughts will help us to cope with stress.
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TELLING IT LIKE IT IS
Transcript of video and audiotape .
Music ‘.
Title: Telling It Like It Is ' ) -

Collage of photos (video) of students in various bome locations and of several Atbabasca University site
scenes

.
Voice Overlay of different voices makiog following comments:
Voice |. Athabdasca, 1o that a real univermityf

Voice 2. Sounded like & practicel ides te me. Ji's something thet! ohould have been gvaslable o long time

ago. ,
ELY

Voice 3. Well, it seemed like an experiment. | couldn't belicve o real university would be open to anyone.
I guess it all seemed a bit (do0e¢.

Voice 4 | thought it wes o university custom made Jor me. With my schedule there is no way | could
poasidly attend classes on campuas. '

/

Voice S: [t's great. [ can pick up that math course [ fasled and stsll work in the otl pateh this summer.
(Camera focuses on narrator)

Narrator Taking a universily program by studying ot home is well-cotablished a2 a way of gelling o
untversily degree in places like Britain and Australis, but 5t's a new sdea to Nort Americans; an
idea that most of us Keven't thought very much aboul. Without ‘some introduction to this kind of
education, it's difficult to know Aow it might suit you. So, Lo help fill you in on whal you might
ezpect, we've galhered together some ezperienced Athabasca Unive enls lo lell you what ot
has been like for them. First, let's go back to whal these students (ho of Athabasca University
when they first started. .

lnterviewer: WhAen you remember boctt: time when you were first beginning and think about what you
ezpecled when you became on Athabasca University student, can you tell me why did you choose
Althabasce Univeraity? Were there some particular Jeatures that attracted you?

Ann: Al the beginning, | wes living in the country, sbout 50 miles north of the oity and we were living on o
Jarm there and | had small children end I really Ague slweys enjoyed reading end learning about
different places end cultyres - pertieulerly anthropology type of things. When I was out there, |
couldn't go enywhere in the evening. /i was very difficult to get to concerts or get to museume or
any of Ihis sort of thing. It wes seuch & hessic. So this wes my enlerisinment - Dimensons in
Culture, which wes (he first couree I took. It was my privale time. Thal was what I did when all
the other thinge were finished and the kids were in bed, this was whet I did was study anlAropology.
Some people thought thet was rether emuning, but anywey I enjoyed it.

Ken Prior to selecting Athadasca University, | had checked out o Jew other oplions in terms of the



O3l

Univeraity of Alberte, s well s evening courses through NAIT and in looking ol thooe sptions, |
realised that | would Aave te apend time swey frem home and the Jamily and apply myself to o
specific date or (wo deys o week 4s order (o (she courses. In looking ot the Alhebeocs roule, |
realized that I covld (ake the courees on my own, ol my own lime end work ol Aeme, otill being wath
the family. Reviewnng the program sveilable through Athabasce, I realized et 1 could teke (he
courses that [ wanted through Athsbescs University that would provide me with whet | wenled in
terms of work-relaleg, carcer-related and future growth in lerms of post-secondary education.

-

Scott: My choice of Athabasce wao that it was open (o me. Al that particular time, | didn’t have my grade
! 12.7I thought thal entrence to s conventionsl univeraity might be o bit more difficult plue it ellowed
me more flegidility in my scheduling of my time Jor studying purposes. My tspeclalions were thg!

to hopefully 8 degree unthin three to four years. )

Colleen: Athabe reity gave me an opportunily lo conlinue my educslion, sley & Aeme u’d
continue 08 the same time. It olso was the only program that hc‘/unl thal gave 'me
an oppo toin o deyree by correspondence. When | firat started, I 'thought, well, it's o
ot easser time te universily end get your degree. Bui | think thst this io & betier wey for

me and my family. I've been able to Reep up my responaibiliGes ot hame, [ otill Nave o Job that !
enjoy very much, I play basedbail and I'm still gelting a degree. [ think thel's prelly fentastic.

.

Interviewer: Did yow have an reservations sbout relyrning to nchool’Any sngielics! "‘5

Ann: [ think I did. I think everyone does. You Aave certain ideas eboul school and perticularly univeroity.
It tends to be put on o pedestel and it tends to, we get thig impreseson that only certein people con
go to universily and only cerlain people can do well end V you'we the sort of pereon that likes to do
well at what they do this can be rather an off-putting situation. Pus I think thet ence you gel inlo
it - and I think this is why Athebascs is 00 good becouse you are able 1o leot the walere o Sittle bil. .
You're doing it in such e way thal you're doing it by youraelf and if it docan't werk oul there is no
big deal.: Thirty other people in the class aren’t going to reekise what o disester you ere - you
know, your neighbors and all this sort of thing. You can just try it and then you gt o litle bst of
confidence and you gel reassurance from your lulors and you reelize that & lot of your life

- ezperiences are very relevan! to whal you ere learning and I think this is the biggest thing /1
discovered, that Aaving lived & certain emount of time and done diflerent jobs end traveled ihat |
was able to get a lot more oul of léc courses that I would have done hal! dong them ol 18 or 19.

Ken From the atart, yes. In looking ot the home study progrem I figured well, 4 could apply & fair amount
of time o this and I could whip through this program in no time. Hewever, right in the firsl course
you realize that that does not happen. - . M

Colleen: [ wanted to slart in an area thal I felt | was familiar unth and | started usth accounling courses.
When I first got the books, I wae terrified. | thought "university learning - [ don't know if | con do
this, I don't know if I can-complete it”. Once I started the course and lalked to the luler and
worked n;y—way through it and actuslly gol & good mark in it, well thal was it/ | was off and
running. [ was really concerned thet I would fail and I suppose that thet is o big concern for o
student going back Lo school - particularly an adult student going back - is that you're taking thege
courses and while it's great to try.os Aard as you can and work as hard as you can, there is slways

‘ o posnbility that you may not be able to achieve the required level to gel the marks that you feel
you need to go lhrougé the program.

Scott: f was concerned aboul my performance. [ thought tAat this was the trial. | though (hat if ] botched
this one, then I could pack my books end would be going home. Fortunately, it turned out fairly



well. It just turned oul good.

! was worried whether I could start the old brain Hunhng again, dut it gol inlo gear fairly well. [ .
was surprised how fast you can pick things up again, especially when you want fo pick things up,
that makes quile a bit of difference. When you get oul into the job field, you tend to get into a bit
of a rut and use only cerlain facilities. Going back to school sort of sharpens cverylhing back up

again and gives you, makeo you feel a hell of a lot beller
. =

Interviewer: Distance umvernly conlains two elements that are, / think guste different from o traditional

Scott:

+

Colleen:

Ken: [’

universily. O you pace the courses yourself and two, you Mave o tulor uho you speak (o
individually. How do those appeal to you and how have you found them?
o .

The pacing is ezcellent. You can get more done when you want it. I think you learn perhaps in a

belter manner because you are your own leacher. You have Lo understand il in order to go on lo
the nezt slep. It's not like the whole class ia going lo be passing you by. The tulors are very
helpful. As a general rule, I think you’llﬁnﬂ that you don't really use the tutors that much, because
how often does a problem come Wp on one of the tulor nights. So il's a matter of you mostly figure
things oul for youraelf and th course content is such that it is quite eogy to figure things out. It's
Jusl a matter of going back and reviewing it until it finally clicke and then on you go again. Ii's not
¢ maller of hoving to wait for the slowest sludent or by chance, yourself being caught m' that
position and then never being able to catch back up. You don't confinue until you're fully
acquainted with the subjéct and understand it fully. ‘

a

Ann: ['d say it is probably an easy aspect in some ways. You know the malerdgl is tAere, whenever you

want Lo look al it you can. You don't have this thing where [ have to go to class tomorrow and ke's
going lo ask me questions on chaplers 6, 7, and 8. So you don't have this sort of panic sel in. You
wrile your ezam by yourself very often, where you just go down at night to the Vocational Ccn‘re
It doesn't have (Rat same impact as when you walk into a room with 50 peoplc and they're “all
nervous and il sgrt of has 4 cummulative eflect. You just feel like rynning, sometimes.” That [
Jound o really gbod side of it. The other thing is I think the variable of theeacher is removed. If
you, have o gofbd teacher, it's great, with a lide class. But if you have g mediocre feacher, it can be
migerable. IF you rc’novc that variable, which you do essentially unth distance learning, you do
have the tulor, but il i8 up to you how much you contact the tutor. You have more sort of cordtrol
over what, the way the course is done. .

One credit a month - that particular schedule has worked out ¥ry well for me and it alao Ieauea ’
time for those little emergencies where you just might not make o credit o month, you're aill
leaving: h%"e in (ke course program. [ don’t have to go through a renewal or exlension type
siteation with the University. I still ollow myself enough time /or those kinds b? dittle jam:ly
problems or wholever that come up. R »!i‘ Y
ve developed a system thal does work for me and [ thilBevery mdundual i# different and lhey wxll.
oll develop their own sysiem and thet ia the uiPencss of Athabasca University. No one is lcllmy
me that ] Asve to work one Aour s day or two Rbure a day, 20 many hours per week. { work on my
own, my objective ia lo complele the course by that deadline. Whenever I take a course, register in
a course and after reviewing the material, I usually would discuss it \ith the fomily, eapecially with
my wife and looking at the time frame that | had and how I would deal with the course while still
meeting family commilments. [ would olso look at my calendar, my job calendar to see wha! events
I hod planned that may interfere with my course and {ry and work it in accordingly. Self-
determination, self-motivation is also very important in completing a Aome-study program and o
Jair amount of determination i3 required decause, and [ am the same way, [ go in spurts, and [ will
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go "gung ho" for a couplc‘ of weeks and then I just dic off. And then you look af the Yiendar and
say, "my,God, I've got to gel cracking”. so, self-determination and molivation is required when
you're looking al courses through Athabasca.

I didn't know what to aay to the tutor the first time I phoned him. [ remember the first time |
phoned him - it was o tulor from Devon - and I'm sure tha! we spent the first half-Aour on the
phone going mm-hkmm. but after that, we got into the course and we sctually started talking about
the course and hig ezperience in thal particular ares and helping me with my problems. It was Jual
like talking to a friend over the telephone. Now, even if I don’t have a problem in the areas that
I'm studying, I find that if I conlact my tutor every week, that it keeps my interest level up in the
courge. [Il's sameone else that becomep involved in my learning, that keeps me goﬂgg. So I.enjoy
the tutor contact. [ think it's one of the main reasons that ['ve #layed unth the Athabascs program
and.got 8o far as [ have. ' '

Ken: [ felt very comfortable having a personalized tutor that | could deal with from the beginning of the

2\

courge to the end of the course. From the slarl | was very reluclant to use them, to show my
ignorance-in the course, bul afler o while, once I started talking unth them and we became familiar
ona first name basis, il became very casy after that, 2

Ann: Tutors have helped a lot. [ think they're very reassuring and | find that a real plus - it's much more

personal. In the traditional university occasionally you will find a professor who is willing to pul
the time in and offer these ezplanations, but often the class is very big, they often don "t know you
personally. They don't know that much about you, they don't get a chance because of the waoy il's
sel up. I think that this way you fecel the tutor is a friend and they're trying to help you along and
nol just create obstacles for you.

« Interviewer. Were you concerned abou! studying and maintaining family and job responsgibilitics at the

same lime?

3 .
ColleerwsIn that regard, I feel I've been really, really fortunate. Before | started with Athabasca

University, Woyne and Kurt and [ sat down. We decided firstly if we could handle it financially.
That's slways gol 4o be a considerstion for o Jemily. And also we decided that if | was going to
have X number of hours to study that we would have to make sure to leave enough time for (Ae

" fhree of us to spend together. So we go through, maybe once every three weeks, kind of planning
" what ig coming up and who is going lo be where and whether I'm going lo have time for studying.

Scott: With my employer, there was no difficultics. I work Jor Alberta Government Telephones and they

Ken:

—

back very strongly anybody that takes any form of post-secondary educalion or any educalion
whalsoever. And so that was looked upon in a favorable manner. As far as getting time off (o

wrile ezams, again, there was no problem there whalsoever. As Jar as the family goes, thal's o

slightly different matter. Sometimes I would want to sludy and the family would want to go out so
there Would have lo be some compromises made here and there. But, I didn't run inte'loo many
hitches, . -
personally was ot that concerned with that. My unfe was very portive of my leﬂ’e'ring my
education and she redlized that there would be some (ime thot | would need io myself for curses and
studies and I think that the support that one’s family gives them io impor!anf{ond‘ o law\ac you
have that support, it shouldn't affect the family operation at oH. -

Ann: Well, I make it fit in. That was my decision. I think you make the decision that cither your family

12 going to fit in wilk your studies or your sludies fit in with your family and having made the
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decision that the family was going to come first, the decision was made and the studies had to fitin
sround st., And, | didn't miss closses. You see with a regular program, when you Aave sick
children or something going on, you may miss o week of classes and you've missed all those notes
and sometimes it's very difficult to pick up. But this - way you have st all there, s0 whenever you do
have the tilme to make up what you've missed, you can de it.

Interviewer: f2What keeps you going? What is the pressure for you?
Ann: Pride. ['m nol gging to quste. And [ wan! to do well.

Colleen: [ guess [ never thought of myself as o quitter. | had left high school in grade 11 for various
circumstances al that time. Arid [ slwaye had sn the back of my mind that I would go and complele
my ‘education and hopefully get a university degree. It became more important I think when | got
involved in working in a law office, because there was the situalion there where you're in a
continual learning pattern for your job and I think that once I took the first course I became
addicted! Some of my friends say " Well How long have you been doing that?™ | say, "Well - S0
credits worth so far”. " Well, how much more do you have to go?™ "Only 60 credits lefitf They
say, :Well, when are you going to finish that? [ say, "Well, it's not when you're going to finish
that, il's the fact that no matler what happens, even if I'm 85, I'm going to gel o degree.” So it's
become riow a challenge and I'll finish no matter what!

2 Ken: I figured once | made the decision to return to school and take courses it was o maller of disciplining

myself to do il and lo see it through. Once I did that then [ found it no problem after that.

Scott: [ thought it would be hard to do but I found out st wasn't. [ think (he enthusiasm over-ruled the
difficultigs and il was - ah - [ just jumped in“with two feet and went right at it hard ond heavy
initiglly and | think thet maybe got me o the hump, 80 to speak. The courses were laid oul in
such o manner that I didn't And st diﬂicult’ whatsoever starling up studying agqin. It was -
everything was there. There was no holes. It was very easy. So now it is like.o personal goal, you -
think ™ Well, I'm {0 per cent complete or 30 per cent complete There is light at the end of the
turtfel.” So that is the motivaling force now. Plus the salisfaction of completing a course and just
the genera.l knowledge that you get from the course. :

» v
Interview’ ‘Would ybdu have any particular advice for a pfoapectiue Athabasca Universily student?
P .
Keg: The main thing for an individual in pursuing courses through Athabasca is to set a personal goal, o
y- \Iong-terrw.gu.l W0 whether they aré looking toward a degree or whether it 52 personal interest
‘::.a ddyrses.” Then they have to look ol developing discipline and motivation to meet tha! goal. If they
, - are perdonal courses, of course, it's a lot easicr if they are not working towards o degree and if
[ they are just taking self-interént courses. If they are working on a degree program it's difficult to
stay metivated for greal lengths of time. It does take time o go through the whole degree prbgram.
1t's not o structured-program in a sense that you start in September and you end in May. Your
time is your own and (Aat is the hardest thing Lo deal wilh - to work all this stuff in while achieving
a goal at a reasonable time frame for the jutu;c.‘;x

)

Colleen: Usually the biggest apprehensio t people have about studying from a distance or by
correspondence s that they are by\W¥maeelves. And they really don't know if they have enough
scif-determination or whatever it takes to finish o course. Thal's their-biggest concern. [ lhink
(Ral the biggest feature that I've slways talked about with the courses thatl.['ve taken and the
university I go to is the fact that I can phone my tutor. I can phone Student Services. And ['ve
always got Aelp as close as the nearest telephone. [ don't think too many people I know or talk to

bl
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don’t know I got to Athabasca. I guess I'm really proud of being a student. I'm proud of what ['ve
done in the last three years, three and a Aalf years. | guess I'm Aappy that [ Aad the opportunity
and [ guess I'd like other people to know that that opporlunity is avaslable.

Ve w have good reading and writing skills. You are not being spoon fed with the
or pnd that, I think it's just the determination o see it tArough and not have tv have
;_%,you; you have o do it yourself. However, you do i, if you organize your lime as
poorly a"a‘!‘xo,‘ Er_'"you organize it the way some people do, - they're putling in two or Ihree hours
every day, no matler what, in the long run it's on your own shoulders. Whether you guit or
whether you carry on with il or do well, it’s up to you. And you're far more independent and
you're nol compeling with other people. Some people find st very tough to be in a class where
everyone knows who ie good and who isn't and who is doing well. They get very payched out by the
smart sludentg and this sort of thing, whereas with Athsbasca you don't know how the other people
are doing. You never find outl. It's just you and your material and you gel the feedback from your
tuler, you get the ezam mark and the course mark, but you never know if you were ot lhe‘t;p of the
class, bottom of the class or what and that ia good because if you're nél a compelitive sort of
perdon you don't need thal sort of competition. [t's o good situation. 1 M”’o healthy, &

Scott: The most important thing is to have a good study area. Try lo allocate some lime where it's gér’ng
to be fasrly quiet. In other words, try to get the ideal scl-up, lo give yourself the edge when you are
Studying.  Try to give youreelf cvery aduvsntage going. Be oplimistic about il and you'll be
successful at it. Go in with a positive stale of mind—

Narrator: -These ezperiences poriray some of the Joys and difficultics AU students Aave encountered. The
rewards of finding that you con succeed a2 o universily student are clearly gresi, dut there are
difficulties. Changing your lifestyle, coming to grips wnlh self-disciplined study, and the self-doubls
63 you #mt down to work. These must be recognized and resolved if the rewards of success are.to
follow. A number of issues have been mentioned by the students: getting support from family and

“friends, developing a schedule thal works and Juggling priorities. Also,_there is often the need to
overcome self-doubls, the feeling that you may fail and whether it is really worth all the effort.
Students have avercome these problems in a vdriely of ways. Let's hear what their ezperiences
have to tell us. :

[

Interviewer: ’lProbably a major diffliculty that most of our students encounter is that not only do you
have to set your own scheduling and learn on your own, but you do have to prod yoursell. |
think all of you have alluded to that at some time. And that self-discipline is really a definite
requirement and | would be interested in bearing is that true, does it take some prodding/ind if
s0, how do you do it? What do you do? ** A

Scott: Well, in my own case, it's just a malter of complete simmersion in the course. To get through the
courge very quickly. Almost cramming, lo an extent. And that's how I found, ot leasl in my ouwn
case if L were to go al it on o regular basis I'd have difficulty. | have to, on the courses every free
moment that I have I apply to that course and I get through it very quickly end ! find that [ dont
give myself a chance lo think, "Oh well, 1'll do it tomorrow or I can pul st of. It's just forceful,
I'm going to do it that's it, done. And then, find, if I want to take a break, I'll take 6 break af lhe
end of the course. I won'l take any breaks during the completion of the course. And thal's the
-only thing on my mind at thel particular time - you know for those few weeks - and il gele
completed, it gets done. And I find that to be fairly successful.

Interviewer: Does anyone elsc use o diflerent method?
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Colleen: I find that by using o set schedule per credit that I can keep going. And ! find it-a lol easier with
the three-credit courses. The siz-credit courses give me o tremendoue amount of difficulty for the
fi/th and sizth credit. Bul [ keep to the credit a month schedule that I've established for myself and
once [ get through thal sizth credil, take o deep breath. It's really nige (o get o three credit course
I know it's not going to take 20 long. So I use that kind of thing. I also uee people around me to
keep me going. People at work, Kurt and Wayne, friends. My dad is really gaod about it (oo,
because he's always phoning and faying, " Well, sre you done thet one yet?. And that helps, too.

Ken: My case is slightly different. Again, everyone has different needs and objectives end persana! goals.
In my case, ] do not have a set date or year that I want this by. 1 am taking ot an my own speed.
When it comes to individualized courses, [ set my completion dale for that course and then I work
sporadically or in spurts within thet period of time. The main Shing is that I complete it by the
date that I had sel. Once in o while I find myself in o position of catch-up where I have to spend o
Jew more hours in the day on it than I had planned and then that afJects the family. But very
sdldosi. Usually you know it has u"c done end I space myself in such s woy that | make sure that
I meet the deadlines. :
™
Interviewer: Scold, { know that you have taken a break recently and Aave deen thinking about gelting back
lo studiea. I think that is the first break that you've had, but can you sort of tell us whal kind of
mentalf precess you're using? '
& .

Scott: What, fo get back into st?

.

InterViewer: Mm-hmm, o

i'\.’ ———

Scott: Just complete immersion, again. Lock yourself into.a room u'ﬁl il starts coming back. And when
you finally feel confident, you're back in the groove 80 lo speak. Bul just attack! No nchedl\)\le or
anything, but when you gel your free time, just go at it hard and fas! and it unll come back. \

N,
Interviewer: When you gel discouraged, how do you avoid giving up? \\
. \
Colleen: [ slways }ecp that in the back of my head and I think to myself I'm never going lo give up. that
end goal for me is what keeps me going and again I use people around me to raise my level of
encouragement. I get really tired of reading o particular book, particularly when I don't really
enjoy the subject and ol that point I like to try and rush through to get it over with to go on to
something that perhaps I enjoy a litile bit more. [ also uee the 20ftball as my Salurday break and in
the winter time, curling. Just to gel eway and do something tolally different. [ usually can come

back to it. There's uonally s0 many people asking where I am at this point I don's dare quit now.

Ann: It also decomes 20 mugh a part of your ife. ['ve taken courses now Jor 83z years and it's almaost like
a ‘hodby. It's somelping you do. whenever you get o Jree moment you go and read your books or
start on.e paper orfeomething like this. Having come to the point now where ['ve completed my
program, I'm feglifg kind of lost. Come September and in the tummer, il's okay because you're
olways busy'dofng other things, but I've been sort of thinking - well, what am I going to do in
Sc‘ptembc:_f;r 've finished my courscs. I'm going to have to enroll in another cquree. So, 1t
becomes part of your pattern, paltern of living in o way.

Narrator: We Aope these czamples provide helpful background in your conoideralioLoj Athabasca

University as an educational oplion,

Music
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INSTRUCTOR'S GUIDE e

FOR
.

ATHABASCA UNIVERS? STUDENT SER¥IGES

ORIENTATION WORKSHOP

It's not the large things that’

send 2 man to the

madhouse.

No, it's the continuing series of small tragedies
that 8nd a man to the

madr-use.

not - -e death of his love

but & zhoelace that snaps

with - * ime left.

Charles Bukowski
"the shoelace', 1972

Rosalyn Delehanty
_Athabasca University



Introduction
TA Package of Shoelace® (And Some Guidelines for Lacing and Tyvng)™, 1y
4n orientation program thyt CMphasizes 9 preventative coping skarlldyg dpproach

For the student, (he Program a1my 1o 43514t those, who are considering eneplling

Lo 4dapl to the demands of student

V0 4 distance educalion unnve}gizy Course,
r 4

Tafe For the distance education institution, the progeam amy Lo decrease the

tncrdence of stludent “non-starty’ withdrawsls or, drop-outs

The orientat1én program has been designed and 15 available to students

through one of twn service delivery methods (a) by mesans of distance modes of

communication (n.e,1 printed material, audio cessettes and the telephone); or.

(b) by "foei~\o.'ace group workshop process

.
< 2 1he following Instructor's Manyal has been designed for use with the face.

L
Lo-face group workshop. It's aim 15 to provide for workshops leaders. ¢ format

for the presentation of orientation materigl This format 15 vntended to be a

flesible guide that can be édapted to the loca) needs and Characteristics of

students from varying geographical regions

Workshop Format  Overview

Goal  To assist students to adapt to the demands of student 11fe by focustng

on lifestyle changes, efficient studying and motivation

Group Srze Uﬁlvmuled

Time Required- Three-four hours

Process
Introduction “

I, Warm-yp
2 How the System Works
3 What You're Getting Into
(¢) Athabesce Student Characteristrcs

-~

(b)) Adu't Learners



The Shoeluces

t Workshop Formgt

Introduction

4

Video presentation

Self-Assessment

() Enperienced AU Students “Telling It Lrke It I3~

(b) How do | compare’

Clarvfying the Change 1n Lrfestyle

Assessment :
{a) The week that used to be

(b) The week that 15 to be

Coping Skillg
(a) Ask and it may be given
{b) Give to get

ffficient studying

Assessment and coping strategies

{a) Time
(b} Place
(c) sSkills
Resources:

(a) Student Sgrvices
*

{db) Appendix C

{c) References

7 Self-maintenance of motivation

Assessment:

{8) Gaining awareness of 1nternal dralogues
Coping Skills:

(a) Thought substitution

(b) Relasation

8 Concluding comments and workshop evaluation

Steps

Warm.yp

(a)

People arec qreen name tags 4nd o brief questronngire to frll

s

/

<0
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(b) Workshop facilitqtors introduce thomselves with briref

informatioh sbout themselves

(¢} Particripants 1ntroduce themselves and g've ressons for considering
AU or consrdering & particular course

(d) Ffacilitators present the ratinnale for the orientalion focus on

self.management a1y B

How the system woris

(a) Lecturetie about AU ProJrams g0 cene ey gy Tynle

What You're Gettinj Into
(a) Llecturette on
(1) dystance educsat ion
{11)  adult learnens

(v11) AU, student characteristics

The Snoelaces

Video presentatlon'

(a) Participants are asked to refer to the sheet entaitied, “The Ay

Student - And Me™ (see Section IV), and write down the characteristics

mentioned in the film that <contribule to success; and, act a3 @

barrier to success

(b) Partircipants then write on the sheet, characteristics for

themselves that: contribute to success, and, “(( 43 & birraer

to success.

(c) Participants are divided into groups of approximately 5.6 people

and asked to compare, discuss and add to therr persond! successy/

barrter characteristics

(d) Partrcipints 1ist these to the entire qroup 4nd the facilitators

write them on 4 flip.chart
{e) Facrlitators lesd o bricf dr5cussion on success/barcier

oharacterystics

(larifying the change 1n tafestyte

The wWerkh thet Used to Be (see Sectron 1V)

(a) Assessment Exercise |
(b) Coping Skalls  faercrse 11 Asi and vt shall pe qiven demsnd
and 1L shal) be denied (sece Sectron Iv)

(¢c) Fecilrtators Yead o drscussinn on neqotial son 1n coOmmunICation,

emnhas 1101



- need for people Lo be heary
- need for people to be respected “

- need for detar s 1n commynication

6 Effictent Studying
(a) Assessment and copring strateqgies
of time, place and skl 1s towsrds effective studying (see

Lecturette on the factors

Section |V).

(b) Lecturette on resources for fyrther siploration (eqg. referencoes .

student services, hendouts)

7 Self-maintenance of motivation
(a) Lecturette on semantic ecology, cleaning up what we say to
ourselves, as well as, on environmenty) ecology. using the

enviromment to work for us

(b) Exercise on coping skillg Thougnt substirtution (see Section [V)

{c) Exercise on the use of relaration/visualization for creating a

positive attitude (see Section [V)

8 Concluding comments -
(8) The facilitators lesd 4 summary discussion reviewing the

highlights of: 1ifestyle changes, efficient studying and

motivation.
(b) Participants complete o workshop eviluation

Workshop Format: Lecturettes and Activities
l. Warm-up: A structured activity serving the purpose of “breaking
the 1ce® or warm-up can de used 1n this section
2. Reference to the Student Handbook and AU Calendar are used as
resource Il(tflel
) Reference to the appropriate pages 1n the AU Fact Book on student

Characteristics s used as o resource

The Shoelaces
4 Participants are presented wilh (he fol towing sheet

{see next page)



The AU Student - Ang Me

AU Students . Charscteristics Arding Success  Me - “Success™ Charscteristicy’

-

Ay Students - Barriers (oped With

Me - Barriers | May Haove to

Cope Witn
How do you compare’ On the right ':5( (ne Characlertstics you feel will nelp
you 'n being 4 successfyl student Then 1t the drfficultres that you

4nticipatle may (reate some problem. ,ou =111 necd o overcome
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- 4.

Clarvfyrng the Change 1n lifestyle .
{a) Crercise 1. Tne Week That Used To Be
Goals |
(a) To apectity Changes n tife style demanded by becoming

4 tludent
{b} To 1dentify possible need for negot dling new wayy of

meetink expectations and responsibitit ey

roup Sree
Any numbder of trieds

Time Required

Thirty minutes
Matertals: h
{a) Schedule planning. c;m'c‘. i

{b) Flip charts for each q"‘;ug‘_ ,

e
(c) Felt pens - N 2
. . L ';& A
Physical Settin ) -
-—Ji_i__;__ﬁ ; ‘ M “1};

Movable charrs mﬁ rooﬂ lurqe emqb to’ qp

Process: '; i YN e

[ Ffacilifator intraduces achiﬁhes on?c‘:p\wams ggigj_

1. Factwglor uphln,s M% of t,phs)‘;tomntﬂ b
estadlisheg ﬂ&n signﬁicu othn.h “ene *dynag»ics ol
change in any partdl ? sys(m a!ucﬂng evem htl
part of the sfhtem y and the consgvgnt need to emlﬂo
e chanqe m Nlonce uu may octur

L3

and make explfcit:

with the demafds.
{11 Triads are !o&c A ) )
IV Participants ?u g qcte‘d (§ fill oyt scneSJIe pl.,{'n.ng

Chart for lmi r,l They .ge uked Lo note whe was

1avolved duri

] nevlrole . -

I f -ork hour ictivities lux’d
Mﬂcl‘cle ten hours of time that could

v, Put\(loanlv

concervable h e, es spent slucqu hod they been

aClive studen §t week Lo
13

vi fach persond pses one period chosen for Study Lime

that woulo® Lheve deen spenl with significant others



.
VIL.  €ach person presents thiy problem period for
resctions from the other members of the triad
vitl €ach member of the tr1ad presents o potenty
prodlematic situation and obtains ?esponces om
other qroup members
IX. Cach triad brings back Lo the entire group, 4 situation
they feel may de a4 common prodlem situation
X Group provides 1deqs op how this situation could be '

handled effectively '
&

(b) Eaercise 11: Ask and 1t shall be given, demand and 1t shal) J
be denied. ’i;
by <

Goals: . b -

-To learn to make assertive reduests 4

-The facilitators will roleplay #ss¢rtive, 4qgressive, and
non-assertive requests for time or $hifting of responsib.
iities. » “m
-IN ticipants are to place themselves 1n the role of

¢ réEipien!s of each request mode and answer the following .
rating Scale for each request mode!led ‘\)

-Suppart Rating Scale \

)

l. How do you feel about (rying to answer the reqlest

positively>
Uncooperative 1

4
Cooperative L R
2. How willing are you to gtve the proposed chanqge 2 ‘.
change--say for 2 few monthy’
( Very willing |
2 “
)
4
4 -
Very resistant M -

) To what extent 0o you fee! conficent (nyy 4 fyrtrer
revision of your schedules (80 be whrbed nut 1 f the

DCSeNl nreoe  Ade s 1 e - foe
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. « N . Ve

o

one of you
Not confident 4t all |

L] 2
. J Y
_ 4
¥ __5
Totally configent 6

Y

6 Efficrent Studying

L4
[FRed

s .
(a) tLecturette on major goals to learning efficient 41
- aills to ncuae

(1) To be avle to complete study 1n 3as little time as posstible

(1) To work with, rathec than 1n a550ciation to, the way the

bratn works.
{i11) Need for: &
{a) Schedule that works for you
) {b) Place to study free of distractions

' (b) Lecturette to include a reference st and list of services

~ available from student services, especially in the areas of

lea;\_'i\npgnd study skillg,

7. Self-maintenance of motivation
- (a) Lecturette to include concepts of semantic ecology and
environmental ecology as well” as the importance to motivdtion

* of self-talk and negative bdehavior. '

(b) Exercime I1[: Thought Substitution
Goals: . L
’ ‘- to become aware of self-ta.k . 4

- to learn to stop negative self.refecent talk (rrrational.
1dea functional myths)
- lo learn to substitute positive for negative self-talk
- log\recoqmle that go.oe in control of what you're do'ng.
you nfusl know what you re doing
- to m‘r’f;\olc hills not mountains out of the task

Group Size .

A Anywhere from (hree (0 five

) Time Regulred

/' oo Thirty minutes
N "

s ¢



Materials:

- (a) Paper (fl1p charts)
(b) Pens
(c) Course pacrage
Process:

I. Ffacilitator introduces r1des how benhavior 15 controlled

by “internal dialogues™ and 1dea of the neressaity of
becoming awdre of self before change plany can be made

“e then presented with a hefty“course package
'

11, Groups
and told to

Course materials are removed

look 1t over.

. Participants are asked
to write on flip charts. .
1} The self-talk they had engaged 1n when they started

looking at course materials ;

2) The kinds'of physical resctions tiey‘e-per|enced

Iv. Participants are then told to take several deep breaths
and to examine the rationality of whatl they were saying
to themselves.

Y. Each group will then be given a4 pre-selected one wedk's
work sample of the‘course previously elam;ned fhey
are then to attend to negative self-talk, but consciously
Jubstitute positive statements

¥l.  Facilitator discusses ghange process and need for

~ self-awareness and practice 'n learning new coping skrlls

{c) Relaxation
An experiential exercise, especially 1n the area of creative

visualization iy useful for thig demonstration One exercise
that the wuthors have found to bde tmpactful 15 o demonstratio
{with all participants betng involved) of the reframing

paradigm from neuro-linquistic programming

8 Conclusian
Llecturette dpd.disCussion summarizing the workshop with

(a)

; the fabilitatory stressing the positive elements (eg skrlls,
resourles - (echh|ques that coméribute to success and 4
positive-$(t18ude). ,

[ .
] . “



(b)

Y

This can be followed by 4 4135Cus510n Per10d gnd informg |

Y "coffee” fom perticipants to arrange, 1 f they wish, study

groups or exchange phone numbers .
A brief evaluation shoyld be conducted for leedback‘lo the

facirlftators.
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Home-Study Participant Evaluation Questionnaire
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‘&*',..

ATHABASCA UNIVERSITY STUDENT ORIENTATION

' GUIBEBOOK EVALUATION

To what degree do you leel youhave received each of the following benefits from
this Guidebook? "

¥

‘ {a) Increased awareness that will assist you in planning more effectively for return-

ing to school.

s
—_toalarge extenf
___tosome extent
—..very little

(b) Specific skills, approaches and techniques that you may want to consxder
applyitg.

— toa large extent
—_to some exten!
__very little

P
e
<

: (c) New inforrﬁation which will be useful in planning for university. 'S

—to alarge extent
—— to some extent
—__very little

_What new skills and/or new ideas did you leamn in this Guideboék’?‘
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3. The Guidebook would be more elfocuve if:

4. Major strengths and weaknesses of:

(a) Part I - the introduction to AU students and to adult students in general

(b) the audiotape "Telling It Like It Is"

(c) the section on the impact of changing your lifestyle

(d) the Lntrodﬁction of study skills as a possible concern

B

(e) the section on self-maintenance of motivation



tY
o

S. The Cujc\iebook has been:
- excellent
- gcod
- fair _
- poor \

¥

(please circle one) in meeting my cuwrrent goals.

6 MWould you recommend thus Guidebook to a colleague or friend who was consider
ing retwrrung to school at Athabasca Uruversity?

7. Comments:
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"Fxllow-l’p Letter to Obtain Home-Study Evaluation Questionnaire
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Athabasca University

Northern Régional Office

Seevanrsy STuelc it i the dinontan are
el the wrnversity oo Narthern Atlherta

Last fall you received a copy of our Orientation Guidebook.
Because wve are in the process of doing an evaluation of the
book, your response to the Guidebook is very valuable

If you have not sent.-in the evaluation form on
doing so at your

Gui

_to
pages 27-29, we would appreciate yo

If you have returned your evaluationw,

earliest opportunity.
form, we thank you. 4&5“
v L

Sincerely,

Rosalyn Dglehanty )

Research/Evaluati @

. ﬁ?

R P

RD/vms ’f? g
ki

¥
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“Workshop Participant Evaluation Questionnaire
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l.

ATHABASCA STUDCHT QRIENTATION
HORKSHOP EVALUATION

Edmonton
Date:

To what degree do you feel you have recieved each of the following

benefits from this workshop? ’

A) Specific skills, approaches and techniques that you may want

to consider applying.
to a large extent to some extent very little .
Increased awareness that will assist you in planning more

8)
. effectively»for returning to shcool.

to a large extent to some extent very little

C) New information which will be useful in planning for university.

to a3 large extent to some extent very little

What new skills and/or new ideas did you learn in this workshop?

I

The workshop would be more effective if:



Ma

a)

b)

c)

d)

e)

jor strengths and wedknesses of:
: /

the introduction to AV students and to adult students fn general

the videotape “Telling It Like It Is*

.

the material and discussion on the impact of changing your lifestyle

the introduction of study skills as a possible concern

the suggestion on techniques for self-maintenance of motivation

The workshop has been:

(p

excellent S
good oWl
fair o
poor

lease circle one) in meeting my goals.

Would. you recommend this workshop to a colleague or friend who
wWas considering returning to school?

Co

mments:



Appendix K

Home-Study Participant Evaluation Summary
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SUMMARY OF GTUDENT ORIENTATION GUEREOOR EVALUTAT NG

' Fall, 1984 .

1. To what degree do you feel you have rcc;ived cach of the

following benefits from this Guidehank? .
{a) Increased awareness that will assist you in plunning

more effectively for returning *n <~hs,1.

11 to a large extent
Lt some extent q
_ 0 very little
fn! Specific skills, apprsaches and tecbniques chat v
may want te consider applying.

10 ts 4 large extent
_15_ to some extent
_ 0 very little
(c) Ney infofmation which will b usetul an planning for ¢
untversity.

_ 9 'to a large extent
_1b_ to some exteat
_ 2  very little

v

»
t
1

H

2. What new skills and/sr new ideas did you learn in this
Guidebook?

- I found yowr section on Techniques of Study (Appendix C)
helpful, especially the sections dealing with reading,
note taking and writing essays. The area dealing with self-
talk was useful. If I cen feel positive about the *
course, with hard work [ will make it. The bookl1®t on
relaxation made me fee] casier.

= I find the whole idea of this guidebook was a positive
approach in obtaining and reaching goals. 1 also found
the guidebook tq say if You believe in yourselfl then
your goal is within reach.

- Finding the time to be a student, father and an employee.
A greater degree of self-motivation is required than |
believed was necessary.

A
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» . ' 1 o )
- Ided of substituting positive thoughts when ‘//
negative oneg start to take over. Physical .
exercises to relaxation. Giving more time'
dr help to Spguse in return for study time.

- Charting progress (after readﬁng this book
[ have decided thal, a monthyy ghart would
be very helpful to motivate study, such as X

the one below. : ’
. I T N\
Hours 6 - %
) S \\
Study Lo . '
3 . )
2 -
] . . v
1 2 3 b 5 6 -- . d
Days of the* month ' i
‘- Reading skills - to read faster v 3
-~ ! . ) ) N\
-*Making useful notes \

- By sitfing down and reviewing my weekly schedule
[ realized that I haVeinot been utilizing my time
to its utmd?fﬁcapacity' It is somewhat reassuring
to realize my self—douéts are remarkebly similar
to many other students' but I think I basféh{ly
had my fears and self-doubts under control by , just
pitching right into my sourse. Perhaps thiﬂ(gook
is hot as effective with me due to Lhe fact that I
an largely independent and dosgot have to consider
many factors when allotting my spare time.

- The new skills I found here are to study and how to
apply yourself to theé;ourse you are takiné: The
ideas I've learned aré how to plan your study time

and how.to relax.

- Up'ﬁnt;l receiviné the guidébook, I Qas_;tightened )
of taking mySelf seriousjy - just taking one or twc :
courses didn't Seem enough to make me qualify as a

‘ student. I feel-a bit,différently nov and feel

-that I will have more confidence in making the
course(s) & priority in my life. I also appreci-

‘iﬁgte the sectiens on "lechniques of Study" and X
"Stress Management Skills". s S ﬁ}, J

4- T think just getging back to the basicé e§ ltarning.
; One importantithing'l"Ve learned to do fis buy ai S
Y desk ¢r table to set up in my bedroom so I won't be
. JistXacted by ‘t¥X., my children etc. It has made me’
Ff’ want Vo reach my.goals even more. o

2 . , . . ’ ’

. - . . \
v “
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- It gave me a better idea of how much time | wil}
need to set aside each week to study, and also
setting a time goal for completion of ¢his course
It also reinforced the idea'of positive thinking,

- to put self-doubt out of mind. [ very much ﬁiku

“the poem from Ecclesiasters on page 13. 'IL is
very appropriate and qncoura!‘ng. 4 .y" -
‘ ’ 4 ' FOe N g -

- Self-thinking and d?ubt - he\:jrcuékd he ¢ ”' ,
possibilities. Chapters 3 and 4 ki%Tled some .
enthusiasm, ' but pointed out p,ﬁt reality isn't so -
bad if you think realisticAlly! Until forced t.
look at it, I didn't really think ! had it in me
or know how many positive potnts I had by wav f
time, support or confidence. )

--The Guidebook has been very instrumental in Ziving

me a positive attitude towards studying. The ideas

of approaching study, all the hurdles, self-dofht,
motivating factors that need to be overcome in

order to study successfully, have been clearly .

pointed out in the guidebook. . The idea of studying

WilteRieve your own personal goaluadapting your

, @@Mﬁdy schedules x techniques to s your own
« !!rcumstances has be€n an idea 1 have learned from

$he Guidebook. I have also learned techniques of how

to study and various ideas to help overcome stress
from this Guidebook. ‘ ’

A3 .

- Mainly the business of the importance of re-evalJ:
ating my free time; motivation and personal concerns.
I'm quitd glad for the detrimental points of uni-
versity and your program that Have been pointed sut,

*in the booK and the tape. . .

- The idéa isn't new but it helped to hear it from -

« someone else who has lived through it. The idea !

. am referring to is that "I dondt knov \{f .I cam-do .
'thisf‘and.knoging that the students on the tape oo -
thought the same thing but suéceeded a ay. . )

'

* Y ’ ' 5 T «
The Guidebodk would bé mqre eS{ectivg 13 I I G
' - [ v

; pl i X N4 - .
I have trouble with something. The gutded _gat}( LA
me back an track. ; ’w: . _}7,4', s

. s e .

- Send an actual shoelace‘Uith'theﬁﬁatériaig.f g x,gé
a shoelace up as a reminder where 1 can ca&toﬁld.

[} N » : |
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= Personally I think you've said all that's possible
to say. It doesn' ! need to be more effective from

my point of view, hecause it's straightforwvard and

gets right to the point. s

~

- No nced to change the upproach used. )

- 1 found the guidcbook to be vcry 1nformat1vn and
effective at this "stage of the game”. Further
_comments either critical or praising this guidebsok
would be more practxcal as [ get furthcr into my
stulies. |

. = Presented as is.

- ’l(‘his is @outlinc only.  As such, it has NO meat ‘
Cin it ch section has one or two points that
are interesting, but are so brief they leave me, . \
high anc dry, feeling frustrated at the lack of

detail. L DO
. -

- The guidebook is qd{te effective in its present
form. You have already listed a number of refer-
ences which we can turn to as other helpful
alternatives. .

> * 1 ~ »

- It was.hard to rela®e to some of the ideas untll

I had actually begun my courses.

= I'm glad you put, photos wf Student Services staff
and" theirprofiles in this book. Befause students
don't have much face to face contact with staff )
and other students . t S nice to see a face-that
goes with a name. &fortunately this photo is on {k
the back of this evaluation and will be returned
to you. Perhaps using pictures of, the students
interviewed gn the tape would make it all seem
a little closer and personal. It would be great

. to have a picture of my tutor also. That would

be better than just a proflle and a voice on the R

phone. - : ‘ .

- This guidebook is quitépvell formulated. Just
because I did not draw any hev magrial is of ¢
~little consequence, for I%*consider mygelf more*
. ff‘ormed than the average i{ndividua "
o0 .

Y N
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- .o
- No suggestion to mike 1t this point. It had been
' sent automatically with your receipt of my
registration fee, as ! had already begun my rirst
course before I finally rdquested a Guidebook .

- It hnq brief examples and gxercises in reading and
note taking. It had self-evaluation qQuestionnaire
for returning to study. It‘had sSuggestions on how
tg communicate uithltutors.“

= I can't see how you could .improve on the guidebook.,
g "

- It was mad¢ inte a small starteF course people
e 2.

university,education for a definite :ir:f’,:' ]

vho have not cempleted high school and
fhink it has been very helpful in every way!

- Nothing I can add, ask me when ['ve graduated .

- This is a hard question to try and give an answer
to. Principally because from my own point of view
[ have found this Guidebook to be most effective
In helping me to prepare for a unigersity edu-
cation, by pointing out just what i involved and
giving guidelines that help you decide whether
you have the self-discipline to study and the
motivation to see tt through. One suggestion
that may make the Guidebook more effective is to
get feedback from the tutors about their experiences
with 'students and to identify the most common
oblems Students encounter.

7 . d

'

- Less assumptions were made about personal life-

.style (married, absence from or of schooling).

= Do you thiné\one or, two cartoons typical of an AU
student's first look &t the course materinl or
their first cdnversation with their tutc- would
lighten the guidebook up a bit? . - N

-Major strengths and weaknesses of:

(a)

Pd?t I - the introduction to AU students and to

adult students in general.
™

- Good. I know other people .like myself are going
through or have gone through what s ahead of me
and succeeded. :

/
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Very well written! © Obviously much rescarch was
undertaken. ‘Themain thing was us as "students"
heing ahle to get down on our level. -

_Well laid out, the method is to ‘drawv. you into

the group and fdentify.

The insertion of phone numbers in guide was
helpful. .qs Yoy from going through phone

bhook .
DK

[t was’ 1nt.v.rest1ng~t,o note the averinge age 32.
I )HWOJL the high women enrollme has something
to do with the present trend arau wgmen.

Makes the as ption that one is highly motlvsred ’ .
to tahe (“om&m

dood 1“5 mterystlng tt‘iou vho your peers-are. «
. L
The return to studént life,will present a diff- ® f‘l\ﬂ'
erent approach to an evenyday.schedule. :
A}

Informative but limited.

L 1

Lets you know- the tybe and age of people who are d
students so that a person does not feel their ° ®
situation»is unique and may be foolish.,

»
Very com{:lete. \

this is covered in.the AU Calendar. RN

I 3 . .
Interesting to find I do not, fit 1nto the average \4 -
category, but bas1cally_ an "egxtra" :

I thought the statistics on Atha"basca University |

»
o R £

students interestWpg - it's nice r,o know haw you ' -
fit in with other stud(ur( . . L
Interesting statistics in Chapter 2.

. . ’ ,
Mix of humour and fact.makes effective reading, )
keeps up interest in a dull, but inr‘ormative,iupjéct.

L)

No weaknesses, very simple,- easv to understand an
quite consistent with other AU materials.

4
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- Majgr strengths: Good to know othurslpre doing the
same thing as I am. Statistics. themway (t's put

I‘ together and how its explained, and the spportuni-

™ tivs open to the Students. Major weakness: not
’ much information ag where and what specific occu-
pations students are, y at are their personal
“ goals with respect ¥ a degree.

gtape "Telling It L??e [t Is" .

ta! Not all speakers were distinguishabic
the others. A small break between vach of the
ehts woulM makes it easier tohear that it was 1
erknt person speaking.

&1 £
1
- A litrtic too long.

- H;arihg actual students as opposed to tutcrs *

relaying thwnences.
S R '

- 0K - . . _ .
Y ' w L. T N *
- Opens a student mind to how other students féél.
aboufftaking courses from Athabasca University and
ow they cope with extermal problems that affect

their study.

< I 'almgst didn't bother listening to it. I needn't

" have bothered. )

4

am Iﬁ's enlighténing to hear from gther adult students,
o their motivations, determinatioﬁ, family lives and
~ the will to complete thtir courses regardless of time.

“ -

m‘ . * ' ' : E
- Realization that other adults have some of the same

< _problems. Not all the solutions will fit everyhody.
L 4 -

-

- ‘Gives -you confidence becausd it lets you know that
others have.OVercome'the same doubts that you possess.

- It 'vas very good to hear some of the jdeas and
problems/solutions of established students.

L L]




- The audiotape ls a vefcomed pcrsonal‘ouch in t.he
stock of written papers that draw in‘a new °tﬁdent
But 21l material was Rood.

266

’I feel the students cxplalned quite well t# uld
and Whit

ave said what vay they were going after
degree they were working on.

- It seemed bitxtoo general-to me, tc be really

useful.
- Encourag g
x
- Real gnd sonal

- Major strengthﬂ Did_put thingsr¥in perSpeétive'for

me. Made me feel part of a group instead of

. completely alone.” Personad experiencgs. The tape °

- gives a®lear indicationwol what is required to

embark on a university tion and if outlines
in detail, the self-disc ne and mbtivation that

is neéaed to succeed. TheWutside opinion given.

- Major v!akness Perhaps could have suggestions on
" how to #in suppors of those who are skeptical.
Was a little too long. 1 thia: there should have
been d-representative of the @nhder- 25 single
university student telling hg he/she coped. In
production quality and lack an attention ‘
holding structure. i

-

(c) the ggction on the impact oflzﬂﬁﬁging your lifestyle
a

2

-~

-1 don't have a lot of the external pressures
‘mgntioned. I will have to tear myself away from
the t.v. much more to meet my study requ1rements

2, “h
- To me this vés bhe ma jor section. I d1d nq§
anticipate the changes which are requlredr .
. =~ Excellent v - . . 5
- ok ) \ 95“

= A veekly timetdble i8 a good idea to use to
discover the place whete study can be fitted in.

+

-

.
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» g . .h:
- This section helped me Yhe most to set priorfties
and goals in both the course I am taking as well
As other areas Yhitchgl am fnvolved In. \
‘ " . v
s 2
- This sHowld be given to all students planning,
especially full-time students, before they register,
- By establishing a workable schedule it wouldn't
affect my- lifestyle to any great extent as [ have
no immediate family - the guidelines are great..
. %

or home and it §s already acceptable vith my” .
family. ) -

[

As 1 a@rcady teach ﬁ:am qlxays«!tudxéﬂgfﬂ}‘qonk . »

kY

- MER:s ysu avare of possible problems so that if
one comes up you are not taken unaware amd can cope

Ulth it. \h . ) R

- not totally relevant. ’I find enquiring peers an
added pressure.

- Goad
- No maju: problems or changes

"~ Informative. .Tt- helped me realize I need to utilize
my time more effectively.

\‘

- It's been explained very good about what can happen
and “hov to cope with the problems that come up. -

. i L ) -

- This is the section which fade’me realize tha
lifestyle should change bedause of my courses -
['m npot just beingsselfish.

A little scary, but an eye'openerf Sobering but
complete and needed. .

. .

- I found this section most helpful.

- It makes too many assumptions about ones lifestyle
but ®does addres¥ concerns that one does not normally

think of.

tl

I
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Realistin = home study dses

fit {nto your schedyle” but when it actually
becomes a reality, tt is more challenging than it

first appeared. ® '

.

Major strengths: Made me real}ze that | was changing
my whole-way of 1ife - not Just picking up a few
courses. Stresses need for some §f of scheduling.
This section points out the organ zat@n needed

and the sacrifices required in order to become a
successful student.

Major weakness: Should stress further investigation
in this area for those returning to stud}cs. I.have
found them very helpful and worth every penny and
much more. I think it may be more relevant to *
students in the over 25-age group who tend to have
more responsibilities.

the introduction of study skills as a poésible concern

It was a concern of mine. The appendix was helpful
too. . -

The need for a "mind set” was an imporant elemeet.

.Excellent '

OK

-

- Appendix C gave me a better insight int the*approach

I should take to improving personal stu skills.

"appeir Lo be easy to “

\

67% of your studepts have had at least some university.

This section is appropriately short. S

Just the envision of getting directly into study is
a going concern to me at present; the guide is a
definite asset. .

Finding a place to study can be a problem; This section

gives excellent jdeas.
Left many options. to explore and try.
Good

No major problems or changes.



(e¢) the section on selfthainébnance of motivation

e
ARt

My study’ skills are really Quite good but bhe nored
T shall keep |t for future reference.

[ found it very helpful e vay you have put it
together and explagned it. N

Helpful because of concrete suggestions and the
statement "A major accomplishment during your farst
course {s simply learning to learn” was reassiiring:!

-

Very good . .

Practical, learning a new skills DOES require a great
deal of conscious «ffort at first. But with time jt. p
becomes easier.

*

Unavoidable, but also helpful "ability before

commitment . ) .
This is just great. There's a lot of valid pointy &
made in this and. the next section that, again, onc {:!
wvouldn't normally think of, but more than that, it ’ @
offers solutions. e : . .
) [ 3
This section is very helpful in that it shows that
theré is-a way to get the best results from your study
and learning how to study is a stud f its own which
JS necessary because it stops you ting time and
enables you to get the bést out of your stuaief.
Ma jor strengths: Gave some good hints. -

» . 9 .
Major weakness: Not much detail.

-
1,

-

It gets you thinking how negative one can be agd gets
You on the right track. Be positive! Very well writteg!
The need to set goa!s and desdlines.

¥
- . .

Egcellent.

oK ' »
The dspect of positive thought and relaxation techniques
is well done as these arcas I have found most difficult
vhile being fully employed. ?

-
-

I vas really intgrested in this section, but {t didn't
solve my problemx or even delve very deeply into it. It
needs to be expanded. I'm sure there are other reasons L ]
for lack of self-mainterfance of motivation.
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[f you have the strength, the desire to make your
accomplishment, that s really the mot{ivation
required.

Good. I constantly have to give myse positive
Strokes te continue but do get frustr®®ed when
study cime {s replaced with something else because:
of my self-doubt or apathy. My biggest problem

is always "At my fge what good will it do me?"
This 5 on ties in with the audiotape to
reip#Srm as person's motivation tg consinue with

their ,verbal plan.

Should bé a hig he later on.

Goud

No'qg;or problems or_ changes. -

¢! : ' ] :
Concentrated more on outside distractions where .
mine are inside, but it did relate Qther d4nforha tdont
on where to go for more info in that area.

I found this very helpful for my life in general,
<
not just as a new stldent. -

MOST IMPORTANT - positive attitude! -

Will help a_ lot. )

The "self talk" is very helpful.
I'e

Major strengths: Gave some good ideas on positive

‘. thinking. Facing self defeating thoughts. Where
yoi said about students and you paraphrased 'some
examples. . . -
- This section points o\y the need to stay mot®ated.
It is vety Kelpful in'suggesting ways to keep
interested and concéntrate fully on tde courses,
“a by its techniques positive thinking and the
¢limination of negakive thoughts.
~ Major weakness: very brief, 4nope.
The Guidebook has been: . ’ )

Excellent - 8

Good - 16
Fair - 0 *

Poor - 1 -

i



Would you recommend this Guide! ok tu o colleague or rriend
vho was conslidering returnine t. schou] at Athabasea University®
~

’,

- 1 vould highlysecommend *his guidebook.

ST,

- yes :
= Definitely

= Yes.  The guidebook gives some helps and some pointers
I found useful.; It also warns of problems that miy be:
encountered, such as marriage/relationship break-ups; .
It seems good that the book gives both Suggestigns for -
success and tel}s of problems that one may fade’too. '
Thank ybu. L

.m . l ) K

- 1 wauid rtcommcjd and stress the study techniques to , -
collpague or friend since this is an area vhere a lot
of individuals need assistance in formulating patterns
and discipline for studying.

J v

- Yes, and tell them to keep this, page so they have a
photo (see reverse side) of vho they're talking to on
the phone. It's a step to better and easier communi-
cation. I feel I know voices on the phone better if |

can attach a\fgot to them. . /I

. _ ‘
- Definitely, it has undoubtedly many pertinent ‘ideas that
would help any student entering any educationalvinsti-

- - ~

tution as well. ' N

-

- Yes, as an introdnglon_to getting back to study.

- Yés, egpecially if they are swinging back and forth and
vhe to return for a few more or a defree. Tt
should help them decide. . . P

- yes, 1 shink anyone interested in going back .to school oS
(i.e. AU) should understand hov this university wofks,
A e "3 ‘5‘ Y X

~

[ T \) “"‘"r'
xsYes, I.would give this book to anyone en€?¥ .

' your programs, F )
- = Yes x3) \ ~ o L

- Yes. It.may not benefit every student a lot; but cannot
fail to give at least some help to nearly everyone. :
. » P
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/ .
J

- Yes, [ telievelthe basic cancept hejpful |p resent -

ation very gopd.

‘ L

- Yes N ,

- Yes, | would." ’ )

- Yes, [ would; it contains a lot of useful information and
questions vhich are very important to answer - it's nice
to havr something which gives farm to your thoughts when

you're making a decision.
Y

= Yes, definitely.

- Sure, {t gives you a good iden of what. is invelved.

- Definitely. .
. v
- I would recommend this handbcok. [ found ¥t to be a
little reassuring, that yes | can do this. 1y
[ 4
- I'would certaitily recommend this guidebook anyone

cc:nxplating returning to univegrsity. It Mints out
t Jor difficulties and proUiens most students are

likely to encounter. It gives excellent advice on:
organizing Your studies and keeping yourself metivated.
The Guidebook is' structured in such a way that it informs
you step by step about what you can expect from a uni-
versity education and in turn what.is expected from

you in order to becom¢ -a_successful stut.ient. -

- Yes, it does prestnt many ways to solve possible, problems,
vhich does make.a huge dif’f‘erence inshe decision to,

enroll

-

Lot
Commcntg '

i

{rom the. Mar.i(i S thxs 'oog' distance studying
ﬁs"h’“g" dy skperience fF me. 1 do “hope sdmeday that -
. kthh'basca, will consider the Maritihes. I' m very
Ampressed and I'm finding everyone so helpful. =

- None. It does the job. ' R

ks

- The Magical Child Uithin does not appeal to me {ndivi-
dually. -




A

) 2T
L)
this questionnaire has a problem - you don't have any \dvn
of where the respondent s coming from. You have no vay of
knowing that 1 have an Honors B.Sc., that I'm taking only
one coursée, for personal interest, or why | chose AU over
Uof A, Uof C, or Red Deer College. These factors all)
affect my response to this guidebook. Just which fraction
of your students are you most aiming this guidehook to”
Also, you've printed this page on the reverse side of the
only photo of your staff, 1n§1ud1ng my tutor, that ['ve
seen. It's a touch of human contact that | apprecinte.

[ look forward with great anticipationfto studying with
Athabasca University. The staff has been very helptul
and personable. Three cheers for your counsellors!

Only comment is this readiness of returning to student
life. If I'm really motivated enough at this time. ¢
has been many years avay from being a student, bu* I

really ‘believe that I will be able to build up all the

motivation I'll need. |

One of the majgr‘problgms I find with adult students

I deal with is their approach to writing exams. Most ‘
member how they approached them at school. A little ;
rd on this subject would also be effective {n this ;

guidebook to overcome doubts in this area. :

I felt that this handbook dealt very vell with the problems
without dwelling too much on the negative aspects. My "
initial attitude has been to "give it a shot, I've got '
nothing to lose”. Now I hgve a more' complete idea of /
the support available, and this book to supply fresh K
ideas'to a tired mind; my attitude is much more positive.

. L] .
The most ;elpful part of this book is Kbptndi;~El ‘Thg§c
suggestions/guidelines are excellent. . - .

I think these questions could be better answered ®later
on rather than at the beginning of the first course.
Thanks for the nev. ideas. It also makes me feel less like
a2 "loper” knowing thdt other people have much the same
problems and difficultigs and alsd similar hopes and

- ambitions. It helped to make the whole thing less

anonymous .

I would like to comment on your own "self-dqubts’. TThe
book is far from being a "total waste of time", {t s
very appropriate and very well written. Thanks for

having {t available.
]

“oa

7’
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[

The book.is a very useful” guide to the student Services. At
the university and is reassuring to sémeone who has always
been a little intimidated by university, as I have.

.
[ found the guidebook very helpful to me. The way it was
txplained and the opportunities open.’ I didn't know about
the libragies or the audio tapes. 5o [ have found it )
qrite fnteresting. s

»

"

B}

The one thing that I WYould like to(Rnow more abowt {s
how the 9% who have not completed high school (1like myse1f)
are doing compared to the students who have graduated

from high s¢hool. 1 realize it is such a small percent -
age that it probably doesn't make it significant enough

to put in a seneral guidebook. So, all in all el think

it is a very good starting Step. . -

An importank first step. 0.

i~
I think_it was important to mention, as you have, that
setting aside time to study involves not only you but your
family and other responsibilities. .

b

I have found this guidebook to be very helpful in pointing
out the realities of studying at a correspondence univer-
sity. The guidebook helps'you to identify many problems
that you are likely to encounter as a student, and it
‘suggests ways_ of overcoming these problems in order to get
the most benefit out of studying. The guidebook has helped
me in severak ways, it has clearly pointed out Just what
an undertaking a'university education is, it has indicated
what is exﬁctly required to be a successful student and
helped in deciding whether I _have the ability to be a
succesgful student. All in all it has been a very honest
account of what being a university student means.
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St Lot , s
SUMMARY OF STUDENT ORIENTATION WORKSHOP EVALUATIONS
September, October, November, 1984

Workshop FacYlitator: Roz Delehanty

a

To what degree do you feel }ou have received each of the

following benefits from the workshop?

a) Specxflc skills, approaches and techniques fhat yow .
may' want to consider applying.. L : o « :

4 .

=~ 31 - .to'a 1arge'extent e
= .16 - to some extent ' L
- 0 - very little N " s
) ° - y
-~ ~

b). Increased awareness that will assist’ you in planning
', ‘more effectively for returnlng to school

- 26 - toa large extent oW
- 2L .- "to’'some extent o
- . b - very little

S

c) New information which will be useful‘hgyﬂanning fori

.university. -
- 1T - to a large extent

4 - 26 - to some extent Say
- L - very little v

o N
‘What‘new skills and/or‘ideas did you learn in the workshop?

- Advantages of a distance univg(sity. Study skills SQRRR.

-~

Study/Reading techniques.

- SQR3 study skills, relaxation skills, availability of
Athabasca University resources.

.

- Reading skills, support system, library usage. -

- I learned how to étudy more effectively. Also, how to handle
" my fears about being able to handle the material or, situations
which might arrive.
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T
4

" = How to manage time and to be flexible and what to expect
+  from AU, .

A

- How to approach my course. Study habits. Surrounding
circumstances that need to be taken into account.

o]

SQRRR reading method. o 0

I learned more about being able to organizé\end‘apply
myself. ‘ '

- Good study habits. I appreciate the SQR3 method being °
explained. It gives me a good base to begin studying
my scourse ‘with, ds I have been wondering how to start.

~Study Habit--approach to the task ahead. Comradry--some
people have some problems with solutions to share with
you. Services available through AU.

‘Thanks for your time, patience, appealing personality and
expertise

-

- How to read lessons, SQRR.

Time management, negative self-talk, for lack of motivation.

Study skills-and a~better awareness of facilities at our
disposal for particular areas (e.g. different workshops, etc.).

Availability of total AU resources, study Skllls, memory
reinforcing.

-

Study skil%s, negat\ive self-thoughts., - . .

al

Relaxation exereiles. ‘ -
- Refreshed my memory on SQR--I had completely forgotteh
this Qu;aqsrhaps to a great. extent still using it. Needed
reinforcing.
- How to study effectively, SQR3.

- How to avoid stress, how to study.

I have ‘learned new idemL about how to study.

How to go about absorbing reading material.

- The readin@*technique SQR3, how to organize time better.
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Relaxation skills, study skills.
- 'SQRRR approach, 'sounds very good.
» = ‘SQR--and related ideas on actual study.

- Qrganizatibn of time, how to study (SQRRR). Positive
, attitudes, rather™ han negative relaxation.

- How to study effectively, attitudes very important,
reinforcing what you unconsciously didn't remember.

Good pregentation of books on studying English skills.
Roz was honest, pleasant sand interestgd in us as persons.

- I was impressédfﬁﬁth the latter portion of the presentation,
@ specifically study skills. : ‘

- Personal time management.

* SQR3--helped complete my study methods.
- Study skills, how to. study.
- Study skills, memory skills.

- Study skills, scheduling skills. B
-t
SQR3 techniques, advice about concentrating more on short-
‘ term rather than long-term goals. Video presentation re:
use of tutors. .

- The approach to the course in the sensé of motivation and
attitude.

o Time scheduling (importance of), my hotivation, reallzed
others are in same position as me. :

- Self-motivation through understanding and controlling thought
process. -

-  Study skills, ways to help me rememg\r wvhat I've read and
studied. ’ ‘ '

- Re-enforcement of many ideas/skills I was already aware of.
- Study hints and motivation ideas.
. r - ;

- Reading techniques. -

. .

™
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'

Gave me more direction into what career I_wonid like to
choose, more 1deas,. .

Confirmatiod that I can do it. IR
workshop would be more effective if: |
The hegt‘wgs turned up.

It was mofe%ipdiVidualized.

More small f‘requen: breaks in'e.itting at the table.
More groupe..fresh Hir.

I thought it was very effective as is.
I would have gotten 8 hours of sleep last night.

It fulfilled the purpose already. Did not need more for
my needs.

I found it to be quite effective.
Put ‘into effect what suggestions have been put forth.
More time Should be spent ofi it--a full day.
We could meet once a month.

AN

There had been two segments on the area of study
mentioned in #2. .

More room or less people/instructor. Fresh air.

More books on studying, English skills, references,

an all day workshop would have been better, with a

lunch hour break.

I would have appreciated a more detailed rundown on the
Athabasca University system. (e.g. specific job functions
of personnel). The presentation overall was good.

For me the workshoﬁ was effective.

We could have morergroup sessions,

Was excellent, there were more techniques involved for
participants to do (the ones that are done are terrific).

More emphasis was indicated in the area of student concern,

A
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. N L
i.e. 'students étudying for a degree in Administration,
be involved totdlly {n an orientation workhsop concerning
this topic.

No comment.

Major strengths and weaknesses 4f:

a)

the experdential exercises

- Through way of looking at the pluses, minuseq of this,

university education as an adult. \
-~ Recognition of some feelings/exercises:

- ® Good (x3).

- I found no major weakness, instructor most cqmpetent.

- Helped to put prdblems and strengths into perspective.

-

> the introduction to AU 'students and to adult students in

general
- I'm not sure‘whatnyou are asking?
- Very good.

~ Very informative.

4

- Glad that I came..}—gfeded this boost and its definitely

one more step closer to getting my show on the road.

- Did not tbuch much on younger people taking AU as an
alternative to U of A.

- ABility to relate to other students.

- Indépendence, stress from families was very good.

- It was a very relaxed atmosphere with good participation.

L= Positive intro.

- Strength, to develop cohesiveness.

- Show students may have different problems. \\\



_Excellent tool for introduction.
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- 0

Problems students are having.

check previous page.
Q‘s

S Y puggest all new students or people considering

enrolment attend. A

“

«
Recognizing students different lifestyles and exivility
of study time. Fears of applying oneself to studyl

It's really good to know what type of people are taking -
these courses. I was wondering if I'm being realistic by
doing this. Now I know I am.

Really worthwhile. .

Finding out there are courses available to help.

Major strength is to know that the service is available®
and availability of all the other services. Weakness was
not many in class.

Complete info of "Pros and Cons".

Interesting but the general nature ofhfhe introduction
leaves vague impressions.

Isolate&.

Very similar.

Very good. ",,
Good (x8). |

instructors:

Very pleasant and knowledgeable.

Very pleasant and ‘knowledgeable.

4
.

Veqy positive. presentation, encouraging to new/old student.
Good (x2).

Excellent (x2). - \\



.

Comfortable, non=thr atening. -

The'mini-lectures:

Interesting. Things I felt I could apply to myself.
Vgry 1nfqrmative = good advice and information.
Good (x2). i
Excellent.

N/A.

The material and discussion on the impact of changing your
lifestyle:

-

Yes, very good, Helps to explode some myths and adjust
thinking.

Quality material, need more discussion.

~—Teels somewhat overwhelmed but I feel once I break the ice
that things will start rolling positively.

Little effect.- ,

Awareness.

Was good as it encompassed all those sent in one or more
ways. ‘

Informative, although still difficult to follow.

Was effective.

For myself there will not be much impact but I found the
discussion informative as to the changing of other persons
lifestyles.

Not too much at this time.

A good idea, but I feel some people had thought of these
problems or advantages below.

The workshop makes students more aware of changes requireq.



d)

The Discussions:

~
* 283

It gives the facts (very godd).

This part of the voriihop.wtg quitO'pnlightening.

Very good to get into ﬁ'oupi'.

Good, ? ‘found I've had to change‘my priorities. I didn't
think I could but it wasn't that difficult. Now I know
L've done the right thing.

Me jor strength. -
Good,’but needs more. |
Helps to reaffirm own 1deas. Y
Comparison of ideas.vas good.

Good, realistic, applicable.

Intereéting.»

Good (x7). L N

Good. Wé had a good, open group.

Good (x2). |

Best part, meeting other students, their ideas.
Share ideas, fears, problems - good.

Excellent. o A

L]
—

The Introduction of Study Skills as a Possible Concern:

, 3 ~ «
Again, very good.

Interesting to see other approaches. ’
Good intro, no weaknesses.
Now I need to put it into effect.

Good general introduction.-

New learning experience. 8
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- k.lpﬁl and very useful irbw"situﬂt‘ton. ,
- Good, something I can do with to a more greater degree. o

' - I could have used more of this.segment.

- Helpful to a certain amount, more refresher course.

- This portion was good A litt}e more emphasls on this
section shough.

3

- Students wvho have not been in school for some.time to have
to learn study skills.

- Excellent!‘

= Good but limited to generalizations.
- Time,-ought to be more effective.

- Informative. Good.

- 'Vaiuable. o
- Very important to me - my greatest concern.

- Gives a basic outline.

- This area of coverage was what [ expécted.

- Examples‘of flexibility.

- Good (x6).

‘= It's difficult to go back to studying after being away

-~ from it for so many years and with so many other things
on your mind and schedule.

- {[Good, could be expanded.

Nl - Strengthening what you may aiready have.
-  Good, but may need more.

e) The video tape "Telling It Like It Is"

=  Real iife experiences. .

- Allows "interaction' between new students and graduates,
+ however, this is a one-way communication.



Good, 1nforunt1vo.

InBrmitivo, di.spella fears one has.

Help me realize everyone‘fecla as I do when just starting.
Very inrorﬁiﬁch;

Real good. Regular people like myself wanting to fmprove.
Good to hear of gther successes. Hov they overcame gbstacles.

Good to listen to other students who have succeeded in their
own goals and some of the problems they encountered.

Good (xu).

Well done. It makes one feel that.others face the same
obstacles as you in returning to school. 5fz ‘

- Excellent (xk).

Indicates other experiences of AU students. Gives you more"
examples of problems you may encounter. as well as accomplish-
ments you may make.

Very good, cleared up many questions. Others feel the same as
you. .

Hearing actual AU students experiences.
Eases the tension among students. .

Should have a lot more, more people--make it a movie.

Confirgation of my feelings of distance studies.

Very pvhile, gave the feeling tgat you were not the only one.

Good, could relate to the problems discussed.

Very beneficial to hear from students who have attended and
overcome ordeal with same fears as I have.

First hand report as to the effectiveness of the courses in
relation to your lifestyle.

Different views of what it was like, basically added-up to same
things.
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Very kppd.

Generally good.

A good way of showing how.othe{.siudenta feel.
a:)tivation. very good. . // .

Not bad, Yut first hand questioh/ansver would he of more
value.

Makes you realize that other s?ﬁﬂ(gts are facing the same
difficulties as you and how they deal with them.

Positive impact about AU-not enough comparing study to

. real life. '

The

. L4

Véry informative. -
I found this very helpful.

Again, an excellent tool for hllp with students who feel

unconfident. -
L o

Ansvers. Pertinent to fears and apprehensions of student.

Very honest, nice to have an example of peoe}e sycceeding and
plugging away at {t.

Very good, it showed me that others have the same ccncerns as
I do.

Good, from students who have "run the race".

Awvareness of pdPentials, different points of view.
»

Suggestion on Techniques for Self-Maintenance of Motiva*ion:
Group encounters may be better help. ¢
Good presehtation, mora group discussions.

How bad do I want to do this is a question I really need %o
analyze.

Very helpful

Good techniques.
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/

Th}nking po§3t1vely'f by.tpihking of po§itive experiences.
-  Good, very helpful. |

- - Okay.
. . " . . P
- Good. It 1is Zomething essential for each one of us &ind each
one has to develop or find the ones that work for these.

Very good, rarity. =~ ¢ . ‘
. s Y
-  Adequate. o

-~

Coudd go into a little more, but Lertainly gives a person a
taste so they know there are techniques available. ‘

Motivation, in my case, I don't find a problem.

Good (xT).

I think a strong discussion on motivation would be really
helpful. Something really positive and exciting.

Good but needs more. . ,

Good bqp again, this different for everyone.

-

‘Helpful.

- Motivating and reéssuring.

Possibly could be more on this regarding realization of _
dreams or job situations.

\
The Workshop Has Been:

20 -excellent

26  good
0 fair —
0 poor

1 no response

in meeting my current goals.
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:\Qu{

Would you récommend this yorkshop to a colleague or friend
who was considering returning to school (at Athabascn University)?

Yes, better than at the U.of A adult‘workshops.
Definitely.
Absolutely.
L
Yes (gho) .

Yes —= if it has been a long time since they nave ttended

‘any schooling.

Yes 7 it establishes your connection with the AU that you
are actually a student (the actual physical contact).

No response (x1).

Comments :

Presentation was very good and informative.,

Possible p¥rsonal. (phone) ccntact initiated by Tutor
instead of by student.

Enjoyed the workshop. Found the instructor:; were very help-
ful in their suggestions and answering questions.

I believe that the workshop has bﬁilt up my determination to
succeed in my courses [ take.

Very personable atmosphere. Both counsellors véry friendly
and helpful.

Thanks for your time, patience, appealing personality and
expertise. .

Very well run and enjoyable.

Very helpful, I'm really gladrI came. I will definitely
recommend it to anyone else who is thinking of returning to
school.

Beneficial experience, thank you.

The workshop was useful and endouraging.

N
-
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-  This was a gogg worksﬁbp. Ms. Roz Delehanty was a go;}h
speaker and presented this workshop in an excellent ner

-  Workshop was helpful - should have been‘al} day so as to
cover more ground. Rox was excellent!!£

- Instrugtor was very personable person, allowed people to
thlk freely re their problem without being worried about
what is supposed to be talked. (Roz)

- Roz is an excellent person to converse with. She has a very
- definite way about relating to your concerns and is very Willing-
to help inform you. '

v

- Encouraging and helpful. Atmosphere excellent.

-  Thus far, AU sounds like very good éoncepi for higheq'learﬁing.

- This workshop allowed me to meet other poeple with the same
problems and to discuss these problems in an informal atmosphere.
Make me more aware of the opportunities open to me via the U of
Athabascg and also the problems that will arise ir I decmde on
this mode of education’

,
- —_

- The workshop for me was good, but I feel that I will probably
need to attend another on other skills/topics. ,

- The workshop should be longer, also time should”be spent on
all materials. -

- I have learned to apply studying and commumication skills mor!’f’
effectively, it tells me I'm not alone, sharing my feelings ‘an
experiences with other students. . . . :

o A ¥

- Very informd%ive orientation.

- Excellent.

- Content very good and was presented very well? with true concern.
Good” idea to give opportunity for new students to form support
1 groups if they desire to dischss periodicall th other students
any problems they encounter and suggestions they can exchange
with others. . ;

- Thank you. )
‘_Q-Orientaiicn to capabilities requested for course. Meeting of
fellow %tudents with same problems and concerns.
A
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I find it reassuring to be with other adult students.
Working on my own time is great but I do like the contnvt
with AU institution and students.

The only thing I found did not meet what I would have 1iked
is more discussion on enthusiasm and motivation.

4

Enjoyed the instructor, she was very nice and- easy to talk to.

The workshop made me think more about myself and my gonl%
much so that I have a headache. -
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Expert Judge Questionnaire Cover Letter



Dote

2) Januacy, 1985

ya)

< N (

Memorandum

From

Subyect

.

sessment of Student Need and Proqrém

Expert Judge As
Effcctivencess

’ » —~ .
Thank you for agreeing to review the home-study R
orientation program. The perspective you bring to
assessing student needs and effectiveness of a program
to meet those necds is very valuable as part of a
multi-faceted evaluation of the orientation programs
currently beina delivered by Student Services.

The evaluation in process is that of two relatively
short-term orientation program. A comparison of

course activity and of attitudes is being made of

thtee groups of new admissions to Athabasca University
in the fall of 1984. One group has attended orientation
workshops at NRO, the second gxoup has received a
home-study orientation ptogram (the one you will be
reviewing), and a third (control) group has received
niether program. The content of both the workshops

and home-study programs are similar but the differences
in the delivary mcde presents a number of interesting
questions regarding utilization and effectiveness.

The “unpreparedness™ and "lack of commitment® noted

of AU students suggests the need for Sriencation.

The -geographical distribution of AU students demands
that distance-delivered as well as face-to-face

sSupport services be available. Hence, the two

programs and this evaluatijion.

If there are ;ny questions regarding the attached
questionnaires, please call me at 415-6546.
>

It is important that I receive your indepéendent

judgement on this questionnaire. Please do not
consult with anyone prior to giving your responses.

(D

Rosalyn Delehanty

RO/vms . o
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Expert Judg%Qu:tionnaire: Evaluation of Student

‘ 9

Nesds and of Goal Achievement

-y Y .

S



Ploase indicate on the rating sca
!. How umportant this item is for i

Accavpanying audio tape).
and/or roduction will be addressed later.

{or oach 1tom:
ng Athabesca University studonts

<. liow well you think this goal was achioved in the
Assume for the mamen
qQuidcbook (46 pages with 3O-minute awdio tape)

Are fixod as thoy are.

-Ploasc usc the (ol lowing rating scales for each of the two colums below.

. Knowledge of university resources available
to assist students in achieving their
educational goals (e.g. tutors, counacilors,
coordinators, wor » hore-study
reference material),

7. Knowlodge of Athabssca student charscter-
1stics (e.q. age, ocducational background,
oqerience as AU students).

N K}mlodge of adult student characCteristics
le.q. self-doubt, time and role conflicts,
leaarming potential ).

4. knowledge of personal characteristics
unportant for success as  distance
university student (e.q. self-discipline,
good reading and writing skills, ability
to plan appropriately).

5. knowledge of situstional characteristics
that are important for succeeding as a ~
distance university student {e.g. support
from family/friends, sdequate stidy space

+ and time).

6. Mmreness that planmning with family and/
or gignificant gu-nng-y help avo¥d tume
and role conflicts.

7. Mmreness that efficient lesrning and
study skills are useful and can be learned.

-

Degree of Need for
Incoming AU Students
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NAME:

Position:

Rating of :

EVALUATION OF NEZDS AND OF GOAL AOH! EVDENT
Baert Julge Questionnacre

N

t‘oh

to be aware of or to know.

Orientation Workshop or Guidabook (with
tthat the length of the workshop (4 hours) and
Canwronts on expsnaion ‘

Effectiveness of Orientaton
Prograa {n Pulfilling ‘leee

<
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marawas of asowe siretegies for
mtnzunq learmming and study ekills

Maceness of rescusces available to assist
studants in Lmproving their leaming ond

study skille

. hdrencss ol tw nead {or aelf-esintenance
of sotivation in a sell-peced mode of

education. -

haceress of strategies for incressing

0l {-maintanance of sotivation.

femrensss of resources swmailable to
assist \n proving one’'s skills in

ssintaining selfmotivation.

[bc'u of Weed for

Incoming AU Students

g
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trfectiveness of Orientation
Program In Mulfilling Meed

< & &
$ LI | 2 3

5 ] )] 2 1

Il you (esl there are Leportant results achieved Dy the program that are not identified in u:- list provndad

, plasse list them here.

s

I you (en] there are wepoctant gosls which should be addressed 1n an orientation Progrfam but which sre amtted

0 thus program, plesse list thee haye.

Wt would you consider the optumal length of an Ofientation grogram for 1nCaming Athabascs Unjversity students?
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&
Student Questionnaire Covering Letter



Dear Student:

We would like your help 1n planning our tuture’

YOour experience as a4 new student gt Athabasca
University 13 of Qreat jnterest to us as we “plan new
procedures and programs. In order to lcarn trom yout [ §
experience, we ask that you take just & (ew mnutes to
fi1l1l out the enclosed questionnaire. Your_gesponses
will help us to understand more about people who have .
demonstrated an interest i1n distance university courses.

We are i1nterested 1n the responses ot all students--
whether you have alrcady completed your Course(s), whether
you are somewhere 1n the process of tinishing, or whether
you have decided nor to do any ,urther work on your coursels)

Your responses on the enclosed questionnaire will be
held 1n strict professional confidence and will be used
only for this research/evaluation project A self-enclosed
stamped envelope 1s enclosed (or‘y0ur convenience.

Thank you [Or your co-operarion

Sincerely,

R. Delehanty
Research/Evaluation Co-ordinato:

Enclosure

RD/agwm
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Student Questionnaire at Three Months Following Registration
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STURENT QUESTIOHNAIRE

In how many coursos are you currently rootstorod?

Appnoxlautoly how much time have you spent on your course(s) to dcto?

How many assignments have you turned in so far?

Have you taken an exam or quiz fn your course? yes no

L AR TR PFRE Y

Do you expect to finish the course(s) .in the 6 or 12 month time

perfod? yes _ no _ )
6. Mow often have you contacted your tutor? _

7. How often has yowr:tutor contacted you?

8. Meve you had contact with a counsellor? yes __ no

9. Have you had contact with th‘.AthcbasCa Univergity Library? yes =~ no
10. Have you had“;ontact‘with 4 course coordinator? yes ;__; noe

11. How have you found Athabasca University in terms of the fnformation and assistance

available to Incoming students?
. »

Mag met all my requirements well
Generally good

Barely acceptable

Some available, but incomplete

Nothing worthwhile available
12. From what sourcfs did you obtain information

"Calendar

Friend -

Newspaper
. AU receptionist
ieqistrar
Counsellor 4
Television
Workshop
Orientation Guidebook

N\

AU student
Student Handbook
Other
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STUDENT QUEST 1QNNALRE

- A

- ——

13 With the hindsight availadle to you ot this point, how would you rate your awaremess

a)

b)

d)

e)

f)

9)

n)

of tno following {tems during the first month or two of registering in yeur course(s)?

14

knowledge of university resources available to
asst1st students.in achieving therr educational
goals (e.g. tutors, counsellors, coordinators,
workshops, home-study reference material)

knowledge of Athabasca student tharacteristics
(e.g. age, educational backy-~ound, experience
as AU students)

-

knowledge of adult student characterdstics
(e.g. self-doubt, time and role conflicts,
learning potentirals)

knowledge of personal characteristics important
for success as distance university student
(e.g. self-discipline, good reading and writing
skills, ability to plan appropriately)

knowledge of sityational characteristics that
are important for succeeding as a distance
university student (e.g. support from family /
friends. adequate study space and time)

awareness that planning with. family and/or
significant others may help avoid time and
role conflicts

awareness that efficient learning and study
sk111s are useful and can be learned

awareness of some strategies for increasing
learning and study skills

. DEGREE OF AWARENESS

&
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i) awareness of resources available to assist
students in improving their learning and
“study skills - 5 q 3 2 1

t
J) awareness of the need for self-maintenance
of motivation in a self-paced role of
eduCation ‘ 4 3 2 1

k) awareness of strategies fqr Increasing
. )
self-magintenance of motivagionx 5 4 3 2 1
Ty

-

1) awareness of resources availabieto assist
in improving®one's skills in maintaining v
self-motivation ? s 5 4. 3 2 1

14. When you became an Athabasca student (or shortly 'thereafter) were you sufficiently

informed about this system of education so you could plan appropriately? Check one.

Full data on all relevant factors

Fatr data on all relevant factors

Some data on most-important factors

Weak data on most important factors .
Only speculation about most important factors

15. If orientation programs had been offered when you first registered at Athabasca

-

_University, which of the following would you have chesen?

.
An orientation workshop “

A home-study orientation gquidebook
Both of the above

None of the above
At
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. Student Questionnaire Follow-U'p Letter
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Athabasca University

303 -

Northern Regional Office

Serving students in the Edmonton area ,
and the university in Northern Alberta

-~

Dear

[

Recently you received a questionnaire asking about some of your
inttial impressions when you started your’course—work with
Athabasca University. While we understand that most of our
students are very busy people and may be reluctant to add
unnecessary tasks (like filling out questionnaires) to an
already full schedule,” we do need your feedback to assist us

in planning programs which will help prospective students decide
vhether university distance education is a wise choice for them
to make. Your experience regarding this is invaluable to us.
While we are interested jn the reaction of all students, we are
especially anxious to ¥par from those of you whom the choice

of an Athabasca University course was not appropriate - for
vhatever reasons. <

_We have enclosed another questionnaire in case your original one
wvas misplaced. We would very much appreciate hearing from you.

Sincerely,

O,

Rosalyn Delehanty
Counsellor and Research/Evaluation Coordinator

RD/ jan

Encl.

10324-82 (Whyte) Avenue. Edmonton, Alberta, Canada. T6E 128
Telephone: (403) 432-1550 -
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Five Month Follow-Up Interviewer

Instructions

304

>
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ORIENTATION EVALUATION INTERVIEW

Interview Instnictions

Goals ° :
1. To determinie wheth?r contént of orlientation.progr‘am is
relevant to student needs as demonstrated in an examination
| of their experiences in getting started as students.
2. To determine if there are needs that dre not being met
by AU - whether orientation or any other services or
procedures used. |
3. To determine whether there is any evidence that experience
with an orientation program has been applied to their own

experience in getting started.

Guidelines

Don't lead but probe sufficiently so that you can make' a reasonable
judgement about responses. You will not be able to do this.on every item.’

Do not correct misiﬁfomation, offer advice or make sugge:stions during
the interview. Take an intelrésted, receptive stance of an understanding
but uninformed learer. S

At campletion of interview, go back to any issues you feel should be
dealt with. Here, you are back toO being an NRO counsellor.

It is preferable to take as few notes as possible dL'n.'ing interview.
. (You may have to at points.) Form should be filled in as soon after
interview as possible.

Make sure informed consent has been given.
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At close of interview, allow time and be prepared to provide any
further information requested. B

Plan to begin the ihterview with the following statement (or a

# reasonable facsimile). |

"Athabasca University is a different sort of university,
different in a number of ways fram what most people are familiar
with. | The differences of the University as well as the differences
in being an adult returning to school make the anticipation and
planning for a r;eturn to studying somewhat problematic. What we'd
like to know is just what the experience df returning to school at
AU has been like for you. Our mandate is to ma'i<e a univeréity
education accessible to people - and we need to know more about how

[ .
people are actually experiencing their initial period with AU."
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Five Month Follow-Up Interview

Format \%
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' ORIENTATION EVALUATION INTERVIEW FORMAT

Introduction:

Athabasca University is a different sort of University -
different in a number of ways from what most people are
familiar with. The differences of the Univgrsity as well

as the differences involved in being an adult returning to
’school may make the anticipation and planning for a return

to studying somewhat problematic. What we'd like*to know

is just what the experience of returning to school at AU has

_ been like for you. The University's mandate is to make univer-
sity education accessible to people - and to do that we need
to know more about how people are actually experiencing their

initial period with Athabasca University.
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Interview Format

).
1. When you started:your course, did you have enough information
) about this system of education so you could plan your studies

appropriately?

a) What sort of preparation did you have?

b) How useful was this in your case?

2. With the hindsight of your experience to date, are there now
any factors that you didn't fully realize - that you wish you
had known or been prepared for?

3. From what sources have you obtained information about AU and
about what it's like to be an adult distance university student?

E——————

L. What sources have you found most helpful to date?

5. What course(s) are you in?
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]
a) How ras it (have they) gone so far?

b) How much left”

.c) Plans for continuing or finishing?

We'd like to know about some particular things that are somet imgs
of concern to adult students and distance students.in other unfver-
sities. Could you tell me what your =xperience has been like AHn scme
of these things? /
/
INTERVIEW INSTRUCTIONS ’

4

For each of the following questions, inquire fuwther to .elicit
more information. (See suggestions below). An overall rating on the
5 point scale below should be made following that interview.

If "No", ask:
"How did you manage that?"
"How did you plan around that”"

If "Yes", ask:
"What has been your experience”"
"What did yom try to do to resolve that”"
"How have you tried to handle that?"

SCALE
5 * Very significant issue
- L  Significant issue
3  Probably significant issue
2 Minor significance .
1 No evidence of this being an issue
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Finding enough time for studying”

*

5 L 3 2 1

Capacity to handle the kind of academic work involved?
)

5 X 3 > P ~

Getting support from family/frl‘qps!

5 L 3> 2 1

.

Ability to maintain your own motivation or self discipline?

5 L 3 2 1

l.’.)
Learning and study skills?

5 L 3 2 1

Have you had any contact with Athabasca University staff on any -
of these issues?’

a) Have you felt the need™Tor some help on any of these issues?

.

b) If so, how did, (or would) you go about getting assistance?

-

. What had you expected to get out of your experience as an AU
student (e.g. assessment of whether I could handle it, transfer
credit, personal growth, better job prospects)? (Or, what were
your main reasons for taking AU couyses?)

/

a) How has it worked out for you?



13.

1k,

15.

Y ‘ 3.

How has your experience at AU affected your future educational
plans?

a) (If experience negative): Under what conditions would you
try again?

-

Based on your experience, who would you suggest is a good candidate
for this kind of education? Who would you suggest {s not a good
candidate? .

From your perspective, how could AU better assist students like
yourself?
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Interview Analysis Form
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1.

2.

NAME

’ * .
Interview Analysis Hroup

Initial information about Al system 3ddequate’

5 « : T
very $0-50 very
adequate inadequate

Comments

A

Anticipation of personal/work demardds

’

b 4 3 2. o
exactly some 93)or
as unanticipated umhticipated
anti1cipated not major events
affect

Comments

40



/‘\

/

Issues related to lack of cnurse progress

Guale; 5 very significant 1ssue «
7 4 S1gnificant 1ssue ﬁﬁ
] Probably significant 1ssye
2 Minoct significance
A No evidence of this being an 1oage
fa. Finding time for study ! 3
’ R
Jb.  Capacity to handle the kind of academic
wortk i1nvolved Y 1 3
Jc. Getting support from family/friends 1 3
Jd. Ability to maintain motivation or
self-discipline 1 3
Je. Study skills 1 3
Comments ; : : t
\ |
- b‘ .
Use of Au resources
a) Tutor contact Regular
Uccasional
Little or none —
Comments
K
LY
b} Counsellore Yes No Not known

Comments

215

-~
5
5 -
S
S
S

[ 2]
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Counese progress

a)

d)

Non-
reading

&
Started but not completed

stari thittle or not oftors even to o start

aterialsg

Minimal

substantial

Completed

Suspension/extension taken

Y

Effect of experience on future edlcational pla?s

Plan

Plan

A\ Plan
Plan
Unkn

—_—
—_—_—

Comment s

to
to
to
to
own

continue distance study \ =
continue at conventional univers:f?/
continue study at non-university level
discontinue formal education

wWhat might

AU

have done that might have been he 1 pf uf?

T — .

Descriptors used for:

Potentially good candidates for AU study

Potentially poor candidates for AU study

o
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Case Histories
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Non-Program Comparison Studen* Case Histories:

T T T e T T e o o e o e o e e o o e et o e e = e e e 7 o o o o 9 o e e o e 4 > - = . -

Not complete - expects cemplete. Has BA, will get rromotion with
educational upgrading. Tutor contact useful in stimulating progress,
Has used contact to keep motivation going. May continue with All, -

Case #2:

Complete. Getting professional rqualifications. Coursework has pone all
right. Felt uninformed on matters other than course. Has had difficulty
getting family support and was unaware of methods to improve study skills.
Also taking U of A courses. Will continue in one or other or both. ’

Case #3:

a

Not complete. Wanted to upgrade own knowledge and check out whether exam
anxiety had diminished over time. Found that it hadn't. Found tutor contact

and seminar with other students highly desirable. Not comfor with tutor
in second course--doubts she will work on course or will ch utor.
Cabe #b: e

Non-start. Registered without clear consideration of goals. Had ba?e]y
looked at materials. Doesn't feel tutor is approachable. Feels she needs
better time-management skilys and knows Student Services help was available
but has not felt like making contact. Friends also willing ¢o help but has
not used them either. Feels AU should insist that each new student have, at
minimum, an interview with someone who outlines what the expertations of
students are at AU.

Case #5:

Complete. Working toward B.Sc. Has strong support system with collesgues
at, work. Had taken Simon Fraser distance courses and expected AU to he
like them, Very well organized. Has a very systematic approach to study,
setting sthedules and rewarding self. Family priorities are an oceasional
problem but handles them. No indication that there has been a need for °
other than course related help. Will continue at AU.

Case #6;

Non-start. Casual approach. Likes idea of being accomplished person. Upheaval
in personal life blamed for lack of course progress. Sees self as competent
student, recently in formal education. Positive about AU, tutor system good,
course materials good. jDoes not see himself as person needing help. May try
AU again. ‘
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)
Case #7:

Non;sta}t. Shift work interfers with tutor contact. Was unprepared

for MU system when she started. Could especially have used help on time
%ement., Personal contact other than tutor would also have helped. Saw
c sellor - got answer to specific transfer question but more info would
-h@ive been useful. Course material useful even if credit rot obtained. May
take another course after quitting work and having baby.

Home-Study Participant Case Histories:
Interviewed at Five Months Following Course Registration

— - " —————— — - T — - T~ — " ———————— . ] — o

Case #8:

Complete. Trying to increase career potential. Working out 0.K. Had some
limited information. Talked with no one but "had tapes you sent around. It's
got everything you need in it. If you know what you want, you can work things
out."” Will continue at AU. e

Case #9:

Start but not complete. Has degree, now a housewife. Wanted intellectual
stimulation. Hadn't realized how time consuming house building and 2nd baby
would be. Course good,” problems are personal. Services of counsellor and
tutor good. Interesting to hear other student perceptions on tape. Knows
counselling services available. Choose not to use them.

Case #10:

Not complete. Advancing career. Feels distance education not the best system
for him but the only one possible. Enjoys freedom and lack of external pressure
but also feels it is hard to handle. Was informed about system. Finding some
lack of family support. Would like more tutor contact.

Case #11:

Not complete. Hazy about goals. Well informed about AU system. Feels own
lack of metivation and discipline are probléms but indicates no concern
about changing - "That's the way I am". Has recommended AU to a relative who
he thinks has what it takes for distance education system.

Case #12:

Not complete. Upgrading education. Threat of job loss and unexpected time
requirements of course reasons for slow progress.
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Enjoys course, tutor very good. Likes system but feels {t's harder,
"You are your own teacher." Can't depend on teacher or clugsmates
for clarification. '

Case#13: , : ‘u/’d

Not complete. Expects to fcomplete. Part of CGA program. Feels progress
going alright but slower than he hoped. Well aware of needs to set
priorities, schedule, to develop ways to motivate himself. Has good
support from spouse. Plans to continue with AU,

Casef15:

Non-start (read 1st chapter). Started new Job, child took other priority
time. Aware of system - sister took course. Obtained Orientation Guide-
book - "helpful". Tutor contact aroused guilt - but no work. Feels it was
up to her. Ccnsiders it a loss of money - but sees lack of course progress
as due to external circumstances. )

Case#16:

Not complete. Part of CIM program. Job change - more responsibility. Sees
herself as highly motivated and organized but sees personal contact at AU
as missing - someone who cares about your progress. Contact with counsellor
inadequate -~ did not provide with enough information. No mention or {ndi-
cation that Guidebook used.

°

Workshop Participant Case Histories:

Intérviewed at Five Months Following Course Registration
— e e e e e e e e e e e e e e e e S

Case#1T7:

Non-start. Decided she needed classroom instruction. Found course "too
abstract” to do on her own. Information and introduction to AU good.
-Nothing more needed from AU. Feels she needed to try distance education
to see if it was 0.K. for her. Decided it wasn't. Will plan on going to
U of A. '
Case#l7: ‘

Not complete. Had énough information and preparation but didn't manage

time well enough. Saw counsellor and attended Orientation Workshop. Was
impressed with people and how workshop was put on. It was useful In getting
started. "I was able to dive right in".
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Long time—lines became a problem - "I felt like I didn't have to push
myself." Hadn't decided on future education. Wanted to try this system
and doesn't feel 'like I've really finished the experiment yet"

Case#l9:

Not complete. ‘Uncertain whether course will be completed. Was committed

and prepared. Orientation dealt with many things - including budgeting

of time. Feels it should be pre-requisite to registration. Well aware of
time-management and study skills - but unprecedented work load plus failure

to practice what he knew about time scheduling interfered with course pro-
gress. Recent move to city and to new Job involved. Tutor very helpful.
"Distance education should work for me". Will continue with it.

Case#20:

Not complete. Not concerned with credit. Used AU course as means of asiess-
ing whether a return to university education would work. Previous negative
experience and high personal expectation meant a return to school was seen

as a high risk situation. Orientation very helpful, assuring. Learned

how to talk to himself, remind himself of his goals .Wtudy skills also very
helpful. Staff very supportive. Did not feel isolated as he had expected.

But still would probably not seek counselling assistance. Felt he should be -
able to help himself. As a result of experience he felt more confident,
reassured that he has resources within himself to tackle full time enrollment’
at U of A,

Casef2l:

Did not register. Used workshops (orientation, career planning, jéb search)
td assess whether to register at AU. Hélped reorganize his plans. "Probably
the biggest thing has been that it helped me feel good about planning a
return to school - not afraid or inhibited". Plans to start with AU when
time is right and continue on to U of A for long term plans.

Case#22: '

Complete. Have taken course for personal growth, enjoy learning. Find system
excellent. "I enjoy being with you guys. You're colleagues. Orientation
seminar good. Although I felt I have some reasonably good skills--e.g. study
and time management - it helped me focus on essentials. But the great thing
was meeting other AU students. They're great people. I really felt comfort-
able with them." : ’

™
Case#23:

Complete. Opportuntty to learn - not related to work or any external goals.
"A haven" - from real life, exciting. Workshop, counsellors, tutors have
all been excellent. Had Dasic self-discipline skills - gained most from
developing an attitude change. Learned to cope with stress and focus on my
own goals. Will continue at AU.

i



