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and later they were used to create categories for 

comparison of treatment effects. 

Two significant findings resulted from the analysis 

of the hypotheses and eleven (11) from the sub-groups 

based on predictor variables at the .05 level of signi-

ficance. The hypotheses' tests found that the students 

sent letters each week did significantly better than 

the students in either experimental group I or the con-

trol group. The sub-groups formed in each study group 

based on the eight (8) predictor variables resulted in 

three especially significant findings. The high-risk 

sub-groups based on age, that is, students eighteen (18) 

to twenty-five (25) years old, low reading scores, and 

the level of employment formed from the letters group 

had significantly greater proportion of successful stu-

dents than the same sub-groups formed from either the 

discussions group or the control group. 

Several major conclusions resulted from the study. 

1. The ineffectiveness of the discussions treatment 

was related to the unwillingness of the high-risk students 

to come to the campus. 

2. The letters sent to members of experimental 

group II were an useful treatment for most high-risk 

students. 

3. The prediction formula for the history telecourse 

was an effective tool for identifying high-risk students. 



4. High-risk students with high predictor traits 

of age, reading skill, or work-status were significantly 

more successful when sent letters each week. 

5. The high-risk students with a strong affiliating 

motivation were the only ones not significantly helped 

by the letters treatment. 

The following were a few of the most important 

recommendations. 

1. The discussions treatment should be attempted 

again with a different incentive aimed specifically to 

attract students with strong affiliating motivation. 

2. The letters used with experimental group II 

should be evaluated and improved by reading and writing 

experts and sent to all high-risk students in the history 

telecourse in future semesters. 

3. The prediction formula should be updated and 

refined as more students' data becomes available. 

4. A high-risk prediction formula and treatment 

system(s) should be developed for other telecourses with 

similar task-specific skills, motivations and students' 

characteristics. 

5. A prediction and treatment system should be 

attempted for selected on-campus class offerings. 
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CHAPTER ONE 

INTRODUCTION 

Space-age telecommunications have revolutionized the 

world. Although Socrates1 dialogues were limited to those 

students with whom he had direct contact, modern technology 

has opened millions of homes to the instructional process. 

Indeed, space-age telecommunications have drastically altered 

the distance and time continuum of human relations. The 

video-receiver component of this revolution has significantly 

affected education, and that possibility was recognized from 

television's very inception (20). The opportunities and 

problems which resulted from the union of television and in-

struction have yet to be fully developed. Experimentation 

and research have been conducted on this twentieth century 

technological-pedagogical combination, resulting in the con-

clusion that television does have a legitimate role in educa-

tion. However, the full meaning of that function is still 

being defined. 

One important educational use has been the development 

of open-circuit television college credit courses. A common 

problem of such courses, so far unresolved and rarely men-

tioned, was the genesis of this study. That problem was the 

3̂-te of students' noncompletion and unsuccessful completion 



of television courses. Most telecourses produced or used 

by the Dallas County Community College District, Dallas, 

Texas (hereafter referred to as DCCCD), have consistently 

experienced a noncompletion rate double that of similar on— 

campus courses. The total number of unsuccessful students, 

that is, a combination of those students who either withdraw 

or receive grades of D, F, P, or I (25), often exceeds 50 

per cent of the course enrollment (7, 8, 9, 10, 11). 

This problem continued despite the careful design of 

the telecourses. The history telecourse The American Story 

was designed following six years of telecourse experience. 

The content of telecourses was the sole responsibility of 

an advisory committee (chart I, p. 3). The advisory committee 

for The American Story consisted of one history instructor 

from each of the DCCCD campuses and one from each of the 

Tarrant County Junior College campuses. The advisory 

committee agreed on the scope of the course and the broad 

content goals in a two-day workshop. The course was then 

written by one instructor. As each component of the mate-

rials was written, the committee reviewed it and made 

suggestions. The course had content validity in the judg-

ment of this team of content specialists. 

The presentation of The American Story was the responsi-

bility of a professional production team. Script writers 

were employed to help present the historical narrative in 
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an effective manner. Video experts were responsible for the 

video taping of the narrative material, filming original 

footage at important historical sites, filming interviews 

with interesting people, and editing previous video materials 

into the two thirty-minute weekly programs. The production 

won national recognition for its professional and historical 

content quality (23). 

The necessary support materials were a combined effort 

of the lead writer, the advisory committee, and the DCCCD 

instructional television (ITV) design specialists. The 

study guide was written to inform the students of the 

learning objectives and study activities needed to complete 

the course. A test file based on the required materials was 

compiled for the course. During the first year of the 

course's operation, a pilot study was run comparing the tele-

course with some on-campus classes (12). The test file was 

revalidated following the first year of use. First, the 

test questions were subjected to a face validation study. 

The second year of operation the revalidated questions were 

statistically analyzed (28). The statistically satisfactory 

questions were compiled into a new test file. In so far as 

design, content, presentation and evaluation can be instruc-

tionally sound, The American Story was a valid course. 

The rate of successful completion of the course was 

still much lower than similar campus based courses, despite 



this careful design of the history telecourse. The fact 

that students' success was relatively low raised a central 

question. Can this rate of students' nonsuccess be signi-

ficantly altered? It was determined that the best chance of 

solving this problem required the identification of those 

students most likely not to succeed—that is, the high-risk 

students—as early in the semester as possible. Once these 

students were identified, the question became—could their 

rate of success be increased? In an attempt to improve 

completion, two alternative treatment techniques were to be 

tested. The research was devoted to the testing of these 

alternative treatment techniques. 

The research focused on two possible methods of aiding 

the high-risk students enrolled in the United States History 

telecourse in the DCCCD and administered from the Richland 

College campus. It was agreed that if the students' rate of 

success was significantly increased, the methods would be 

applied to all seven campuses in the DCCCD and made available 

to all users of the telecourse. 

The development of a prediction formula in the fall of 

1979 met the need to identify the high-risk students. The 

prediction formula had involved the joint efforts of the 

ITV center, the researcher, and a member of the research 

faculty from North Texas State University, Denton, Texas 

(NTSU). The formula used reading skill, academic motivation, 

and demographic information, and was fully discussed in the 

procedures chapter of this dissertation. 



The prediction formula was applied to the Spring 

Semester, 1980, enrollees in the history telecourse at Rich-

land College, DCCCD. The students identified as having a 

high-risk of noncompletion were the focus of this research. 

The high-risk students were given educational treatments 

which were of moderate expense and easy access in an attempt 

to improve their retention in the course. 

Statement of the Problem 

The problem of this study was to test and compare the 

impact of two alternative educational treatments on the 

rate of success among high-risk students enrolled in the 

United States History telecourse at Richland College, DCCCD 

during the Spring Semester of 1980. 

Purposes of the Study 

The purposes of the study were to determine whether 

1. The rate of success, that is, the proportion of 

students completing the course with a grade of "C" or 

higher, would increase among high-risk students in either 

experimental group; 

2. The rate of success, that is, the proportion of 

students completing the course with a grade of "C" or 

higher, would increase among high-risk students with poor 

reading skills in either experimental group; 



3. The rate of success, that is, the proportion of 

students completing the course with a grade of "C" or 

higher, would increase among high-risk students with poor 

academic motivation for telecourses in either experimental 

group; 

4. The rate of success, that is, the proportion of 

students completing the course with a grade of "C" or 

higher, would increase among high-risk students when related 

to the demographic variables used as predictors and collected 

for the students who were in either experimental group; 

5. There would be a difference in the effects of 

experimental treatment I and experimental treatment II 

in helping students with poor reading skills to complete 

the course with a grade of "C" or higher; 

6. There would be a difference in the effects of 

experimental treatment I and experimental treatment II 

in aiding students with different levels and types of 

motivation to complete the course with a grade of "C" 

or higher; 

7. There would be a difference in the effects of 

experimental treatment I and experimental treatment II in 

helping students with the various demographic characteristics 

used in the prediction equation to complete the course with 

a grade of "C" or higher. 
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Hypotheses 

The following hypotheses have been formulated with 

the rate of success defined as the proportion of high-risk 

students receiving a grade of "C" or higher. Experimental 

group I received a treatment consisting of an opportunity 

to attend weekly discussions for extra credit. The students 

in experimental group II received a treatment consisting of 

weekly letters designed to simplify and highlight the major 

topics in that week's lessons. The students in the control 

group received no planned additional aids to complete the 

course, except those usually a part of participating in the 

history course. 

1. There will be no significant difference between the 

rate of success among high-risk students in experi-

mental group I and the rate of success among high-

risk students in the control group. 

2. There will be no significant difference between the 

rate of success among high-risk students in experi-

mental group II and the rate of success among high-

risk students in the control group. 

3. There will be no significant difference between the 

rate of success among high-risk students in experi-

mental group I and the rate of success among high-

risk students in experimental group II. 

The following questions were posed to examine the rela-

tionship between the various predictor variables and the rate 



of success of high-risk students, that is the proportion 

of students achieving a grade of "C" or higher. When the 

number of students in the sub-groups formed by the following 

questions were large enough to meet the minimum standards for 

a "z" test of proportions for independent samples, such a 

test was performed. The questions which could not be tested 

were described in terms of the proportion of students who 

completed the course with a "C" or higher. Do the treatment 

effects vary with 

1. The age of the students; 

2. Students who have a high score on the affiliating 

motivation scale of the "Academic Motivation Inventory" (AMI); 

3. Students who scored low on the thinking motivation 

scale of the 'Academic Motivation Inventory"(AMI); 

4. Students who scored high on the desire for self-

improvement scale of the'Academic Motivation Inventory" (AMI); 

5. Students who took Richland College's educational 

assessment test (an assessment of reading, writing and 

mathematical skills available to all students entering the 

college); 

6. Students who scored low on the Nelson-Denny Reading 

Comprehension Test; 

7. The number of hours the students were employed 

outside of school; 
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8. Students who scored low on the demanding and 

influencing others scale of the "Academic Motivation 

Inventory" (AMI); 

9. Students who attended the telecourse orientation? 

Definition of Terms 

1. High—risk students—enrollees in the history 

telecourse whose score on the prediction equation indicated 

they would most likely have difficulty in completing the 

course at a grade level of "C" or higher. 

2. Treatments—the additional educational procedures 

used in an attempt to help the high-risk students to complete 

the history telecourse. 

3. Paraprofessional—the member of the telecourse 

instructional team trained at the Bachelor's Degree level in 

history, who was in charge of maintaining records of students' 

achievements and held tutoring or weekly discussion sessions. 

4. Cuing letters—a weekly letter, sent to each member 

of experimental group II, designed to focus the students' 

attention on that week's key concepts, relationships, and 

events. 

5. Hotline—a telephone information service associated 

with the telecourses, providing the students with a source 

of information about procedures and due dates for tests and 

papers. 
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6. "Academic Motivation Inventory"(AMI)—the motivation 

questionnaire developed by Ross Moen and Kenneth Doyle, Jr. 

of the University of Minnesota, and the questionnarie used in 

this study. 

7. Nelson-Denny Reading Test—a comprehensive reading 

test used to identify the reading skills of the students in 

the history telecourse. 

8. Telecourse—a series of open-circuit television 

programs which may be taken as a course for college credit. 

9. Attrition—the leaving of a course for college 

credit without completing it. 

10. Moderator variable—demographic conditions which 

may affect the predicted success of a student. 

Background and Significance of the Study 

The use of open-circuit television for educational in-

struction is far from new. Universities and public school 

systems used broadcast facilities as early as 1933 to enrich 

education (19). Considerable time, effort and money have 

been consumed in dealing with questions of production (2, 4, 

21). Similarly, many studies have compared the resulting 

level of training obtained from televised instruction, versus 

"traditional modes" of education, with the results usually 

being reported as "no significant difference in students' 

achievement" (3, 26, 28). The results of the television re-

search clearly have indicated a meaningful place for instruc-

tion. 
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The attendant and difficult problems of utilizing 

instructional open-circuit television have been less widely 

researched. The ITV center of the DCCCD has gathered valuable 

research in the area of necessary support materials to aid 

students involved in this learning system. The primary admin-

istrative difficulty has been communication between students 

and the institution. The flow of content—related information 

by an immediate feedback system was tested elsewhere and 

found to be an ineffective aid to learning (6). Hence, the 

focus of DCCCD research was on how to best insure that each 

student could have an easily obtained answer to questions 

regarding content or procedures during the course of the 

semester. To meet this need, Richland College, DCCCD, adopted 

the use of an instructional coordinator for each telecourse 

who was available by telephone at a set time each school day 

and a daily twelve hour "hotline" service (18). 

DCCCD telecourse follow-up studies consistently indi-

cated an area of instructional concern. A much lower rate 

of successful completion than the comparable on-campus courses 

was noted in large telecourse sections, with a large amount 

of reading and student evaluation only by examination (7, 8, 

9, 10, 11). This low rate of successful completion required 

evaluation of several related questions. 

What were the causes of noncompletion? Why were 

students unsuccessful in telecourses? Were the students 

academically less able to manage this learning system? 
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Could the most likely noncompleters and unsuccessful com-

pleters be pre-identified? Once the factors of success were 

recognized, could students' rate of success be improved? 

What educational methods, or treatments were possible with 

students enrolled in this untraditional learning and attend-

ance system? What research design offered the best controls 

over this diffuse population? The parameters of the study 

were established by the nature of these concerns. 

The research gave significant results in several areas 

of educational concern. Successful implementation of a real-

istic and useful treatment of high-risk students would 

materially reduce the cost and frustration of noncompletion 

of telecourses. The cost of attrition included the cost of 

the students' lost tuition, the extra institutional admini-

strative costs, and the state's share of funding. Perhaps 

even more important was the personal frustration and lost 

potential revenue if the students became disillusioned and 

left education (5, 21). The television courses have been 

effective recruiters for future DCCCD on-campus students. 

ITV research indicated that up to forty per cent of the 

enrollment in the telecourses were new students (13, 24). 

The advantage of helping new students adapt to college level 

instruction was obvious. A reduction in the number of 

unsuccessful students improved retention and promoted more 

income for the school. If an increase in the rate of success 
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had not resulted, or another alternative offered hope of an 

increase, then the system of television instruction and 

enrollment would have needed to be investigated. 

The research project added some additional use-oriented 

data to the literature on Aptitude-Treatment-Interaction 

(ATI). The results indicated that certain levels of learning 

skills and motivations were treated successfully. Although 

many studies of aptitude and treatments have been conducted, 

rarely has concrete evidence of actual improvements been 

found. The use in this research of aptitudes, attitudes, 

and moderator demographics to predict students who would 

likely be unsuccessful gave another dimension to the deter-

mination and usefulness of treatments with aptitudes. The 

successful advanced identification of the high-risk students 

and the provision of aid suited for them was a significant 

accomplishment. The advantage of this research was that 

students would not be advised to seek another option, but 

would be aided in completing the course they had chosen. Since 

personal choice was retained, the limits on prediction 

accuracy could be increased in order identify a larger 

number of the high-risk enrollees. 

The successful use of a single instrument to measure 

the impact of several academic attitudes was also signifi-

cant. The one instrument(AMI) required only a few minutes 

for the students to complete, but yielded a great deal of 
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useful information. It sampled a broad range of motivations 

affecting a telecourse population. To have successfully 

sampled a student population with which direct contact was so 

limited was a meaningful result. 

This research was replicable and apparently could be gener-

alized to a broader instructional television population. 

Certainly, the other forty-five (45) to fifty (50) colleges 

whose students use the exact programs Richland College uses 

could benefit (15). It was also suspected that these methods 

could be applied to other types of telecourses which have 

similar task-specific skills. The question was large; the 

need to seek reliable information and treatment was immediate. 

Delimitations 

The use of a well-defined population which allowed con-

trol over the application of treatments and the analysis of 

results was chosen purposely'. To have expanded the study to 

other geographic areas would have unnecessarily increased 

variation in experimental groups and might have skewed the 

results. The significant findings resulting from the 

research, combined with the ease of application of the 

analysis and treatment process under the control of local 

instructors, made the process adaptable to other ITV programs. 

Limitations 

The common constraints that participants would be honest 

in their answers to the motivation instruments and would make 
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a reasonable effort to accomplish the reading test were recog-

nized. Patterned responses on the AMI tended to show up and 

were unlikely to alter the usefulness of the results. The 

Nelson-Denny Reading Test was less discriminating in this 

respect, but it was also less often abused by the students 

because of its shortness and more obvious relationship to the 

course. 

The researcher recognized that the sub-groups 

created to analyze the questions posed in Chapter I might be 

too small to meet the minimum criterion for a "z" test between 

proportions for independent samples. That is, the smaller 

proportion times the smallest sample size would be less than 

five (5). In those cases a description of the percentages 

of the successful students from the sub-groups was reliable, 

but the "z" test lacked full statistical confidence. 
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CHAPTER II 

LITERATURE 

Educational Television Research 

The combination of research on television and instruc-

tion is massive. The classic attempt to use television for 

teaching began at the University of Iowa in 1931 (42). The 

first educational broadcasts over W9XK began in 1933. Over 

its seven year history three hundred eighty nine (389) edu-

cational television programs were aired. The content nature 

of the programs varied widely (42). The immediate results 

were an awareness of the complexity of dealing with mediated 

learning and its enormous potential for expanding education. 

The project was discontinued in 1939. 

Public school systems began experimenting with open-

circuit education following World War II. Chicago Public 

Schools included television as an integral part of their 

educational programs in 1945 (42). The Philadelphia Public 

Schools were broadcasting up to forty (40) programs a week 

to an estimated 400,000 viewers in the the 1960's. The 

public schools hoped to use television to extend limited 

teaching personnel to larger audiences (42, 32, 53, 61). 

Colleges began using television for instruction again 

in the 1950's to reach larger audiences outside the 

20 
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traditional classroom. Western Reserve University, with 

cooperation from a local television station, offered college 

credit television in the 1950's. The University of Michigan 

ventured into the use of television for adult education. 

This cooperative approach with a Detroit television station 

was just the beginning of expanding educational opportunities 

(42). The Junior College of Chicago began a television 

college in 1956 (61). The Junior College of Chicago's goal 

was to make as much of a degree program as possible obtain-

able through televised instruction. 

Much of the initial concern was centered on the best 

methods of producing "good" television. As experience in-

creased, "how to" books began to appear. Coffelt recently 

wrote a book which attempted to cover the entire production 

process from studio lighting to script writing (15). The 

book suggested the best way to design sets, instructional 

content, instructional graphics and costumes. Producing 

high quality television, in short, required technical 

expertise in both television and education. The ITV center 

of the DCCCD came to the same basic conclusions. The early 

production experiences resulted in the creation of a pro-

duction team, with technical video people, script specialists 

and subject content specialists (38). 

The proliferation of education by television led to 

many studies of effectiveness of television learning as 

compared to traditional learning systems. The joint 
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project of Pennsylvania State University and the Ford 

Foundation in the mid 1950's was an early comprehensive 

attempt to find out about the effectiveness of television 

education. The project reviewed thirteen courses. The 

findings, completed in 1957, maintained that no significant 

difference in learning occurred for the 3,700 students 

enrolled in the courses (31). For the next decade research 

of television's effectiveness in education consistently 

reported results of "no significant difference" (41, 10, 

60, 22). The few studies which found television instruction 

appeared more effective were explained away by the statement 

that television programs required more planning and organiza-

tion than the traditional methods used for comparison (48, 11). 

When both courses were effectively and thoroughly organized, 

the differences disappeared. But since one of the primary 

objectives of educational television in the 1950's was to 

expand the benefits of effective instructors to a wider 

audience, there had been little concern about whether tele-

vision was better than traditional college courses (27, 52, 11) 

There is considerable doubt that many of the early com-

parison studies were valid studies. Williams found that 

almost ninety per cent of the total comparisons for conven-

tional versus instructional television systems reported no 

significant difference (64). These findings, Williams 

believed, had led to more instructional television than the 
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results warranted. The studies only tested for recall skills 

and none of the higher order learning capabilities. Whereas 

Williams was concerned with the skills compared, Stickell 

attacked the methodology of the comparisons. His review of 

two-hundred-fifty (250) studies done before 1970 revealed that 

only ten (10) had valid interpretations based on the statistical 

data used, and twenty-five (25) others had partially useful 

results. The remaining two-hundred-fifteen (215) were not 

usable due to major flaws in research design (50). Both re-

searchers concluded that the basic question as to the effective-

ness of television instruction was unanswered. There is no 

reason to believe the basic questions raised by Williams and 

Stickell have yet been answered. 

The instructional television component of the DCCCD has 

maintained an ongoing commitment to researching the effective-

ness of its products. The first televised course was the first 

semester of American Government. The course was designed to 

compress into thirty programs, each thirty-minutes long, the 

basic content of a semester of classroom lectures. The prob-

lems of achieving that goal were abundant (38). Major produc-

tion changes resulted from the experience of using the 

classroom instructors as on-camera personalities and the 

difficulty of effectively reducing all the subject material 

to the thirty television programs. Each new course built from 

the successes and failures of previous productions. By 1976, 

the television programs had become a means to convey the 

kinds of visual information which were best suited to 
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video production. Much of the factual information was con-

verted to a course study guide and textbook assignments (38). 

The American Story began production in 1976. It was conceived 

and produced as a learning package with video, textbook, and 

study guide components. As Carpenter had suggested (12), 

the television programs had become only one element of the 

system. The thirty-minute television segments were to show, 

demonstrate, motivate and stimulate interests. The textbook 

was to provide background and a large proportion of the factual 

information. The study guide was to coordinate all the com-

ponents based on learning objectives. 

The early years of implementation of the television 

education systems in the DCCCD led to several administrative 

improvements. The courses were to be administered from each 

DCCCD campus. The appropriate academic division on each 

campus would be responsible for budgeting and appointing a 

coordinator for the telecourses. Every campus was to have 

its own coordinator for each course. The course coordinator 

maintained the records for his campus' enrollment. This 

gave the local campus the means of controlling enrollment in 

telecourses on its campus. Other researchers had indicated 

that the best way to reduce animosity toward television 

courses was to use people who were interested in alternate 

learning systems (10, 15). The DCCCD ITV center approached 

reducing anxiety by broadly decentralizing participation. 
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The campus coordinators were available to answer questions 

and reduce anxiety over the role of instructional television 

from within each affected academic division. In fact these 

coordinators were able to effectively reduce the "threat" 

factor as the evidence continued to mount that television 

courses recruited students to the school far more frequently 

than attracting campus students from on-campus classes. 

The developers of DCCCD telecourses were classroom in-

structors. One of their persistent concerns was the lack of 

immediate feedback to students. Research on the use of 

"two way" television had proved the opportunity to receive 

immediate content feedback made no significant difference in 

students' performance (22). Hence, DCCCD research focused on 

administrative improvements that insured each student had a 

prompt and easily obtained answer to any question regarding 

content or procedure during the course of the semester. The 

result was the role of the telecourse coordinator (chart II, 

p. 26). Each course coordinator was required to maintain 

specific telephone times each school day. The ITV center 

maintained a twelve-hour-a-day "hotline" service. Through it, 

the center gave procedural information and acted as a message 

service for all course coordinators. 

Academic research was also carried out for all the 

telecourses. The American Story has been researched in com-

parison with on-campus history courses. The ITV research 
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consultant had a pretest and posttest administered to students 

enrolled in the telecourse on the Richland College campus, 

DCCCD. Several History 101 classes at different district 

campuses were given the same two tests. The results, 

although not conclusive, indicated that the television students 

did slightly better than the on-campus students. However, the 

pretest and posttest were taken from the telecourse test 

bank (28). The academic results relative to the telecourse 

students were, in themselves, encouraging. 

DCCCD television research concerning which students 

were successful in completing the telecourses has produced 

an interesting profile. The follow-up research found that 

self-motivated and self-directed mature students were most 

likely to be successful (28) . The younger students who had on-

campus classes as well as telecourses did not do well. It has 

consistently been documented that 20 per cent of the enroll-

ment does not take the first examination which equals about 

40 per cent of the normal number of unsuccessful students. 

The overall entering student population was not, and could 

not be, limited to specific students. Even with the limited 

data available to the ITV center, it was known that the odds 

against certain kinds of students completing the courses suc-

cessfully were tremendous. If these people were allowed to 

enroll, it was necessary for the system to have additional aids 

for improving their chances. This research was the initial 

effort to meet that significant concern. Before alternative 
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treatments could be offered, the factors creating unsuccess-

ful completion and attrition had to be identified. Also, 

the advanced prediction of the most likely unsuccessful stu-

dents would give a target for the educational aids. 

Attrition, Nonsuccess, and Prediction 

Studies of attrition from college are numerous, conflict-

ing, and universally inconclusive. Astin claimed course bore-

dom was the number one cause of course attrition (6). His 

complete analysis of attrition from college before degree 

completion was much more involved. He tested one-hundred-four 

(104) student characteristics. The number of variables made 

it virtually impossible to separate the top dozen factors. 

The characteristics were used in a stepwise regression analy-

sis equation for maximum predictability. Astin found over 

fifty (50) statistically significant predictors of students' 

degree completion. But, predictability of graduation from 

college was still too inaccurate to be used to advise students 

not to attend in hopes of preventing their ultimate failure or 

withdrawal. Astin's research was limited by the vast number 

of cases necessary to permit so many factors to be validated. 

The implications for this dissertation were even more limited 

because his concern was predicting university graduation with-

in four years. But, Astin's research clearly indicated the 

difficulty of predicting student dropouts and provided a use-

ful research example. 

The research at Santa Ana College in California by Daley 

and Bateman provided additional information to be considered 
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in an attrition study. They used personal, academic and 

aptitudinal variables to predict students' withdrawal from 

college (19). The researchers reported that the number one 

reason students gave for withdrawing from Santa Ana Community 

was employment-school conflicts. Eleven per cent of the stu-

dents listed dislike of instruction as a primary cause of 

withdrawing from college. However, 39 per cent of the stu-

dents dropping only one class listed unhappiness with instruc-

tion as the primary reason for withdrawing (19). Daley and 

Bateman pointed out that another significant factor in the 

drop rate was the ease of withdrawing from class until late 

into the semester. Many students responded that they with-

drew to avoid a poor grade, especially "D" and "F". Instruc-

tors increased the rate of noncompletion by dropping students 

who were failing and not attending class, instead of leaving 

them on the role and assigning an unsatisfactory grade. The 

implications were clear. The rate of withdrawal from commu-

nity college courses included far more than just academic 

capability and instructional competence. The successful pre-

diction of course withdrawal would inevitably miss a few 

individual situations, but would include necessarily more 

than academic factors to insure a chance of success. 

Packwood and Brunner produced a simpler predictor of 

degree completion based on a few demographic characteristics 

combined with students' educational goals (52). The impor-

tant factor in this study was the addition of an educational 

goal as a motivator for continuing to a degree. The students 
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who had a clear academic goal, that is a specific major field 

of study, more frequently graduated from college than students 

who indicated they had uncertain majors. Packwood and 

Brunner's study indicated the desirability of measuring 

students' goals as part of their academic motivation. Aca-

demic motivation was important in predicting students' success, 

Capoor and Engle advocated the use of moderator sub-

groups as a method of achieving higher predictability of aca-

demic success. By grouping people of certain characteristics 

such as age, sex or curriculum goals before solving the 

regression equation, predictability could be improved (12). 

Certain categories of individuals, involved in academic 

programs, helped identify the most likely successes and 

failures. Sex and age were frequently used to create effec-

tive predictor sub-groups (12). 

The primary goal of the previous attrition studies was 

the prediction of students* persistence to the completion 

of a college degree. The requirements of this dissertation 

were somewhat different, that is, to predict which students 

would fail to successfully complete the telecourse with a 

grade of "C" or higher. But, the college attrition studies 

did identify important categories and sources of predictors 

which were included in the prediction of high-risk students 

in the history telecourse. All of the studies indicated 

that a measure of skill, motivation and demographic charac-

teristics were necessary. 
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The researcher found no studies on predicting students' 

success in open-circuit television history courses. There-

fore, a few studies of predicting students' success under 

different conditions were consulted. There were studies of 

predicting students' likely success in particular required 

college courses. The prediction of mathematics success, based 

on a standardized test score, previous experience in mathema-

tics, and demographic characteristics, was attempted in several 

studies (59, 54,^4, 47). Sims reported that a standardized 

test score and previous algebra experience best predicted 

success in a college algebra course (59). Peteet indicated 

that a standardized mathematics test was the best predictor 

of success, but only the second best predictor of grades 

(54). The research results from this academic field indi-

cated that students' knowledge in the task-specific skill 

area was critical for predicting students' success. 

Brown reported in the predictive use of the Nelson-

Denny Reading Test that reading had a significant correlation 

with college success in reading emphasis courses (9). College 

freshmen who had reading scores for their grade level or 

higher had a Pearson Product correlation of .50 or higher 

with success in English, history and social science courses. 

The task-specific skill in history was closely associated with 

basic reading capability. This skill needed to be included 

in any attempted prediction of completion of the history 

telecourse. 
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The research of Moen and Doyle offered a single source 

of information for predicting several facets of academic 

motivation. The two researchers developed an academic 

motivation questionnaire in the mid 1970's. One advantage 

of being able to numerically gauge students' academic atti-

tudes was the possibility of more accurately predicting 

success in school(21). The researchers first developed a 

cubic model of academic motivation. Doyle and Moen then 

devised questions to represent facets of motivation within 

each field of the cube (20). Initial results were analyzed 

and modified to increase accuracy. By 1978, they had devised 

an instrument which had significant potential in group pre-

dictions. This one source allowed the collection of infor-

mation about academic goals, desires, likes, and dislikes. 

The questionnaire's motivation scales were quantifiable for 

easy use with other factors in a prediction equation. A 

full discussion of the statistical creation, reliability and 

validity of the'Academic Motivation Inventory"(AMI) has been 

included in Chapter III. 

The prediction of attrition was further complicated by 

the number of students who, for no apparent reason, exited 

courses. The data that have been gathered concerning such 

students indicated a number of nonacademic interferences 

(19, 28). Foremost among the factors affecting the unantici-

pated withdrawals were personal/family problems such as, 

divorce, death, illness, and vocational/employment changes 
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including schedules, transfers, or employers (19, 28). It 

is probable that such unexpected contingencies have influenced 

students who dropped a course even though they were passing. 

Students frequently gave personal reasons as the motivation 

for dropping a course. The personal reasons were assumed 

to be accurate when the students were meeting the criteria 

of the course when they withdrew. These personal factors 

were only possible to predict based on demographic informa-

tion. The students who were doing poorly, even if they had 

personal problems, were considered academic attritions. But, 

the demographic profile of the marginal academic student might 

well give additional weight to their likelihood of successful 

completion of a course. Certainly, these very personal and 

diverse factors increased the difficulty of predicting non-

success . 

One other factor which contributed to attrition from a 

course of study in the DCCCD and other institutions was the 

policy of late withdrawal without penalty (19, 57). Students 

with extreme sensitivity to their grade points have withdrawn 

from a course of study the week before the final examination 

because of the fear of receiving grades of "C" or "B," 

instead of the higher mark desired. These types of achievement 

or anxiety motivations required a measure of academic motiva-

tion . 

The results of prediction and attrition studies have made 

clear the necessity of analyzing students' academic preparation 
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or skill, academic motivation, and demographic characteristics. 

The lack of expected contact between the typical open-circuit 

television students and the coordinator of the course has 

encouraged the use of easily obtainable data. These factors 

led to the use of short, reliable and available instruments. 

Once identified, the next step was to provide additional edu-

cational aids. 

Educational Treatments 

Research in the educational techniques of attempting to• 

identify individuals' aptitudes and their interaction with 

various learning treatments has been very active since the mid 

1950's (32, 17, 6, 44, 18, 56). To date the confirmed results 

of that research indicated aptitudes exist and do interact with 

treatments, but precise isolation of particular aptitudes 

with specific treatments was still in the future (18, 56, 6). 

Many of the studies undertaken under the general rubric of 

Aptitude-Treatment-Interaction (ATI) were designed to test 

the relationship of specifically tested aptitudes and their 

relationship to success in mastering given educational mate-

rials as presented from various instructional methods. Con-

ceptual and statistical difficulties have consistently 

clouded the results. 

ATI researchers have uncovered instances of consistent 

aptitude-interaction results. Crawford reported findings 

on the different reactions to difficulty, measured 

by the number of errors, among varying ability levels (17). 
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The purpose of the research was to determine the optimum 

methods of instruction with different kinds of students. He 

combined need for achievement and anxiety level of the students. 

He found that the high need for achievement students with low 

fear of failure learned best with difficult material, even 

though they made more errors. The best achievers actually 

diminished in accomplishment when the material was made simpler. 

Crawford found no significant findings for students with middle 

levels of ability and low or moderate anxiety. However, low 

achievement motivation and high fear of failure students needed 

easier and more simplified steps to achieve effective results. 

He concluded that learners with high levels of prior knowl-

edge or higher conceptual levels learned best under condi-

tions of less support and structure, and in his experiment, 

with less redundancy. The opposite would be true for the lower 

achievers. Crawford's results implied that educational 

treatments useful for high-risk students might be counter 

productive for excellent and self-motivated students. These 

research results for college students were similar to 

Reynolds and Gentile, and Hodgson and Crammer studies with 

adolescents (35, 55). 

Another recent study compared achievement for students 

in large group instruction, that is several hundred students 

in a lecture setting, and students using self-paced instruc-

tional materials (44). In all cases, ability influenced success 
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positively. The highest predictor of success was high school 

rank in class, although the size of the graduating class had 

to be relatively large. When anxiety, attitude toward tradi-

tional and self-paced instruction, and perseverance were 

added, variation in students' success appeared. Low ability, 

high test anxiety students were best served by self-paced 

models of instruction. In fact, ability was less significant 

in all self-paced courses. The implications were that clari-

fying and dividing the material into small components was most 

beneficial to lower ability students. Cronback and Snow 

reviewed the last twenty years of ATI research and reported 

this relationship between ability and self-paced instruction 

had been consistently documented (17). 

The apparent clear results of many of the earlier ATI 

studies have been found to have serious conceptual and 

statistical difficulties. Cronback and Snow raised serious 

questions about the conclusions reached by many of the 

earlier investigators (.17) . It was prudent, therefore, to 

begin an analysis of the needs and treatment in this disser-

tation from the conceptual framework proposed by Rhetts in 

1974 (56). He proposed that the logical departure point for 

aptitude and treatment studies was to clearly specify both 

the tasks necessary to deal with the learning situation and 

the skills required to master those tasks. The second step 

would be to define what individual differences would 
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materially affect the ability of a student to deal with the 

exact tasks needed. And, the final step would be to ascer-

tain what performance differences were eradicable, or at 

least alterable, by modifying the task environment (56). 

This conceptual framework gave direction to the research 

demands of the telecourse study, while providing an effec-

tive arrangement for statistical analysis of the results. 

One approach to helping students complete particular 

college courses was to analyze their patterns of learning, 

or cognitive styles. The patterns, called cognitive style 

maps, have been suggested as an effective method of improving 

student performance in specific courses (36, 51). This 

information was used to help students select particular 

modes of instruction which fit their learning patterns. 

Three educators recently suggested that cognitive styles 

should be used to improve student success. Hunter argued 

that the style of learning was more important than most 

tests of academic capability (36). Niles and Mustachio 

found significant relationships between students' self-

concept, learning style and grade achievement (51). The 

implications were that the method of presentation affected 

learning differently depending on the students' self-concept, 

learning style and previous academic experience. Knowing 

the characteristics of the learner in advance could be used 

to help him in selecting the courses best designed for 
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his needs and learning styles. Cognitive information helped 

the instructor tailor the course to the individuals, or could 

be used to counsel the students into particular learning sys-

tems. In the case of the telecourse system, the instructional 

methods were determined. Therefore, this dissertation pro-

posed to make additional educational treatments available 

to assist individual students in adapting to a particular 

mode of instruction. 

The Response System with Variable Prescriptions (RSVP) 

was another method for helping students with skill and 

motivation problems {2, 3, 40, 58). This system involved 

sending the students letters which required responses. The 

individual responses triggered a specific reply by a computer 

system. Any mistake detected was corrected by referring the 

students to the appropriate source of information. The let-

ters were designed to encourage and reward success. The 

prescriptions were suited to as many different response 

possibilities as were likely to occur. Students reported 

feeling involved. The sense of personal attention, often 

noted, was unusual among students who were not in closer 

contact with the instructor (58). The letters were designed 

to reduce complex material to simple steps and were especially 

useful for academically-limited students. The letters served 

the purpose of motivating the students while not increasing 

the need to be physically present on campus (3). 
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Students with limited skills could be helped by discus-

sions and tutorial sessions (63) . Hastings held voluntary 

discussions for students in the DCCCD history telecourse 

in the Spring Semester of 1979. Although attendance was 

small, the six regularly attending students all passed the 

course with a "C" or better. She suggested that an incentive 

might increase attendance and aid more students. 

The use of additional educational treatments appeared 

to be viable alternatives under telecourse conditions. If 

such treatments were successful, the usefulness of open-

circuit credit telecourses would be commensurately increased. 

Successful use in this academic credit telecourse oould 

lead to adaption to others. 

The literature on television instruction, attrition, 

unsuccessful completion, predictions, and educational 

treatments provided a comprehensive framework for the 

study. Next came the application of the information gained 

and the instruments chosen to determine if the treatments 

selected could accomplish the goal of raising the rate of 

success for the history telecourse. 
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CHAPTER III 

PROCEDURES FOR THE COLLECTION 

AND ANALYSIS OF DATA 

The procedures in this project required defining the 

population, collecting the data, designing the study, treating 

the high-risk groups, and analyzing the results. This process 

is explained in the following sections. 

Population 

The subjects for the study came from the Spring Semester 

1980 enrollees in The American Story, an educational television 

course at Richland College, DCCCD. The enrollment at Richland 

College was equal to almost 40 per cent of the total 

DCCCD history enrollment (4). Previous DCCCD analysis of the 

students enrolled in the course, including age, sex, employ-

ment and collegiate experience, reflected a basic similarity 

among students on all seven campuses in the district (10). 

Likewise, aggregate analysis of grades and attritions for the 

whole district history enrollment in previous years had been 

basically the same as those categories for the Richland history 

telecourse population alone (7, 8, 9, 10, 11). Since there 

was no significant reason to believe that Richland's enroll-

ment in the telecourse was unlike the district-wide population, 

the decision was made to use that large self-contained group 
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for the study. The advantages of this decision included easier 

administration and superior control over the pretest and 

questionnaire, and the easier coordination of the additional 

educational treatments, without affecting the generalizations 

of the study to the broader instructional television enroll-

ment. This approach reduced the possibility of variation in 

treatment I with different discussion leaders. 

Telecourses, in general, have more females than males 

enrolled, more returning students, and more older students 

than do on-campus classes. DCCCD telecourse students were 

similar in these characteristics to the national instruc-

tional television audience (12). 

The normal enrollment for the history course at Richland 

College, DCCCD, was between two-hundred and two-hundred-fifty 

(200-250) students. The enrollment in the Spring Semester, 

1980 was one-hundred-seventy-seven (177) . 

The students were required to attend an orientation 

session. At the orientation they were given the Nelson-Denny 

Reading Comprehension Test, ten demographic questions, and 

the AMI questionnaire. That information was completed on 

two Scantron forms 2052 answer sheets. One-hundred-sixty-six 

(166) completed the instruments well enough to be included in 

the study. 



48 

Collection of the Data 

The foremost task-specific skill necessary for the 

instructional television history course was reading compre-

hension, thus the decision was made to use the Nelson-Denny 

Reading Comprehension Test as a pretest of reading ability. 

The need for effective reading comprehension in order to 

successfully complete a telecourse, as structured in the DCCCD, 

was obvious. The written objectives and the printed workbook 

were critical to successful completion of the course. The 

need to have the assessment not only accurate, but of a length 

that could be completed within the time contraints of an 

one and one-half hour orientation period was less obvious. 

The reliability, validity, and workable length of the Nelson-

Denny made it a logical selection. Reliability on the Nel-

son-Denny form D has been checked numerous times with the 

coefficient of stability being equal to or greater than .70 

on each occasion (1). Validity has been determined by pre-

dictive use with college students. The highest predictive 

results were for success in reading emphasis courses, often 

with better than a Pearson Product correlation of .50. Con-

current validity has been successfully obtained against Scho-

lastic Aptitude Test and American College Test scores, cor-

relating at levels of .70 and higher. 

The most likely individual modifier of obtaining success, 

despite skill limitations, was academic motivation, resulting 

in the decision to use the discriminating "Academic Motivation 
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Inventory." The AMI of Doyle and Moen offered addi-

tional advantages. It was easy to administer, had convenient 

and multiple scales, and was able to identify traits which 

were believed to influence the probability of success in the 

telecourse. The AMI was also short enough to be given with-

in the time frame of the orientation period. The AMI included 

self-motivating and achievement characteristics which were 

basically intrinsic and therefore not dependent upon frequent 

personal contact, as well as extrinsic attitudes which show 

dependence on others for motivation. The attitudes measured 

in the AMI included thinking, persisting, achieving, facili-

tating anxiety, grade orientation, economic, self-improvement, 

demanding influencing others, competing, approval, affiliating, 

debilitating anxiety, withdrawal, dislike of school, and dis-

couraged about school motivations (5). The related literature 

search indicated that virtually all of these motivations 

were related to students' academic success. The AMI made it 

possible to sample this broad range of motivations with 

one instrument which took only twenty minutes for the average 

student to complete. 

The AMI had a five-value Likert-type scale of "not at 

all true of me," "a little true of me," "moderately true of 

me," "quite true of me," and "extremely true of me." The 

five (5) possible responses were assigned values of one (1) 

to five (5). The value of the scales was derived by summing 

the values of all the questions pertaining to that scale 
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(see Appendix A). The data were numerically adaptable to a 

stepwise regression analysis, or any other common statistical 

procedure. The AMI data were compatible with the reading 

score, and the demographic variables collected in the study. 

The AMI's reliability has been tested by both item and 

scale. Immediate test/retest (administration separated by 

distracting tasks) from thirty-two (32) students in an intro-

ductory psychology class ranged from .59 to .96; six of these 

coefficients were above .90, twenty-five (25) more above .80 

and twenty (20) more above .70 (5). For the scales, the 

reliability ranged from .86 to .93. Ten week stability co-

efficients for the scales ranged from .68 to .89 (5). 

A ten-day test/retest reliability conducted with Richland 

College introductory history students produced a stability 

coefficient among scales from .73 to .92. All the coeffi-

cients thus, indicated considerable reliability among all the 

scales. "Internal consistency reliabilities seemed to indi-

cate enough (communality) within scales to support their 

experimental use in group measurement. . . .at least in 

relation to the standards provided by Nunnally, 1967 p. 

226." (5, p. 510). 

The content validation of the instrument was provided 

by developing a cubic representation of the domain. 

The dimensions of this cube are Motivational Charac-
teristics of the Educational Environment (further 
divided into knowledge, acquired, processing acquir-
ing knowledge, and record of knowledge acquired), 
motivational characteristics of the individual 
(material, psychological and social), and hypothesized, 
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motivational effects (effort facilitation and inhabi-
tation, positive and negative affects). (5, p. 511). 

Items were then written to describe one-hundred-eighty-five 

(185) of the most specific cells. Fifteen judges—under-

graduate and graduate students, psychologists and English 

instructors—inspected, made suggestions and some deletions. 

The resulting items were then administered to two-hundred-

sixty-six (266) students in a wide variety of courses at the 

University of Minnesota. Item retention rules were: 1) ten 

per cent of the students had to endorse an item as moderately 

true of them or higher (3 to 5 on the scales); and 2) when 

items were highly intercorrelated within a cluster, the item 

was retained if it, (a) exhibited the highest correlation 

with other items in the apparent content area, (b) demon-

strated least correlation with items outside the content 

area, and (c) showed the least skewed distribution (3). 

Additional responses were factorially analyzed to the envolve-

ment of the scales which appeared to be psychologically meaning-

ful and congruent with the original cube. 

The results of previous DCCCD questionnaires of tele-

vision students and the results of the related literature 

research led to the decision to include the specific demo-

graphic questions used in the data collection part of this 

study. The success of using demographic data as predictor 

moderators (3) and the fact that the information was easily 

obtainable led to the questions used in the study. The infor-

mation proved very useful. 
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Design of the Study 

The data were collected on Scantron forms and optic-

ally read into a special computer program established in the 

fall of 1979 by the DCCCD. This program produced a "file" 

for each student by social security number. The files con-

tained the raw score on the Nelson-Denny Reading Test, scores 

on each of the sixteen (16) scales of the AMI, and responses 

to the ten demographic questions. The file was arranged in 

such a manner as to be convertible to IBM, eighty (80) column 

cards. 

The files were completed by January 21, 1980. The data 

were then converted to IBM cards. The punch cards allowed 

the information to be interfaced with the NTSU computer 

system. The students' responses were analyzed by the predic-

tion formula developed in the fall of 1979 (Table I). The 

equation produced a score for each student between zero and 

one. The closer the weighted score was to zero, the higher 

risk the students had of nonsuccess. The high-risk group 

included all students who received scores below .50. Sixty-

three (63) students (37.9%) in the class scored below the 

cut-off. Seventy to seventy-five per cent (70-75%) of the 

high-risk group were predicted to be unsuccessful. 

The significant groups of unpredictable attritions com-

plicated the identification of the high-risk students. This 

group dropped the level of predictability that was accom-

plished through this pretest, pre-analysis system. The 
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TABLE I 

STEPWISE MULTIPLE REGRESSION FOR THE PREDICTION OF 
SUCCESS IN THE HISTORY TELECOURSE WITH THE 

CRITERION VARIABLE OF PASS*/FAIL 
(N=153) 

MULTIPLE R R2 F d/f 

Var 18 .261 .07 11.05 1/151 
Var 18, 13 .352 .12 10.56 2/150 
Var 18, 13, 1 .391 .15 8.94 3/149 
Var 18, 13, 1, 8 .419 .18 7.87 4/148 
Var 18, 13, 1, 8, 20 .437 .19 6.94 5/147 
Var 18, 13, 1, 8, 20, 27 .462 .21 6.61 6/146 
Var 18, 13, 1, 8, 20, 27, 25 .479 .23 6.15 7/145 
Var 18, 13, 1, 8, 20, 27, 25, 9 .488 .24 5.63 8/144 
Var 18, 13, 1, 8, 20, 27, 25, 9, 21 .498 .25 5.22 9/143 

B Weight 

Variable 18: Age = 0. .06238 

Variable 13: Affiliation motivation 
AMI scale 13 = 0. .04386 

Variable 1: Thinking motivation 
AMI scale 1 = 0, .01678 

Variable 8: Desire for self-im-
provement AMI 
scale 8 = 0, .0127 

Variable 20: Having taken Richland 
College Assessment = 0, .1274 

Variable 27: Nelson-Denny Reading 
Test = 0, .00939 

Variable 25: The level of employ-
ment = 0 .08077 

Variable 9: Demanding-influencing 
AMI scale 9 = 0 .04386 

Variable 21: Attendance at orienta-
tion = 0 .0907 

Constant = 0 .0999 

*Pass defined as a grade of "C" or higher. 
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traits identified in the prediction process included reading 

skills, four (4) academic motivations, and four (4) demo-

graphic characteristics. The traits identified were those 

of students who did not complete the course successfully, 

and those who withdrew with no grades, or grades below a "C." 

In that manner the prediction formula concentrated on the 

factors associated with academic, motivational and demo-

graphic problems which were associated with nonsuccess. 

The prediction equation was capable of identifying 50 to 60 

per cent of the unsuccessful students with 70 per cent 

accuracy. 

The prediction formula indicated that four of the six-

teen (16) AMI scales were among the top nine predictors of 

the high-risk students. Following the demographic variable 

of age, a high score on the desire for affiliating motiva-

tion scale, a low score on the thinking motivation scale, 

and a high score on the desire for self-improvement scale 

were high-risk predictors two, three and four (2, 3 and 4). 

The next two factors were whether they had taken the Rich-

land College assessment test and had a low score on the 

Nelson-Denny Reading Test. Factors seven and eight (7 and 8) 

were the amount of employment outside of school and a low 

score on the demanding-influencing scale on the AMI. The 

ninth factor was whether the students attended orientation, 

which all students were required to do in the 1980 semester; 
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therefore it was a constant in the prediction for the Spring 

Semester of 1980. 

Each high-risk student was then randomly assigned to 

either experimental group I, experimental group II, or the 

control group (Tables II, III, IV). The lack of contact between 

the students and the course coordinator made the design of the 

research very important. The strongest design possible 

under the circumstances of a telecourse population appeared 

to be a Campbell-Stanley design six (2). By randomizing the 

assignment of high-risk students to the groups, the effects 

of internal variables were controlled and the effects of 

external variables greatly reduced. Each experimental group 

received treatments only, and all three groups had the cri-

terion variable of a grade in the course. This design 

allowed the research statistics to achieve a maximum reli-

ability and validity. 

Group Treatments 

The students assigned to the experimental groups were 

sent letters (Appendix C). The members of experimental group I 

were told of the opportunity to earn extra credit by attending 

weekly discussion sessions to be held on-campus. The students 

in experimental group II were informed that they would be 

receiving letters each week to aid them in their study. The 

decision to use these two treatment techniques was based on the 

findings from the Aptitude-Treatment-Interaction literature 
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TABLE II 

THE PREDICTOR FACTORS BY VARIABLES FOR EACH 
MEMBER OF EXPERIMENTAL GROUP I AND 

HIS PREDICTION SCORE"1" (N=21) 

Assigned Score on Variables* Prediction 
Number 

18 13 1 8 20 27 25 9 
Score 

1 1 12 24 19 1 27 4 15 0 . 4 4 3 4 

5 1 15 30 24 2 24 2 15 0 . 2 6 8 7 

7 2 12 24 09 2 24 1 09 0 . 4 5 4 3 

10 4 1 1 28 23 2 17 1 14 0 . 4 5 4 5 

19 4 09 33 16 1 2 1 2 18 0 . 4 8 7 3 

25 2 1 1 22 16 1 1 1 2 14 - 0 . 0 7 9 3 

29 1 09 18 13 2 14 2 07 0 . 3 1 4 7 

32 3 13 3 1 2 1 2 19 2 1 1 0 . 4 5 0 9 

33 3 12 32 16 1 2 1 2 10 0 . 4 7 4 5 

34 4 12 20 17 2 17 3 10 0 . 4 8 4 6 

38 2 10 2 1 17 2 18 1 25 0 . 2 4 3 3 

39 2 08 24 26 2 19 2 12 . 0 . 4 1 6 4 

40 1 1 1 26 28 2 19 2 14 0 . 2 4 8 6 

42 1 10 22 12 2 16 2 10 0 . 4 1 3 3 

43 2 13 37 19 2 12 1 13 0 . 4 0 4 1 

45 1 08 36 20 1 23 1 1 1 0 . 3 8 6 8 

47 1 15 20 08 1 19 4 12 0 . 3 1 4 4 

49 5i 13 25 22 2 09 2 09 0 . 3 3 6 5 

59 2 16 16 2 1 2 19 1 2 1 0 . 0 4 5 5 

60 1 18 26 25 2 3 1 4 23 0 . 3 8 0 4 

6 1 1 13 26 20 2 16 2 13 0 . 2 5 4 3 

*Under 0.5000 was high-risk 
Variables 

18 
13 
1 
8 

20 
27 
25 
9 

Age 2 
Affiliation motivation (AMI) 10 
Thinking motivation (AMI) 25 
Self-improvement motivation (AMI) 16 
Richland Assessment test 1 
Nelson-Denny score 21 
Level of outside employment 2 
Demanding motivation (AMI) 14. 

Mean Score 
(5 categories) 

(2 categories) 

(4 categories) 
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TABLE III 

THE PREDICTION FACTORS BY VARIABLES FOR EACH 
MEMBER OF EXPERIMENTAL GROUP II AND 

HIS PREDICTION SCORE+ (N=21) 

Assigned Score on Variables* Prediction 
Number 18 13 1 8 20 27 25 9 

Score 

4 1 10 27 22 1 26 2 20 0.4249 

6 1 14 24 15 2 17 1 12 0.1759 

11 1 10 28 22 2 19 1 14 0.3467 

12 2 09 20 14 1 11 2 20 0.3135 

15 1 10 24 12 1 23 2 09 0.3732 

21 4 05 14 12 2 25 2 17 0.0458 

22 4 11 10 12 2 21 2 14 0.4481 

24 1 18 22 23 2 17 1 19 -0.0791 

26 2 13 29 22 1 14 2 19 0.2646 

27 1 08 17 17 2 15 1 16 0.3172 

31 2 12 26 18 2 22 1 18 0.3424 

35 1 11 21 23 2 19 2 18 0.2974 

36 1 12 23 26 1 22 4 13 0.2364 

37 1 10 22 
\ 
19 1 19 1 18 0.2174 

41 1 21 08 21 1 16 2 17 0.1349 
46 1 10 20 15 2 23 1 14 0.3643 

51 1 11 23 15 2 29 1 14 0.4283 

53 3 09 22 16 1 18 2 14 0.4569 

54 2 15 24 24 2 22 2 14 0.1965 

56 1 11 26 14 1 28 2 17 0.1875 

63 4 16 26 22 2 25 1 21 0.3816 

Under 0.5000 was high-risk indicator 
*Variables 

18: Age 2.9 
13: Affliliation motivation (AMI) 10.7 
1: Thinking motivation (AMI) 25.4 
8: Self-improvement motivation (AMI) 16.7 
20: Richland Assessment test 1.7 
27: Nelson-Denny score 21.3 
25: Level of outside employment 2.1 
9: Demanding motivation (AMI) 14.9 

Mean Score 
(5 categories) 

(2 categories) 

(4 categories) 
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and the attrition studies. Both sources indicated that 

successful treatment required attention to weak task-specific 

skills and motivational variables. The weekly discussion 

opportunities were chosen because of the previous successful 

use with telecourse students. Letters sent to the students 

each week were modeled upon the RSVP system used by Miami-

Dade County Community College. The one modification was to 

have no required response from the students. The use of a 

cognitive map was not chosen because of the limited contact 

the students usually have with the course coordinators or 

assistants in the history telecourse. 

The students in experimental group I were encouraged to 

participate in weekly discussions. The incentives were the 

opportunities to earn extra credit, to discuss the highlights 

of that week's lessons, and to interact with other students. 

The letter sent to each student suggested that the pretest 

indicated they would profit from participation. The success 

of this treatment depended on the students' willingness to 

come to campus and the quality of the discussions. The weekly 

meetings were conducted byacertified secondary American History 

teacher, who had two semesters of experience working with the 

history telecourse. The paraprofessional was capable of 

identifying other learning difficulties and recommending add-

itional aids when necessary. The incentives were designed to 

convince the students to participate, and the treatment pro-

vided an opportunity for interaction with other students. 
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TABLE IV 

THE PREDICTION FACTORS BY VARIABLES FOR EACH 
MEMBER OF THE CONTROL GROUP AND 

HIS PREDICTION SCORE+ (N=21) 

Assigned Score on Variables* Prediction 
Number 18 13 1 8 20 27 25 9 Score 

2 1 13 31 24 2 23 2 16 0.3769 

3 1 11 24 15 1 21 1 14 -0.0449 

8 1 15 23 11 2 21 1 24 0.3719 

9 1 12 28 21 2 28 1 23 0.3839 

13 5 16 21 16 2 05 4 16 0.4498 

14 1 13 23 15 2 19 1 12 0.2213 

16 2 14 22 11 1 18 2 11 0.3485 

17 1 15 18 23 2 18 1 09 -0.1340 

18 2 14 27 17 2 23 2 15 0.4314 

20 2 13 24 17 1 11 2 12 0.1456 

23 1 16 23 24 2 29 2 20 0.2150 

28 1 11 19 23 2 17 2 23 0.3078 

30 1 15 17 19 2 18 1 13 -0.0333 

44 2 11 25 09 1 24 2 17 0.4796 

48 3 14 25 14 2 29 1 13 0.4600 

50 1 18 24 17 1 27 2 16 0.2521 

52 1 17 27 20 2 19 4 21 0.3873 

55 2 08 19 15 1 17 2 09 0.3308 

57 2 12 26 21 1 19 1 18 0.2272 

58 1 12 09 14 1 21 2 21 0.1279 

62 4 11 22 16 2 13 1 14 0.4313 

+Under 0.5000 was high-risk indicator 
*Variables 

18 
13 
1 
8 

20 
27 
25 
9 

Age 2, 
Affiliation motivation (AMI) 10, 
Thinking motivation (AMI) 25, 
Self-improvement motivation (AMI) 16, 
Richland Assessment test 1. 
Nelson-Denny score 21, 
Level of outside employment 2, 
Demanding motivation (AMI) 14, 

Mean Score 
(5 categories) 

(2 categories) 

(4 categories) 
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The students assigned to experimental group II were 

sent a letter each week designed to "cue" them to general 

organizational and factual information in each week's les-

sons. The letters purpose was to encourage each student to 

take the necessary steps to make valid generalizations and 

historical interrelationships. The letters simplified the 

major points of the lessons. The students were reminded of 

the utility of using the telephone "hotline" service to ask 

questions or get necessary information. This approach was 

designed to provide a maximum of personalization and simpli-

fication, without requiring the students to make special trips 

to the campus. It was well constructed to aid students who 

scored low on the prediction formula. 

In the past semesters if any member of the telecourse 

class asked for help with his studies, he was helped by the 

coordinator. If the students called with questions, they were 

answered by the course coordinator, the paraprofessional or 

the "hotline." The student could be advised to use available 

on-campus tutoring, or the available counseling. However, the 

total number of students seeking and using these aids have 

been minimal over the past six semesters,. It was agreed to 

treat the students in the control group in a similar manner 

as the students had been in past semesters. 
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Analysis of Data 

At the conclusion of the course the three groups were 

tested and compared based on the criterion of successful com-

pletion of the course (grades of A, B, C), or unsuccessful 

completion of the course (grades of D, P, F, W, or I). In-

completes, "I", were so unusual in the course that they were 

treated as noncompletions. Each of the hypotheses and ques-

tions in this study were tested by using the following statis-

tical measures. The .05 level of significance was the level 

of rejection for the null hypotheses. 

The first hypothesis stated that there will be no signi-

ficant difference between the rate of success among high-risk 

students in experimental group I and the rate of success among 

high-risk students in the control group. Hypothesis I was 

tested by performing a "z" test of significant difference 

between proportion for independent samples for those two groups. 

The second hypothesis stated that there will be no signi-

ficant difference between the rate of success among high-risk 

students in experimental group II and the rate of success among 

high-risk students in the control group. Hypothesis II was 

tested by performing a "z" test of significant difference 

between proportions for independent samples for those two 

groups. 

The third hypothesis stated that there will be no signi-

ficant difference between the rate of success among high-risk 

students in experimental group I and the rate of success among 
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high-risk students in experimental group II. Hypothesis III 

was tested by performing a 11 z" test of significant difference 

between proportions for independent samples for those two 

groups. 

The " z" test of significant difference between proportions 

for independent samples was performed in the following manner. 

First the proportion of students who passed the course from 

each study group was calculated. The proportion was deter-

mined by dividing the number of successful completers by the 

total number in the group. The difference between the two 

proportions being compared was then taken. The difference was 

divided by an error term. The error term was calculated by 

averaging the two proportions, multiplying that sum times 

one minus the average of the two proportions, and multi-

plying that total by one divided by the total population of 

both groups. The square root was then taken of the whole 

product. In equation form it is expressed as (13): 

z = PI - P2 

y ? f i * f 2 ) fi- f i ~ f 2 ) ( 1 * 1 N) 
V + ri2 ' K n^ + n 2 ' \ n-̂  + n 2 ' 

' i - i i 
nl 

P 2 = f 2 

n2 
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fl = frequency of occurrence in the first 
group 

fo = frequency of occurrence in the second 
group 

n^ = number in the first group 

ri2 = number in the second group 

The testing of the questions posed in Chapter I required 

three steps to complete the analysis. Each question required 

the determination of which students in the high-risk groups 

had a significant score on the prediction factor tested in 

that question. Next, all of the individuals who had signi-

ficant scores on that factor (predictor) had to be grouped, 

and the proportion of students in that category who success-

fully completed the course was calculated. Finally, the pro-

portion of successful students from each predictor category 

in each study group was compared for significant difference 

between experimental group I and the control group, experi-

mental group II and the control group, and experimental group 

I and experimental group II. The final comparisons of propor-

tions were all done by a "z" test of significant difference 

between proportions for independent samples, whenever the 

numbers met the minimum required for doing the test (11). 

Question 1, "Do the treatment effects vary with the age 

of the students?", required grouping all high-risk students, 

within each study group, who were in the most significant 

age categories. The relationship of age to success was 

positive; that is, the students in the higher categories of 
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age on the demographic questionnaire were most successful. 

The high-risk students were those in categories one (1), or 

under twenty-one (21), and two (2), or twenty-one (21) to 

twenty-five (25). The students in experimental group I who 

were in age categories one (1) and two (2) were added together, 

as were the students in those categories in experimental group 

II and the control group. The proportion of students in age 

categories one (1) or two (2) who successfully completed was 

calculated for each group. Then "z" tests of significant dif-

ference between proportions of independent samples were per-

formed for experimental group I with the control group, ex-

perimental group II with the control group, and experimental 

group I with experimental group II. 

Question 2, "Do treatment effects vary with students who 

have a high score on the affiliating motivation scale of the 

AMI?", required grouping all students who had above average 

scores on that motivation scale because it had a negative 

correlation to predicted success (predictor 2). The average 

score on that scale was determined by calculating the mean of 

all scores on the affiliating motivation scale for the Richland 

College, DCCCD, history telecourse students. The students in 

experimental group I who scored above the mean on the affilia-

ting motivation scale were added together, as were the students 

who scored above the mean in experimental group II and in the 

control group. The proportion of the students with this char-

acteristic who were successful was calculated for each group. 
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Then "z" tests of significant difference between proportions 

of independent samples were performed for experimental group 

I with the control group, experimental group II with the con-

trol group, and experimental group I with experimental group 

II. 

Question 3, "Do treatment effects vary with students who 

score low on the thinking motivation scale of the AMI?", 

required grouping all students who had below average scores 

on that motivation scale in each study group. Thinking moti-

vation (predictor 3) had a positive relationship to predicted 

success; therefore, students who scored low were more likely 

to have difficulty with the course. The average score on 

that scale was determined by calculating the mean score for 

all students in the Richland College, DCCCD, history tele-

course. The students in experimental group I who scored 

below the mean on the thinking motivation scale were added 

together, as were the students who scored below the mean in 

experimental group II and in the control group. The proportion 

of the students with this characteristic who were successful 

was calculated for each group. Then "z" tests of significant 

difference between proportions for independent samples were 

performed for experimental group I with the control group, 

experimental group II with the control group, and experimental 

group I with experimental group II. 

Question 4, "Do treatment effects vary with students 

who have scored high on the desire for self-improvement scale 
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on the AMI?", required grouping all students who had above 

average scores on that motivation scale in each study group. 

Desire for self-improvement (predictor 4) had a negative 

relationship to success in the history telecourse; therefore, 

high scores would indicate a risk of nonsuccess. The average 

score on that scale was determined by calculating the mean 

score for all students in the Richland College, DCCCD, history 

telecourse. The students in experimental group I who scored 

above average on the desire for self-improvement scale were 

added together, as were the students who scored above average 

in experimental group II and in the control group. The propor-

tion of the students with this characteristic who were success-

ful was calculated for each group. Then "z" tests of signi-

ficant difference between proportions for independent samples 

were performed for experimental group I with the control group, 

experimental group II with the control group, and experimental 

group I with experimental group II. 

Question 5, "Do treatment effects vary with students who 

took Richland College's educational assessment testing?", 

required grouping all students who had taken the test in 

each study group. Not taking the assessment package (predictor 

5) was positively correlated with success, therefore taking 

the assessment would produce a lower prediction score and be 

a high-risk indicator. The students who had taken the assess-

ment test at Richland and were in experimental group I were 

added together, as were the students who had taken the assessment 
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in experimental group II and in the control group. The pro-

portion of students with this characteristic who were success-

ful was calculated for each group. Then "z" test of signifi-

cant difference between proportions for independent samples 

were performed for experimental group I with the control 

group, experimental group II with the control group, and ex-

perimental group I with experimental group II. 

Question 6, "Do treatment effects vary with students who 

score low on the Nelson-Denny Reading Comprehension Test?", 

required grouping all students who scored below average on the 

Nelson-Denny Reading Test (predictor 6). The mean was calcu-

lated for the Richland College, DCCCD, history telecourse 

population and all students who scored below the mean were 

considered to have low reading skills. The students in exper-

imental group I who scored below the mean reading score were 

added together, as were the students who scored below the 

mean in experimental group II and in the control group. The 

proportion of low readers who were successful in the course 

was calculated for each study group. Then "z" tests of sig-

nificant difference between proportions from independent 

samples were performed for experimental group I with the con-

trol group, experimental group II with the control group, and 

experimental group I with experimental group II. 

Question 7, "Do treatment effects vary with the number 

of hours the students were employed outside of school?", re-

quired grouping all of the high-risk students in each study 

group who were in category 1 (work part-time) and category 
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2 (work full-time). The level of employment had a positive 

relationship with success; therefore, students in the two lower 

categories were more likely to have difficulty than students 

in category three (3) and four (4) on the questionnaire. 

The students in category one (1 ) or two (2) on the employ-

ment question and were in experimental group I were added toget-

her, as were the students in these categories in experimental 

group II and in the control group. The proportion of students 

with this characteristic who were successful was calculated 

for each group. Then "z" tests of significant difference 

between proportions for independent samples were performed 

for experimental group I with the control group, experimental 

group II with the control group, and experimental group I 

with experimental group II. 

Question 8, "Do treatment effects vary with students 

who scored low on the demanding and influencing others scale 

of the AMI?", required grouping all students who scored below 

the mean for that scale in each study group. The students 

viio scored below the mean and were in experimental group I were 

added together, as were the students who scored below the mean 

in experimental group II, and in the control group. The pro-

portion of students with this characteristic who were success-

ful was calculated for each group. Then "z" tests of signi-

ficant difference between proportions for independent samples 

were performed for experimental group I with the control group, 
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experimental group II with the control group, and experimen-

tal group I with experimental group II. 

Question 9, "Do treatment effects vary with students 

who attended Richland's orientation for the history tele-

course?", was constant under the conditions of the experi-

ment. Therefore, it was unnecessary to statistically test 

that question. 

The data derived from the analysis is interpreted in two 

forms. In the case of all hypotheses and questions, the 

information is arranged by individuals in each group. The 

individual levels of academic performance, and their final 

status on the success, grades of A, B or C, and nonsuccess, 

grades of D, F, P, W or I, criterion are reported. Once the 

number of successful and unsuccessful students is known for 

each group, the results are described in terms of the percent-

age of successful students, and in terms of the results of the 

"z" test comparing the rate of success among the groups. 
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CHAPTER IV 

PRESENTATION OF FINDINGS 

The problem of this study was to test and compare the 

impact of two alternative educational treatments on the suc-

cess rate of high-risk students enrolled in the United States 

history telecourse at Richland College, DCCCD, during the 

Spring Semester of 1980. Three methods were used to gather 

data for this chapter: (1) the Nelson-Denny Reading Test 

measured comparative levels of reading comprehension among the 

students, (2) the "Academic Motivation Inventory" by Doyle and 

Moen measured the level and type of motivation associated with 

successful completion of the course, and (3) a ten question 

demographic survey helped establish moderator sub-groups for 

analysis. 

This study involved three groups of high-risk students 

enrolled in The American Story. The high-risk group was 

formed by the use of a prediction formula developed in the 

fall of 1979. Sixty-three (63) students from the one-hundred-

sixty-six (166) who completed the instruments were identified as 

high-risk. Each of the three groups in the study had twenty-

one (21) members. Students in experimental group I were 

offered extra credit points to be added to their final test 

average for the course if they attended weekly discussion 

sessions. Students in experimental group II were sent letters 

72 
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once a week to aid them in completing the course. Students 

in group III acted as a control group and were given no spe-

cial treatments or incentives. The three groups were: (1) 

tested for significant difference as to the rate of success 

between groups, and (2) the three study groups were each 

divided into sub-groups for the eight predictor variables 

and were described in terms of the percentage of successful 

students and tested for significant difference between pro-

portions of independent samples by sub-group. The "z" test 

was used in all cases. 

The purpose of this chapter is to present the findings 

of the study. First, the students' level of performance and 

their success or nonsuccess are presented in both tabular and 

narrative forms. Next, the statistical analysis of the three 

study groups' tests of significant differences between pro-

portions of independent samples are reported. The findings 

are organized and discussed under the topic, differences in 

the success rates of experimental group I and experimental 

group II and sub-divided into hypotheses one (1), two (2) and 

three (3). Secondly, the additional questions posed in Chap-

ter I are described in terms of the percentage rate of suc-

cessful students by sub-group for each study group. The test 

of significant difference between proportions will be reported 

for comparison of the sub-groups' relationship to treatment 

effects. The results of these percentages and "z" tests are 

reported in the section on the success rates for students with 

high—risk tendencies in sub—groups based on predictor variables, 
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Differences in the Success Rates of 
Experimental Group I and 
Experimental Group II 

Any progressive education system is committed to the 

goal of helping all students who enroll in courses offered 

at their campus to have a successful academic experience. 

The DCCCD Instructional Television (ITV) center has a goal 

offering many high enrollment college credit courses by 

open-circuit television. Both the DCCCD and the ITV center 

were committed to the need of improving the rate of student 

success from district used telecourses. An educationally 

valid and logistically operable system to increase the suc-

cess rate of the history telecourse students would be com-

patible with both goals. A higher rate of success should 

increase student retention and increase the usefulness of 

telecourses in general. It was the intent of this investi-

gation to determine if either, or both, of the experimental 

treatments increased the success rate of history telecourse 

students. 

The academic performance data provided the necessary 

information for analyzing the study groups. Before the alter-

native treatments could be tested, the students' records in 

the course had to be completed. The students completed the 

course by May 11, 1980. Their academic performance and their 

criterion score are reported in tabular and narrative forms. 

Success for the students was determined by whether the students 

completed the course with grades of A, B, or C, and nonsuccess 

was indicated by grades of D, F, P, W, or I. The criterion 

value was a "1" for success and a "0" for nonsuccess. 
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An examination of Table V reveals that thirteen (13) of 

the twenty-one (21) students, or 61.7 per cent, in the discus-

sion group completed the course. Six (6) of the thirteen (13) 

students, or 46.2 per cent, completed the course successfully. 

Three (3) of the six successful students made a grade of B, 

and the three (3) others made a grade of C. Of the seven (7) 

students who unsuccessfully completed the course, six (6) had 

a grade of D and one had a grade of P (Progress, no grade point 

or course credit). Eight (8) of the twenty-one (21) students 

or 38.1 per cent, received grades of W in the course. Four 

(4) of the noncompleters never took an examination, or 25.5 

per cent of the unsuccessful students, which is below the pre-

vious semesters' experience which found that 40 percent of the 

students that do not complete the course successfully do not 

take the first test. One (1) of the noncompleters withdrew 

while receiving a grade of C. Two of the noncompleters with-

drew with grade averages of D and F respectively. 

Analysis of the data reported in Table VI shows that 

fifteen (15) of the twenty—one students, or 71.4 per cent, 

completed the course from the letters group. Fourteen (14) 

of the fifteen (15), or 93.3 per cent, completed the course 

successfully. One (1) of the successful students received an 

A, five (5) received a grade of B, and eight (8) received a 

S3Xa.de of C. The one (1) student who completed the course 

unsuccessfully received a grade of P. Six (6) of the twenty-

one (21) students, or 28.6 per cent, received a W for the course, 
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TABLE VI 

THE PERFORMANCE LEVEL OF EACH STUDENT IN LETTERS 
GROUP AND HIS CRITERION SCORE (N=21) 

Student 
Assigned 
Number 

Student 
Prediction 

Score 

Performance Tests 
Extra 
Credit* 

Final Avg/ 
Grade+ Criterion# 

1 

6 

11 

12 

15 

21 

22 

24 

26 

27 

31 

35 

36 

37 

41 

46 

51 

53 

54 

56 

63 

0.4249 

0.1759 

0.3467 

0.3135 

0.3732 

0.0458 

0.4481 

-0.0791 

0.2646 

0.3172 

0.3424 

0.2974 

0.2364 

0.2174 

0.1349 

0.3643 

0.4283 

0.4569 

0.1965 

0.1875 

0.3816 

76 

76 

82 

80 

66 

86 

84 

92 

70 

62 

82 

68 

76 

54 

92 

88 

60 

74 

80 

80 

70 

58 

88 

86 

82 

90 

34 

74 

86 

90 

60 

96 

86 

82 

72 

84 

54 

76 

70 

84 

86 

74 

78 

74 

88 

92 

72 

70 

72 

80 

48 

86 

86 

78 

70 

72 

78 

82 

88 

94 

76 

74 54 72 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

2 

w 
w 

77/C 

77/C 

79/C 

57/P 

84/B 

W 

82/B 

84/B 

79/C 

W 

W 

76/C 

78/C 

81/B 

73/C 

94/A 

81/B 

W 

71/C 

0 

0 

1 

1 

1 

0 

1 

0 

1 

1 

1 

0 

0 

1 

1 

1 

1 

1 

1 

0 

1 

* E x t r a c r e d i t - a v a i l a b l e up t o n i n e p o i n t s t o t e s t a v e r a g e 
f o r a l l s t u d e n t s . 

+Grade S c a l e : 90-100=A; 80-89=B; 70-79=C; 60-69=D; 0 - 5 9 = F o r P, 
# 0 = n o n s u c c e s s f u l o r g r a d e s D , F , P , W , I ; l = s u c c e s s f u l o r 

g r a d e s A, B, o r C. 
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The six (6) W's and one (1) P constituted the total nonsucces-

sful group. Three (3) of the withdrawals occurred before the 

students took any examinations, which is considerably lower 

than anticipated in the high-risk group. One student with-

drew while making a grade of C or higher. The two other 

withdrawals had grades of D and F, respectively, at the time 

they withdrew. 

An examination of the information reported in Table VII 

reveals that eight (8) of the twenty-one (21) students, or 

38.1 per cent, completed the course from the control group. 

Six (6) of the eight completed the course successfully. One 

(1) of the successful students received a grade of A, three 

(3) received a grade of B, and the two (2) others received a 

grade of G. Both of the unsuccessful completers received a 

grade of D. Thirteen (13) of the twenty-one (21) students, 

or 61.9 per cent, did not complete the course. The thirteen 

(13) nonccmpleters all got a grade of W. Eight of the non-

completers, or 53.3 per cent of the unsuccessful students, 

withdrew before taking the first examination which is somewhat 

higher than the 40 per cent anticipated for the high-risk 

group. 

The findings of the tests of the two alternative treat-

ments are discussed next. The discussion will include the 

following: the hypothesis will be restated, a table of find-

ings given and a description of the comparative percentages 

and z tests provided. Each table will label experimental 
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TABLE V I I 

THE PERFORMANCE LEVEL OF EACH STUDENT IN THE CONTROL 
GROUP AND HIS CRITERION SCORE (N=21) 

Student 
Assigned 
Number 

Student 
Prediction 

Score 

Test Performance 
Extra 
Credit* 

Final Avg/ 
Grade+ Criterion# 

2 

3 

8 

9 

13 

14 

16 

17 

18 

20 

23 

28 

30 

44 

48 

50 

52 

55 

57 

58 

62 

0.3769 

-0.0449 

0.3719 

0.3839 

0.4498 

0.2213 

0.3485 

0.1340 

0.4314 

0.1456 

0.2150 

0.3078 

-0.0333 

0.4796 

0.4600 

0.2521 

0.3873 

0.3308 

0.2272 

0.1279 

0.4313 

76 

68 

58 

78 

86 

42 

92 

80 

64 

86 

74 

54 

32 

78 

62 

74 

66 

78 

42 

94 

82 

70 

76 

92 

54 

46 

64 

46 

58 

86 

88 

98 

80 

62 

90 

78 

54 

78 

78 

94 

88 

60 

82 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

0 

74/C 

W 

W 

61/D 

77/C 

83/B 

W 

W 

95/A 

W 

W 

83/B 

64/D 

W 

85/B 

W 

w 

w 

w 

w 

w 

1 

0 

0 

0 

1 

1 

0 

0 

1 

0 

0 

1 

0 

0 

1 

0 

0 

0 

0 

0 

0 

* E x t r a c r e d i t - a v a i l a b l e up t o n i n e p o i n t s t o t e s t a v e r a g e 
f o r a l l s t u d e n t s . 

+Grade S c a l e : 90-100=A; 80-89=B; 70-79=C; 60-69=D; 0 - 5 9 = F o r P . 
# 0 = n o n s u c c e s s f u l o r g r a d e s D , F , P , W , I ; l = s u c c e s s f u l o r 

g r a d e s A, B, o r C. 
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group I as the discussion group, experimental group II as the 

letters group, and study group III as the control group. The 

rejection level for all null hypotheses is .05. 

Hypothesis 1—There will be no significant difference 

between the success rate among high-risk students in experi-

mental group I and the rate of success among students in the 

control group. 

An examination of Table VIII shows that six (6) of the 

twenty-one (21) students in the discussions group, or 28.6 

per cent, completed the course successfully. Six (6) of the 

twenty-one (21) students in the control group likewise com-

pleted the course successfully. The groups were not signi-

ficantly different in their rates of success, therefore, the 

null hypothesis was retained. None of the twenty-one students 

TABLE VIII 

TEST OF SIGNIFICANT DIFFERENCE BETWEEN PROPORTIONS 
OF SUCCESSFUL STUDENTS IN THE DISCUSSIONS 

GROUP AND STUDENTS IN THE CONTROL GROUP 

Successful 
Discussions 

Group 

Successful 
Control 
Group 

Per Cent 28.6 28.6 

Number 6 6 

Total 21 21 

"z" score 0.00 

a Level 1.000 
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in group I chose to attend the discussions. Thus, the dis-

cussions group and the control group were equated on all 

variables, except the invitation letters sent to members of 

the discussion group offering them extra credit for partici-

pation in the weekly discussions. The success rate of both 

groups confirmed the prediction formula's accuracy, in that, 

between 70 and 75 per cent of the high-risk students failed 

to successfully complete the course. 

Hypothesis 2—There will be no significant difference 

between the rate of success among high-risk students in 

experimental group II and the rate of success among students 

in the control group. 

An analysis of the data in Table IX reveals that four-

teen (14) of the twenty-one (21) students, or 66.7 per cent, 

in the letters group successfully completed the course. Six 

(6) of the twenty-one (21) students, or 28.6 per cent, in the 

control group successfully had completed the course. The z 

value was 2.4 with a = .016. The letters group had a signif-

icantly higher rate of success than the control group, there-

fore, the null hypothesis was rejected. 

Hypothesis 3—There will be no significant difference 

between the rate of success among high-risk students in 

experimental group I and the rate of success among high-risk 

students in experimental group II. 



TABLE IX 

TEST OF SIGNIFICANT DIFFERENCE BETWEEN PROPORTIONS 
OF SUCCESSFUL STUDENTS IN THE LETTERS GROUP 

AND THE STUDENTS IN THE CONTROL GROUP 

82 

Successful 
Letters 
Group 

Successful 
Control 
Group 

Per Cent 66.7 28.6 

Number 14 6 

Total 21 21 

"z" score 2.4 

a Level .016 

In Table X it can be seen that six (6) of the twenty-

one (21) students, or 28.6 per cent in the discussions group, 

successfully completed the course. Fourteen (14) of the 

twenty-one (21) students, or 66.7 per cent in the letters 

group, successfully completed the course. The z value was 2.4 

with a = .016. The letters group had a significantly higher 

rate of success, therefore, the null hypothesis was rejected. 

TABLE X 

TEST OF SIGNIFICANT DIFFERENCE BETWEEN PROPORTION OF 
SUCCESSFUL STUDENTS IN THE DISCUSSIONS GROUP AND 

THE STUDENTS IN THE LETTERS GROUP 

Successful 
Discussions 

Group 

Successful 
Letters 
Group 

Per Cent 28.6 66.7 

Number 6 14 

Total 21 21 

"z" score -2.4 

a level .016 
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Success Rates for Students with High-Risk Tendencies 
in Sub-Groups Based on Predictor Variables 

This research was designed and determined to test if 

students' who have a high-risk of not successfully completing 

the telecourse could be helped to complete successfully. It 

was important to ascertain which particular high-risk traits 

were or were not affected by the treatments. This required 

determining which high-risk traits were significant to each 

individual student in the study. Then the students who evi-

denced a particular high-risk trait were formed into a sub-

group based on that predictor variable. The proportion of 

successful students, that is, those who received a grade of C 

or higher, from each sub-group was calculated, and "z" tests of 

significant differences between proportions of independent 

samples were performed. 

The results of the findings for each question are in-

cluded in this section. First, the question is restated. 

Next, the academic performance of the high-risk students in 

all three study groups and their assignment to sub-groups 

based on the variable being described and tested in the spe-

cific question are presented in both tabular and narrative 

forms. Last, the descriptive percentages of the successful 

students in each sub-group and the results of the "z" test 

for significant difference between proportions of independent 

samples are presented in tabular and narrative forms. The 

tables for reporting the data use the following headings. 

The students in experimental group I who were offered extra 

credit for attending weekly on-campus discussion sessions 
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are labeled as the discussions group. Students in experi-

mental group II who were sent weekly cuing letters are 

labeled as the letters group. Group III was labeled the 

control group. All "z" tests' results are reported, and 

the tests which met the minimum standards for reliability 

due to sample size were marked with an asterisk (*). 

Question 1—Do the treatment effects vary with the age 

of the students? 

The prediction formula of success in the history tele-

course indicated that the students in the older age cate-

gories were more frequently successful. Therefore, the 

higher risk of nonsuccess was encountered for those students 

in age category one (1), or students under twenty-one (21), 

or two (2), or students twenty-one (21) to twenty-five (25). 

Students who were in age categories one (1) and two (2) were 

assigned to a high-risk sub-group from each study group. 

An examination of Table XI reveals that of the twenty-

one (21) students in the discussions group fifteen (15), or 

71.4 per cent, were in the high-risk age category one (1) 

or two (2). Three of the fifteen students, or 20 per cent, 

in the age sub-group completed the course with a grade of 

C or higher. Two (2) of the successful students made a grade 

of C and one made a grade of B. Five (5) of the fifteen 

students, or 33.3 per cent, in the age sub-group completed 

the course with a D. Seven of the fifteen, or 46.7 per cent, 

in the age sub-group received W's in the course. Three (3) 
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TABLE XI 

THE ACADEMIC PERFORMANCE OF HIGH-RISK STUDENTS IN THE 
DISCUSSIONS GROUP AND THEIR ASSIGNMENT TO A 

HIGH-RISK SUB-GROUP BASED ON AGE* (N=21) 

Students 
Assigned 
Numbers 

Students 
Age 

Category 

Grade 
in 

Course 

High-Risk 
Sub-Group 
Member+ 

Criterion 
Value 
0/1# 

1 1 D Yes 0 

5 1 W Yes 0 

7 2 w Yes 0 

10 4 c 1 

19 4 B 1 

25 2 W Yes 0 

29 1 W Yes 0 

32 3 D 0 

33 3 B 1 

34 4 W • 0 

38 2 D Yes 0 

39 2 W Yes 0 

40 1 B Yes 1 

42 1 W Yes 0 

43 2 W Yes 0 

45 1 D Yes 0 

47 1 C Yes 1 

49 5 P 0 

59 2 C Yes 1 

60 1 D Yes 0 

61 1 D Yes 0 

Total 15 15/6 

*The Age categories on the questionnaire were 1) under 
twenty-one; 2) 21-25; 3) 26-30; 4) 31-35; 5) over 35. 

+Students in age categories one (1) or two (2) had a 
high-risk of nonsuccess. 
#0=nonsuccess or grades of D,F,P,W, or I; l=successful 
completion or grades of A,B, or C. 
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of the six students, or 50 per cent, in the discussions 

group who were not in the high-risk sub-group based on age 

completed the course successfully. These three students 

had final grades of C, B, and B, respectively. The three 

(3) other students in the discussions group who were not in 

the age sub-group received grades of D, W, and P respectively. 

An analysis of the data presented in Table XII reveals 

that seventeen (17) of the twenty-one (21) students, or 81 

per cent, in the letters group were in the high-risk sub-

group based on age. Eleven (11) of the seventeen (17) stu-

dents, or 64.7 per cent, completed the course successfully, 

and included seven (7) students who made a grade of C and 

four (4) students who made a grade of B. All six (6) of 

the students in the age sub-group who did not complete the 

course received a grade of W. Three (3) of the four (4) 

students, or 75 per cent, who were not in the high-risk sub-

group based on age completed the course successfully, and 

earned grades of A, B and C, respectively. The one (1) 

student who was not in the age sub-group and was unsuccessful 

had a grade of W. 

It can be seen in Table XIII that seventeen (17) of 

the twenty-one (21) students, or 81 per cent, in the control 

group were in the high-risk sub-group based on age. Four 

(4) of the seventeen students, or 23.5 per cent, in the age 

sub-group successfully completed the course and included 

one (1) student with a grade of A, two (2) students with a 
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TABLE XII 

THE ACADEMIC PERFORMANCE OF HIGH-RISK STUDENTS IN THE 
LETTERS GROUP AND THEIR ASSIGNMENT TO A 
HIGH-RISK SUB-GROUP BASED ON AGE* (N=21) 

Students 
Assigned 
Numbers 

Students 
Age 

Category 

Grade 
in 

Course 

High-Risk 
Sub-Group 
Member+ 

Criterion 
Value 
0/1# 

4 1 W Yes 0 

6 1 W Yes 0 

11 1 C Yes 1 

12 2 C Yes 1 

15 1 C Yes 1 

21 4 P 0 

22 4 B 1 

24 1 W Yes 0 

26 2 B Yes 1 

27 1 B Yes 1 

31 2 C Yes 1 

35 1 W Yes 0 

36 1 w Yes 0 

37 1 c Yes 1 

41 1 c Yes 1 

46 1 B Yes 1 

51 1 C Yes 1 

53 3 A 1 

54 2 B Yes 1 

56 1 W Yes 0 

63 4 C 1 

Total 17 7/14 

*The age categories on the questionnaire were ! .) under 21, 
2) 21-25, 3) 25-30, 4) 31-35, 5) over 35. 

+Students in age categories one (1) or two (2) were pre-
dicted to have a high-risk of nonsuccess. 
#0=nonsuccess or grades of D, F, P, W, or I; 1= successful 
completion of the course or grades of A, B, or C. 
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TABLE XIII 

THE ACADEMIC PERFORMANCE OF HIGH-RISK STUDENTS IN THE 
CONTROL GROUP AND THEIR ASSIGNMENT TO A 
HIGH-RISK SUB-GROUP BASED ON AGE* (N=21) 

Students 
Assigned 
Numbers 

Students 
Age 

Category 

Grade 
in 

Course 

High-Risk 
Sub-Group 
Member+ 

Criterion 
Value 
0/1# 

2 1 C Yes 1 

3 1 W Yes 0 

8 1 W Yes 0 

9 1 D Yes 0 

13 5 C Yes 1 

14 1 B Yes 1 

16 2 W Yes 0 
17 1 W Yes 0 
18 2 A Yes 1 

20 2 W Yes 0 
23 1 W Yes 0 
28 1 B Yes 1 

30 1 D Yes 0 
44 2 W Yes 0 
48 3 B 1 

50 1 W Yes 0 
52 4 W 0 
55 2 W Yes 0 
57 2 W Yes 0 
58 1 W Yes 0 
62 4 W 

Total 
a- ml. _ 

17 15/6 

2) 21-25, 3) 26-30, 4) 31-35, 5) over 35. 
+Students in age categories one (1) or two (2) were 
predicted to have a high-risk of nonsuccess. 
#0=nonsuccess or grades of D, F, P, W, or I; l=successful 
completion or grades of A, B, or C. 
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grade of B, and one (1) student with a grade of C. Thirteen 

(13) of the seventeen (17) students, or 76.5 per cent, in 

the age sub-group did not complete the course successfully. 

Two (2) of the unsuccessful students had a grade of D and 

eleven (11) received a grade of W. Two (2) of the four (4) 

students, or 50 per cent, who were not in the high-risk sub-

group based on age completed the course with one earning a 

grade of B and the other a grade of C. The two remaining 

students who were not in the age sub-group received a grade 

of W. 

The sub-groups formed by the prediction variable of age 

were described and tested and the results can be seen in 

Table XIV. Three (3) of the fifteen (15) students, or 20 

per cent, who were in age category one (1) or two (2), 

that is from eighteen (18) to twenty-five (25) years of age, 

in the discussions group successfully completed the course. 

Eleven (11) of the seventeen (17) students, or 64.7 per cent, 

who were in age category one (1) or two (2) and in the let-

ters group successfully completed the course. Four (4) of 

the seventeen (17) students, or 23.5 per cent who were in 

age category one (1) or two (2) and in the control group 

successfully completed the course. The z score for the dis-

cussions group with the letters group was 2.4 with a a = .014, 

The z score for the discussions group with the control group 

was -0.2 with a = .810. The z, score for the letters group 

with the control group was 2.3 with a = .019. Thus, in the 
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TABLE XIV 

PERCENTAGE OF SUCCESSFUL STUDENTS FROM THE SUB-GROUPS 
BASED ON THE STUDENTS IN HIGH-RISK AGE CATEGORIES 

ONE (1) AND TWO (2) AND THE "Z" TESTS FOR 
SIGNIFICANT DIFFERENCES 

Discussions 
Sub-Group 

Letters 
Sub-Group 

Per Cent* 20 64.7 

Number* 3 11 

Total** 15 17 

"z" test -2.4 

a Level 0.014 

Discussions 
Sub-Group 

Control 
Sub-Group 

Per Cent* 20 23.5 

Number* 3 4 

Total** 15 17 

"z" test -0.2 

a Level 0.810 

Letters 
Sub-Group 

Control 
Sub-Group 

Per Cent* 23.5 20 

Number* 4 3 

Total** 17 15 

"z" test 2.3 

a Level 0.019 

*Of successful students, that is, earning grades of A, B, or C. 
**Students in the sub-group. 
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age sub-group the students in the letters group did signif-

icantly better than the age sub-groups formed from either 

the discussions group or the control group. 

Question 2—Do the treatment effects vary with the stu-

dents who score high on the affiliating motivation scale of 

the AMI? 

The second predictor of success in the formula used for 

identifying the high-risk students in the history telecourse 

was affiliating motivation. The students with low scores on 

that AMI scale were more likely to complete the course suc-

cessfully. Therefore, students who scored above the mean on 

affiliating motivation were formed into a high-risk sub-group 

for each study group. Once the membership of the sub-group 

was identified the three sub-groups were described and tested 

for significant differences. 

An examination of Table XV shows that fifteen (15) of 

the twenty-one (21) students, or 71.4 per cent, in the dis-

cussions group scored above the mean on the affiliating 

motivation scale. Five (5) of the fifteen (15) students, or 

33.3 per cent, in the affiliating sub-group completed the 

course successfully. Of the successful completers, three 

(3) had a grade of C and two (2) earned a grade of B. Ten 

(10) of the fifteen students, or 66.7 per cent, in the affi-

liating sub-group were unsuccessful. Five (5) of the unsuc-

cessful students received a grade of W, four (4) received a 

grade of D and one (1) received a grade of P. Six (6) of 
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TABLE XV 

THE ACADEMIC PERFORMANCE OF HIGH-RISK STUDENTS IN THE 
DISCUSSIONS GROUP AND THEIR ASSIGNMENT TO A HIGH-

RISK SUB-GROUP BASED ON AMI AFFILIATING 
MOTIVATION SCORE (N=21) 

Students 
Assigned 
Numbers 

Students 
Affiliating 
Motivation 

Score 

Grade 
in 

Course 

High-Risk 
Sub-Group 
Member* 

Criterion 
Value 
0/1+ 

1 12 D Yes 0 

5 15 W Yes 0 

7 12 W Yes 0 

10 11 C Yes 1 

19 09 B 1 

25 11 W Yes 0 

29 09 W 0 

32 13 D Yes 0 

33 12 B Yes 1 

34 12 W Yes 0 

38 10 W 0 

40 11 B Yes 1 

42 10 W 0 

43 13 w Yes 0 

45 08 D 0 

47 15 C Yes 1 

49 13 P Yes 0 

59 16 C Yes 1 

60 18 D Yes 0 

61 13 D Yes 0 

Total 15 15/6 

nonsuccess 
+0=nonsuccessful or grades of D, F, P, W, or I; 1= success-
ful or grades of A, B, or C. 
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the twenty-one (21) students, or 28.6 per cent, in the dis-

cussions group were not in the affiliating sub-group. One 

(1) completed the course successfully with a grade of B, 

two (2) completed unsuccessfully with a grade of D and three 

(3) received a grade of W. 

An analysis of the data in Table XVI reveals that twelve 

(12) of the twenty-one (21) students, or 57.1 per cent, in 

the letters group scored above the mean on the affiliating 

motivation scale. Seven (7) of the twelve (12) students, or 

58.3 per cent, in the affiliating sub-group completed the 

course successfully. Three (3) of the successful students 

earned a grade of B and four (4) got a grade of C. Five (5) 

of the twelve (12) students, or 41.7 per cent, in the affi-

liating sub-group were unsuccessful. The five (5) unsuc-

cessful students all received a grade of W in the course. 

Nine (9) of the twenty-one (21) students, or 42.9 per cent, 

in the letters group were not in the affiliating sub-group. 

Seven completed the course successfully. Of these seven 

successful completers, four (4) earned a grade of C, two (2) 

earned a grade of B and one (1) earned a grade of A. The 

two other students who were not in the affiliating sub-group 

had a grade of W and a grade of P in the course, respectively. 

It can be seen in Table XVII that twenty (20) of the 

twenty-one (21) students, or 95.2 per cent, in the control 

group scored above the mean on the affiliating motivation 

scale. Six (6) of the twenty (20) students, or 30 per cent, 
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TABLE XVI 

THE ACADEMIC PERFORMANCE OF HIGH-RISK STUDENTS IN THE 
LETTERS GROUP AND THEIR ASSIGNMENT TO A HIGH-

RISK SUB-GROUP BASED ON AMI AFFILIATING 
MOTIVATION SCORE (N=21) 

Students 
Assigned 
Numbers 

Students 
Affiliating 
Motivation 

Score 

Grade 
in 

Course 

High-Risk 
Sub-Group 
Member* 

Criterion 
Value 

0 / 1 + 

4 10 W 0 

6 14 W Yes 0 

11 10 C 1 

12 09 c 1 

15 10 c 1 

21 05 p 0 

22 11 B Yes 1 

24 18 W Yes 0 

26 13 B Yes 1 

27 08 B 1 

31 12 C Yes 1 

35 11 w Yes 0 

36 12 w Yes 0 

37 10 c 1 

41 11 B Yes 1 

46 10 B 1 

51 11 C Yes 1 

53 09 A 1 

54 15 B Yes 1 

56 11 W Yes 0 

63 16 C Yes 1 

Total 
12 7 / 1 4 

nonsuccess 
+0=nonsuccessful or grades of D, F, P, W, or I; 1= success-
ful or grades of A, B, or C. 
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TABLE XVII 

THE ACADEMIC PERFORMANCE OF HIGH-RISK STUDENTS IN THE 
CONTROL GROUP AND THEIR ASSIGNMENT TO A HIGH-

RISK SUB-GROUP BASED ON AMI AFFILIATING 
MOTIVATION SCORE (N=21) 

Students 
Assigned 
Numbers 

Students 
Affiliating 
Motivation 

Score 

Grade 
in 

Course 

High-Risk 
Sub-Group 
Member* 

Criterion 
Value 
0/1+ 

2 13 C Yes 1 

3 11 W Yes 0 

8 15 W Yes 0 

9 12 D Yes 0 

13 16 C Yes 1 

14 13 B Yes 1 

16 14 W Yes 0 

17 15 W Yes 0 

18 14 A Yes 1 

20 13 W Yes 0 

23 16 W Yes 0 

28 11 B Yes 1 

30 15 D Yes 1 

44 11 W Yes 0 

48 14 B Yes 1 

50 18 W Yes 0 

52 17 W Yes 0 

55 08 W 0 

57 12 W Yes 0 

58 12 W Yes 0 

62 11 W Yes 0 

Total 20 15/6 

nonsuccess. 
+O=nonsuccess or grades of D, F, P, W, or I; ^success-
ful or grades of A, B, or C. 
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in the affiliating sub-group completed the course success-

fully. Two (2) of the successful completers received a 

grade of C, three (3) received a grade of B and one (1) 

received a grade of A. Fourteen (14) of the twenty (20) stu-

dents, or 70 per cent, in the affiliating sub-group were 

unsuccessful. Twelve (12) of the unsuccessful students in 

the affiliating sub-group received a grade of W and two (2) 

received a grade of D. The one (1) student in the control 

group who did not score above the mean on the affiliating 

motivation scale received a grade of W in the course. 

The students assigned to the affiliating sub-groups 

were then described and tested. The report of those find-

ings can be seen in Table XVIII. Five (5) of fifteen (15) 

students, or 33.3 per cent, in the discussions group scored 

above the mean (10.7) on the affiliating motivation scale 

and successfully completed the course. Seven (7) of the 

twelve (12) students, or 58.3 per cent, in the letters group 

scored above the mean on the affiliating motivation scale 

and successfully completed the course. Six (6) of the 

twenty (20) students, or 30 per cent, in the control group 

scored above the mean on the affiliating motivation scale 

and successfully completed the course. The z score for the 

discussions group with the letters group was -1.3 with 

a = .211. The z score for the discussions group with the 

control group was -0.1 with cx = .923. The z score for the 
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TABLE XVIII 

PERCENTAGE OF SUCCESSFUL STUDENTS FROM THE SUB-GROUPS 
BASED ON SCORES ABOVE THE MEAN FOR THE AMI 

AFFILIATING MOTIVATION SCALE AND THE "Z" 
TESTS FOR SIGNIFICANT DIFFERENCES 

Discussions Letters 
Sub-Group Sub-Group 

Per Cent* 33.3 58.3 

Number* 5 7 

Total** 15 12 

"z" test -1.3 

a Level 0.211 

Discussions Con tro1 
Sub-Group Sub-Group 

Per Cent* 33.3 30 

Number* 5 6 

Total** 15 20 

"z" test -0.1 

a Level 0.923 

Letters Control 
Sub-Group Sub-Group 

Per Cent* 58.3 30 

Number* 7 6 

Total** 12 20 

"z" test 1.5 

a Level 

— , i 

0.122 

**Students in the sub-group. 
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letters group with the control group was 1.5 with a = .122. 

None of the sub-group based on affiliating motivation were 

significantly different, although the letters sub-group had 

a higher percentage of successful completers than either of 

the other two (2) sub-groups. 

Question 3—Do the treatment effects vary with the stu-

dents who scores low on the thinking motivation scale of the 

AMI? 

The third predictor of success in the formula used to 

identify the high-risk students in the history telecourse 

was thinking motivation. The students with high scores on 

the AMI thinking motivation scale were most likely to com-

plete the course successfully. Therefore, students who 

scored below the mean (25.4) were formed into a high-risk 

sub-group for each study group. Once the membership of the 

sub-group was identified, the three sub-groups were described 

and tested for significant differences. 

An examination of Table XIX shows that eleven (11) of 

the twenty-one (21) students, or 52.4 per cent, in the dis-

cussions group scored below the mean on the thinking moti-

vation scale. Two (2) of the eleven (11) students, or 18.2 

per cent, in the thinking sub-group completed the course 

successfully. Both of the successful completers had a grade 

of C. Nine (9) of the eleven (11), or 81.8 per cent, in the 

thinking sub-group were unsuccessful. Six (6) of the unsuc-

cessful students received a W, two (2) received a grade of 



99 

TABLE XIX 

THE ACADEMIC PERFORMANCE OF HIGH-RISK STUDENTS IN THE 
DISCUSSIONS GROUP AND THEIR ASSIGNMENT TO A HIGH-

RISK SUB-GROUP BASED ON AMI THINKING 
MOTIVATION SCORE (N=21) 

Students 
Assigned 
Numbers 

Students 
Thinking 
Motivation 

Score 

Grade 
in 

Course 

High-Risk 
Sub-Group 
Member* 

Criterion 
Value 
0/1+ 

1 24 D Yes 0 

5 30 W 0 

7 24 W Yes 0 

10 28 C 1 

19 33 B 1 

25 22 W Yes 0 

29 18 W Yes 0 

32 31 D 0 

33 32 B 1 

34 20 W Yes 0 

38 21 D Yes 0 

39 24 W Yes 0 

40 26 B 1 

42 22 W Yes 0 

43 37 W 0 

45 36 D 0 

47 20 C Yes 1 

49 25 P Yes 0 

59 16 C Yes 1 

60 26 D 0 

61 26 D 0 

Total 11 15/6 

*Scores above the mean bf 10.7 indicated a high-risk of 
nonsuccess. 
+0=nonsuccess or grades of D, F, P, W, or I; l=successful 
or grades of A, B, or C. 
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D and one (1) received a grade of P. Ten (10) of the twenty-

one (21) students, or 47.6 per cent, in the discussions group 

scored above the mean on the thinking motivation scale. Four 

(4) of the nonmembers of the thinking sub-group completed the 

course successfully with two (2) of the students earning a 

grade of C and the two (2) others earning a grade of B. Six 

(6) of the students who were not in the thinking sub-group 

were unsuccessful. Two (2) of the unsuccessful students re-

ceived a grade of W and four (4) received a grade of D. 

An analysis of the data in Table XX reveals that fif-

teen (15) of the twenty-one (21) students, or 71.4 per cent, 

in the letters group scored below the mean on the thinking 

motivation scale. Ten (10) of the fifteen (15) students, or 

66.7 per cent, in the thinking sub-group successfully com-

pleted the course. Five (5) of the successful students 

earned a grade of C, four (4) earned a grade of B and one 

(1) earned a grade of A. Five (5) of the fifteen students, 

or 33.3 per cent, in the thinking sub-group were unsuccess-

ful. Four (4) of the unsuccessful students received a grade 

of W and the other one (1) unsuccessful student received a 

grade of P. Six (6) of the twenty-one students, or 28.6 per 

cent, in the letters group scored above the mean on the 

thinking motivation scale. Four (4) of the nonmembers of the 

thinking sub-group completed the course successfully with 

three (3) of the students earning a grade of C and one (1) 

a grade of B. Two of the students who were not in the 

thinking sub-group received a grade of W in the course. 
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TABLE XX 

THE ACADEMIC PERFORMANCE OF HIGH-RISK STUDENTS IN THE 
LETTERS GROUP AND THEIR ASSIGNMENT TO A HIGH-

RISK SUB-GROUP BASED ON AMI THINKING 
MOTIVATION SCORE (N=21) 

Students 
Assigned 
Numbers 

Students 
Thinking 

Motivation 
Score 

Grade 
in 

Course 

High-Risk 
Sub-Group 
Member* 

Criterion 
Value 
0/1+ 

4 27 W 0 

6 24 W Yes 0 

11 28 C 1 

12 20 C Yes 1 

15 24 c Yes 1 

21 14 p Yes 0 

22 10 B Yes 1 

24 22 W Yes 0 

26 29 B 1 

27 17 B Yes 1 

31 26 C 1 

35 21 W Yes 0 

36 23 W Yes 0 

37 22 C Yes 1 

41 08 C Yes 1 

46 20 B Yes 1 

51 23 C Yes 1 

53 22 A Yes 1 

54 24 B Yes 1 

56 26 W 0 

63 26 C 1 

Total 15 7/14 

nonsuccessful completion. 
+0=nonsuccess or grades of D, F, P, W, or I; l=successful 
completion or grades of A, B, or C. 
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It can be seen in Table XXI that sixteen (16) of the 

twenty-one (21) students, or 76.2 per cent, in the control 

group scored below the mean on the thinking motivation scale. 

Four (4) of the sixteen (16) students, or 25 per cent, in 

the thinking sub-group completed the course successfully. 

Of the successful completers, one (1) made a grade of C and 

three (3) made a grade of B. Twelve (12) of the sixteen 

students, or 75 per cent, in the thinking sub-group were un-

successful in the course. Eleven (11) of the unsuccessful 

students received a grade of W and one (1) received a grade 

of D. Five (5) of the twenty-one (21) students in the con-

trol group scored above the mean on the thinking motivation 

scale. Two (2) of the students who were not members of the 

thinking sub-group completed the course successfully earning 

grades of C and A respectively. Three (3) of the students 

who were not in the thinking sub-group were unsuccessful in 

the course with one (1) receiving a grade of D and the other 

two (2) receiving a grade of W. 

Once the sub-groups based on low thinking motivation 

had been created, they were described and tested. The re-

sults of the thinking sub-group analysis can be seen in 

Table XXII. Two (2) of the eleven (11) students who scored 

below the mean (25.4) on the thinking motivation scale and 

were in the discussions group successfully completed the 

course. Ten (10) of the fifteen (15) students, or 66.7 per 

cent, who scored below the mean on the thinking motivation 
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TABLE XXI 

THE ACADEMIC PERFORMANCE OF HIGH-RISK STUDENTS IN THE 
CONTROL GROUP AND THEIR ASSIGNMENT TO A HIGH-

RISK SUB-GROUP BASED ON AMI THINKING 
MOTIVATION SCORE (N=21.) 

Students 
Assigned 
Numbers 

Students 
Thinking 

Motivation 
Score 

Grade 
in 

Course 

High-Risk 
Sub-Group 
Member* 

Criterion 
Value 
0/1+ 

2 31 C 1 

3 24 W Yes 0 

8 23 w Yes 0 

9 28 w 0 

13 21 c Yes 1 

14 23 B Yes 1 

16 22 W Yes 0 

17 18 W Yes 0 

18 27 A Yes 1 

20 24 W Yes 0 

23 23 W Yes 0 

28 19 B Yes 1 

30 17 D Yes 0 

44 25 W Yes 0 

48 25 B Yes 1 

50 24 W Yes 0 

52 27 W 0 

55 19 W Yes 0 

57 26 w 0 

58 09 w Yes 0 

62 22 w Yes 0 

Total 16 15/6 

nonsuccessful completion. 
+0=nonsuccess or grades of D, F, P, W, or I; l=successful 
completion or grades of A, B, or C. 
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TABLE XXII 

PERCENTAGE OF SUCCESSFUL STUDENTS FROM THE SUB-GROUPS 
BASED ON SCORES BELOW THE MEAN ON THE AMI THINKING 

MOTIVATION SCALE AND THE "Z" TESTS FOR 
SIGNIFICANT DIFFERENCES 

Discussions 

Sub-Group 
Letters 

Sub-Group 

Per Cent* 18.2 66.7 

Number* 2 10 

Total** 11 15 

"z" test -2.3 

a Level 0.019 

Discussions 
Sub-Group 

Control 
Sub-Group 

Per Cent* 18.2 25 

Number* 2 4 

Total** 11 16 

"z" test -0.4 

a Level 0.688 

Letters 
Sub-Group 

Control 
Sub-Group 

Per Cent* 66. 7 25 

Number* 10 4 

Total** 15 16 

"z" test 2.3 

a Level 

1 
0. 024 

* • Students in the sub-group. 
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scale and were in the letters group successfully completed 

the course. Four (4) of the sixteen (16), or 25 per cent, 

who scored below the mean on the thinking motivation scale 

and were in the control group successfully completed the 

course. The z, score for the discussions group with the 

letters group was -2.3 with a = .019. The z score for the 

discussions group with the letters group was -0.4 with a=.688. 

The z score for the letters group with the control group was 

2.3 with a= .024. The letters sub-group based on thinking 

motivation had significantly higher percentage of students 

successfully complete the course than either the discussions 

or control sub-groups. The difference between the proportion 

of successful students in the discussions and control sub-

groups were insignificant. 

Question 4—Do the treatment effects vary with the stu-

dents who score above the mean on the self-improvement scale 

of the AMI? 

The fourth predictor of success in the formula used to 

identify the high-risk students in the history telecourse 

was self-improvement motivation. The students with low 

scores on the AMI self-improvement scale were more likely 

to complete the course successfully. Therefore, students 

who scored above the mean (16.7) were formed into a high-

risk sub-group for each study group. Once the membership 

of the sub-group was identified, the three sub-groups were 

described and tested for significant differences. 
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An analysis of the information in Table XXIII shows 

that fourteen (14) of the twenty-one (21) students, or 66.7 

per cent, in the discussions group scored above the mean on 

the self-improvement motivation scale. Three (3) of the 

fourteen (14) students, or 21.4 per cent, in the self-

improvement sub-group completed the course successfully. Two 

(2) of the successful students earned a grade of C and the 

other one (1) earned a grade of B. Eleven (11) of the four-

teen (14) students, or 78.6 per cent, in the self-improve-

ment sub-group did not successfully complete the course. 

Four (4) of the unsuccessful students received a grade of W, 

six (6) received a grade of D and one (1) received a grade 

of P. Seven (7) of the twenty-one (21) students, or 33.3 

per cent, in the discussions group scored below the mean on 

the self-improvement motivation scale. Three (3) of the stu-

dents who scored below the mean on the self-improvement moti-

vation scale successfully completed the course, and two (2) 

of them made a grade of B and the other a grade of C. Four 

(4) of the students who were not in the self-improvement 

sub-group were unsuccessful. The four (4) all received a grade 

of W in the course. 

An examination of the data in Table XXIV reveals that 

twelve (12) of the twenty-one (21) students, or 57.1 per cent, 

in the letters group scored above the mean on the self-

improvement motivation scale. Eight (8) of the twelve (12) 

students, or 66.7 per cent, in the self-improvement sub-group 
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TABLE XXIII 

THE ACADEMIC PERFORMANCE OF HIGH-RISK STUDENTS IN THE 
DISCUSSIONS GROUP AND THEIR ASSIGNMENT TO A HIGH-

RISK SUB-GROUP BASED ON AMI SELF-IMPROVEMENT 
MOTIVATION SCORE (N=21) 

Students 
Assigned 
Numbers 

Students 
Self-

Improvement 
Motivation 

Score 

Grade 
in 

Course 

High-Risk 
Sub-Group 
Member* 

Criterion 
Value 
0/1+ 

1 19 D Yes 0 

5 24 W Yes 0 

7 09 W 0 

10 23 C Yes 1 

19 16 B 1 

25 16 W 0 

2 9 13 W 0 

32 21 D Yes 0 

33 16 B 1 

34 17 W Yes 0 

38 17 D Yes 0 

39 17 W Yes 0 

40 28 B Yes 1 

42 12 W 0 

43 19 W Yes 0 

45 20 D Yes 0 

47 08 C 1 

49 22 P Yes 0 

59 21 C Yes 1 

60 25 D Yes 0 

61 20 D Yes 0 

Total 14 15/6 

*Scores above the mean of 16.7 indicated a high-risk 
of nonsuccess. 

+0=nonsuccess or grades of D, F, P, W, or I; l=successful 
completion or grades of A, B, or C. 
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TABLE XXIV 
THE ACADEMIC PERFORMANCE OF HIGH-RISK STUDENTS IN THE 

LETTERS GROUP AND THEIR ASSIGNMENT TO A HIGH-RISK 
SUB-GROUP BASED ON AMI SELF-IMPROVEMENT 

MOTIVATION SCORE (N=21) 

Students 
Assigned 
Numbers 

Students 
Self-

Improvement 
Motivation 

Score 

Grade 
in 

Course 

High-Risk 
Sub-Group 
Member* 

Criterion 
Value 
0/1+ 

4 22 W Yes 0 

6 15 W 0 

11 22 C Yes 1 

12 14 C 1 

15 12 C 1 

21 12 P 0 

22 1 2 B 1 

24 23 W Yes 0 

26 22 B Yes 1 

27 17 B Yes 1 

31 18 C Yes 1 

35 23 W Yes 0 

36 26 w Yes 0 

37 19 c Yes 1 

41 21 c Yes 1 

46 15 B 1 

51 15 C 1 

53 16 A 1 

54 24 B Yes 1 

56 14 W 0 

63 22 C Yes 1 

Total 12 7/14 

nonsuccess. 
+0=nonsuccess or grades of D, F, P W, or I; l=successful 
completion or grades of A, B, or C. 
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completed the course successfully. Five (5) of the completers 

earned a grade of C, and three (3) earned a grade of B. Four 

(4) of the twelve (12) students,or 33.3 per cent, in the 

self-improvement sub-group did not successfully complete the 

course. All four of the noncompleters received a grade of W. 

Nine (9) of the twenty-one (21) students, or 42.9 per cent, 

in the letters group scored below the mean on the self-

improvement motivation scale. Six (6) of the nine (9) stu-

dents, or 66.7 per cent, successfully completed the course 

with three (3) of the students earning a grade of C, two (2) 

students earning a grade of B and one (1) earning a grade of 

A. Three (3) other students in the letters group that were 

not in the self-improvement sub-group were unsuccessful. 

Two (2) of the students received a grade of W and one (1) a 

grade of P. 

It can be learned from Table XXV that eleven (11) of the 

twenty-one (21) students, or 52.4 per cent, in the control 

group scored above the mean on the self-improvement motiva-

tion scale. Three (3) of the eleven (11) students, or 27.3 

per cent, in the self-improvement sub-group completed the 

course successfully. One (1) of the completers earned a 

grade of A, one (1) earned a grade of B, and one (1) earned 

a grade of C. Eight (8) of the eleven (11) students, or 

72.7 per cent, in the self-improvement sub-group were unsuc-

cessful in the course. Two (2) of the unsuccessful students 

received a grade of D, and six (6) received a grade of W. 



110 

TABLE XXV 

THE ACADEMIC PERFORMANCE OF HIGH-RISK STUDENTS IN THE 
CONTROL GROUP AND THEIR ASSIGNMENT TO A HIGH-RISK 

SUB-GROUP BASED ON AMI SELF-IMPROVEMENT 
MOTIVATION SCORE (N=21) 

Students 
Assigned 
Numbers 

Students 
Self-

Improvement 
Motivation 

Score 

Grade 
in 

Course 

High-Risk 
Sub-Group 
Member* 

Criterion 
Value 
0/1+ 

2 24 C Yes 1 

3 15 W 0 

8 11 W 0 

9 21 D Yes 0 

13 16 C 1 

14 15 B 1 

16 11 W 0 

17 23 W Yes 0 

18 17 A Yes 1 

20 17 W Yes 0 

22 24 W Yes 0 

28 23 B Yes 1 

30 19 D Yes 0 

44 09 W 0 

48 14 B 1 

50 17 W Yes 0 

52 20 W Yes 0 

55 15 W 0 

57 21 W Yes 0 

58 14 W 0 

62 16 W 0 

Total 11 15/6 

*Scores above the mean of 16.7 indicated a high-risk of 
nonsuccess. 

+0=nonsuccess or grades of D, F, P, W, or I; l=successful 
completion or grades of A, B, or C. 
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Ten (10) of the twenty-one students, or 47.6 per cent, 

scored below the mean on the self-improvement motivation 

scale. The nonmembers of the sub-group had three (3) stu-

dents complete successfully including one (1) who made a 

grade of C, and two (2) who made a grade of B. Seven of the 

nonmembers of the sub-group were unsuccessful, and each re-

ceived a grade of W in the course. 

The high-risk sub-groups based on above average scores 

on the self-improvement motivation scale were identified, 

and the analysis of the sub-groups reported in Table XXVI. 

Three (3) of the thirteen (13) students, or 23.1 per cent, 

who scored above the mean (16.7) on the self-improvement 

scale of the AMI and were in the discussions group success-

fully completed the course. Nine (9) of the twelve (12) 

students, or 66.7 per cent, who scored above the mean on the 

self-improvement scale and were in the letters group success-

fully completed the course. Three (3) of the eleven (11) 

students, or 27.3 per cent, who scored above the mean on the 

self-improvement scale and were in the control group success-

fully completed the course. The z score for the discussions 

group with the letters group was -2.1 with a = .035. The z 

score for the discussions group with the control group was 

-0.2 with a= .821. The z score for the letters group with 

the control group was 1.8 with a = .071. The letters sub-

group based on self-improvement score had a significantly 

higher rate of successful completion than for the discussions 
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TABLE XXVI 

PERCENTAGE OF SUCCESSFUL STUDENTS FROM THE SUB-GROUPS 
BASED ON SCORES BELOW THE MEAN ON THE AMI SELF-

IMPROVEMENT SCALE AND THE "Z" TESTS FOR 
SIGNIFICANT DIFFERENCES 

Discussions 

Sub-Group 

Letters 

Sub-Group 

Per Cent* 2 1 . 4 6 6 . 7 

Number* 3 9 

Total** 14 12 

"z" test - 2 . 1 

a Level 0 . 0 3 5 

Discussions 
Sub-Group 

Control 
Sub-Group 

Per Cent* 2 1 . 4 2 7 . 3 

Number * 3 3 

Total** 14 11 

"z" test - 0 . 2 

a Level 0 . 8 2 1 

Letters 
Sub-Group 

Control 
Sub-Group 

Per Cent* 66. 7 2 7 . 3 

Number * 9 3 

Total** 12 11 

"z" test 1 . 8 

a Level 0 . 0 7 1 

*Of successful students, that is, 
**Students in the sub-group. 

earning grades of -h, B, or C. 
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group and a higher percentage of successful students than 

for the control group, but not at a statistically signifi-

cant level. The discussions and control sub-groups were not 

significantly different. 

Question 5—Do the treatment effects vary with the stu-

dents who took the Richland College, DCCCD, assessment test? 

The fifth predictor of success in the formula used to 

identify the high-risk students in the history telecourse 

was whether or not the students took the Richland College 

assessment test. The assessment test indicated the level of 

preparation the entering students have in reading, writing 

and mathematics. It was used for most beginning students 

for the first time in the Fall Semester of 1979. No student 

was required to take the test. The relationship of the 

assessment to the predictor was that the students who did 

not take the test had a better predicted success than the 

students who did. Therefore, students who took the assess-

ment were formed into a high-risk sub-group for each study 

group. Once the members of the sub-group were identified, 

the three sub-groups were described and tested for signifi-

cant differences. 

An examination of Table XXVII shows that six (6) of 

the twenty-one (21) students, or 28.6 per cent, in the dis-

cussions group had taken the Richland College assessment 

test. Three (3) of the six (6) students, or 50 per cent, 

in the test sub-group completed the course successfully. 
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TABLE XXVII 

THE ACADEMIC PERFORMANCE OF HIGH-RISK STUDENTS IN THE 
DISCUSSIONS GROUP AND THEIR ASSIGNMENT TO A HIGH-

RISK SUB-GROUP BASED ON TAKING THE RICHLAND 
COLLEGE ASSESSMENT TEST (N=21) 

Students 
Assigned 
Numbers 

Did Students 
Take 

Assessment 
Test 

Grade 
in 

Course 

High-Risk 
Sub-Group 
Member+ 

Criterion 
Value 
0/1# 

1 1 D Yes 0 
5 2 W 0 
7 2 W 0 
10 2 c 1 
19 1 B Yes 1 
25 1 W Yes 0 
29 2 W 0 
32 2 D 0 
33 1 B Yes 1 
34 2 W 0 
38 2 D 0 
39 2 W 0 
40 2 B 1 
42 2 W 0 
43 2 W 0 

45 1 D Yes 0 
47 1 C Yes 1 
49 2 P 0 
59 2 C 1 
60 2 D 0 
61 2 D 0 

Total 
^ -P 1 \ 

6 15/6 

+Students who answered yes showed a high-risk tendency. 
#0=nonsuccess or grades of D, F, P, W, or I; l=successful 
completion or grades of A, B, or C. 
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Two (2) of the successful students made a grade of B and 

one (1) made a grade of C. Three (3) of the six (6) stu-

dents, or 50 per cent, in the test sub-group were unsuccess-

ful in the course. Two (2) of the unsuccessful students 

received a grade of D and one (1) received a grade of W. 

Fifteen (15) of the twenty-one (21) students, or 71.4 per 

cent, in the discussions group did not take the Richland 

College assessment test. Three (3) of the fifteen (15) non-

members of the sub-group, or 20 per cent, completed the course 

successfully. The three (3) successful nonmembers of the 

test sub-group made a grade of C. Twelve (12) of the fif-

teen (15) nonmembers of the test sub-group, or 80 per cent, 

were unsuccessful in completing the course. Seven (7) of 

the unsuccessful nonmembers of the test sub-group received 

a grade of W, four (4) of the nonmembers received a grade 

of D and one (1) of the nonmembers received a grade of P. 

An analysis of the data in Table XXVIII reveals that 

nine (9) of the twenty-one (21) students, or 42.9 per cent, 

in the letters group took the Richland College assessment 

test and successfully completed the course. Six (6) of the 

nine (9) members of the test sub-group, or 66.7 per cent, 

successfully completed the course. Four (4) of the success-

ful completers earned a grade of C, one (1) earned a grade 

of B, and one (1) earned a grade of A. Three (3) of the 

nine (9) members of the test sub-group, or 33.3 per cent, 

were unsuccessful in the course. Three (3) unsuccessful 
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TABLE XXVIII 

THE ACADEMIC PERFORMANCE OF HIGH-RISK STUDENTS IN THE 
LETTERS GROUP AND THEIR ASSIGNMENT TO A HIGH-RISK 

SUB-GROUP BASED ON TAKING THE RICHLAND 
COLLEGE ASSESSMENT TEST (N=21) 

Students 
Assigned 
Numbers 

Did Students 
Take 

Assessment 
Test 

Grade 
in 

Course 

High-Risk 
Sub-Group 
Member+ 

Criterion 
Value 
0/1# 

4 1 W Yes 0 

6 2 w 0 

11 2 c 1 

12 1 c Yes 1 

15 1 c Yes 1 

21 2 p 0 

22 2 B 1 

24 2 W 0 

26 1 B Yes 1 

27 2 B 1 

31 2 C 1 

35 2 W 0 

36 1 W Yes 0 

37 1 c Yes 1 

41 1 c Yes 1 

46 2 B 1 

51 2 C 1 

53 1 A Yes 1 

54 2 B 1 

56 1 W Yes 0 

63 2 c 1 

Total 9 7/14 

*Response 1) was yes anc 2) was no. 
+Students who answered yes showed a high-risk tendency. 
#0=nonsuccess or grades of D, F, P, W, or I; l=successful 
completion or grades of A, B, or C. 
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students in the test sub-group received a grade of W. 

Twelve (12) of the twenty-one (21) students, or 57.1 per 

cent, in the letters group had not taken the Richland Col-

lege assessment test. Eight (8) of the twelve (12) non-

members of the test sub-group,or 66.7 per cent, completed 

the course successfully. Four (4) of the successful stu-

dents received a grade of C, and four (4) received a grade 

of B. Four (4) of the nonmembers of the test sub-group were 

unsuccessful in the course. Three (3) of the unsuccessful 

students received a grade of W, and one (1) received a grade 

of P. 

It can be seen in Table XXIX that eight (8) of the 

twenty-one (21) students, or 38.1 per cent, in the control 

group took the Richland College assessment test. None of 

the eight (8) members of the test sub-group, or 0 per cent, 

completed the course successfully. The eight (8) members 

of the test sub-group received a grade of W. Thirteen (13) 

of the twenty-one students, or 61.9 per cent, in the control 

group did not take the Richland College assessment test. 

Six (6) of the thirteen (13) nonmembers of the test sub-

group, or 46.2 per cent, completed the couse successfully. 

Two (2) of the successful students made a grade of C, three 

(3) made a grade of B, and one (1) made a grade of A. Seven 

(7) of the thirteen (13) nonmembers of the test sub-group, 

53.8 per cent, were unsuccessful in completing the course. 

Five of the noncompleters received a grade of W, and two (2) 

received a grade of D. 
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TABLE XXIX 

THE ACADEMIC PERFORMANCE OF HIGH-RISK STUDENTS IN THE 
CONTROL GROUP AND THEIR ASSIGNMENT TO A HIGH-RISK 

SUB-GROUP BASED ON TAKING THE RICHLAND 
COLLEGE ASSESSMENT TEST* (N=21) 

Students 
Assigned 
Numbers 

Did Students 
Take 

Assessment 
Test 

Grade 
in 

Course 

High-Risk 
Sub-Group 
MemberH-

Criterion 
Value 
0/1# 

2 2 C 1 
3 1 W Yes 0 
8 2 w 0 
9 2 D 0 

13 2 C 1 
14 2 B 1 
16 1 W Yes 0 
17 2 W 0 
18 2 A 1 
20 1 W Yes 0 
23 2 W 0 
28 2 B 1 
30 2 D 0 
44 1 W Yes 0 
48 2 B 1 
50 1 W Yes 0 
52 2 W 0 
55 1 W Yes 0 
57 1 W Yes 0 
58 1 W Yes 0 
62 2 W 0 

Total 8 15/6 

+Students who answered yes showed a high-risk tendency. 
#0=nonsuccess or grades of D, F, P, W, or I; l=successful 
completion or grades of A, B, or C. 
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The sub-groups formed based on taking the Richland 

College assessment test were analyzed, and the results of 

the descriptions and tests are found in Table XXX. Three 

(3) of the six (6) students, or 50 per cent, who took the 

Richland College assessment test and were in the discussions 

group successfully completed the course. Six (6) of the 

nine (9) students, or 66.7 per cent, who took the Richland 

College assessment test and were in the letters group suc-

cessfully completed the course. Zero (0) of the eight stu-

dents who took the Richland College assessment test and 

were in the control group successfully completed the course. 

The z score of the discussions group with the letters group 

was -0.6 with a = .424. The z score of the discussions 

group with the control group and the z score of the letters 

group with the control group were 0. The last two tests 

were uncalculated because the control group had a zero (0) 

proportion of successful students. The letters sub-group 

based on the assessment test had a higher proportion of 

successful students than the discussion group, but not at 

a statistically significant level. 

Question 6—Do treatment effects vary with the students 

who scored low on the Nelson-Denny Reading Test? 

The sixth predictor of success in the formula used to 

identify the high-risk students in the history telecourse 

was their reading score on the Nelson-Denny Reading Test. 

Students with scores above the mean of 21.3 were most likely 
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TABLE XXX 

PERCENTAGE OF SUCCESSFUL STUDENTS FROM THE SUB-GROUP OF 
THOSE TAKING THE RICHLAND COLLEGE ASSESSMENT TEST 
AND THE "Z" TESTS FOR SIGNIFICANT DIFFERENCES 

Discussions 
Sub-Group 

Letters 
Sub-Group 

Per Cent** 50 66.7 

Number** 3 6 

Total# 6 9 

"z" test 

a Level 
. 6 
.424 

Discussion 
Sub-Group 

Control 
Sub-Group 

Per Cent** 50 0 

Number** 3 0 

Total# 6 8 

"z" test 

a Level 

No Test* 

Letters 
Sub-Group 

Control 
Sub-Group 

Per Cent** 66. 7 0 

Number ** 6 0 

Total# 9 8 

"z" test 

a Level 

No Test 

* No test possible if one group has a percentage of zero, 
**Of successful students, that is, earning grades of A, B, or C, 
# Students in the sub-group. 
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to successfully complete the course. Therefore, students 

who scored below the mean were formed into a high-risk sub-

group based on reading score in each study group. Once the 

membership of the sub-group was identified, the three sub-

groups were described and tested for significant differences. 

An analysis of the information in Table XXXI shows that 

sixteen (16) of the twenty-one (21) students, or 76.2 per 

cent, in the discussions group scored below the mean on the 

Nelson-Denny Reading Test. Six (6) of the sixteen (16) mem-

bers of the reading sub-group, or 37.5 per cent, successfully 

completed the course. Two (2) of the successful completers 

made a grade of C, three (3) made a grade of B, and one made 

a grade of A. Ten (10) of the sixteen (16) members of the 

reading sub-group, or 62.5 per cent, were unsuccessful in 

the course. Six (6) of the unsuccessful students received 

a grade of W, three (3) received a grade of D, and one (1) 

received a grade of P. Five (5) of the twenty-one (21) stu-

dents, or 2 3.5 per cent, scored above the mean on the Nelson-

Denny Reading Test. None of the nonmembers of the reading 

sub-group successfully completed the course. Three (3) of 

the nonmembers of the reading sub-group made a grade of D, 

and two (2) received a grade of W. 

An examination of the data in Table XXXII shows that 

eleven (11) of the twenty-one (21) students, or 52.4 per 

cent, in the letters group scored below the mean on the 

Nelson-Denny Reading Test. Eight (8) of the eleven (11) 
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TABLE XXXI 

THE ACADEMIC PERFORMANCE OF HIGH-RISK STUDENTS IN THE 
DISCUSSIONS GROUP AND THEIR ASSIGNMENT TO A HIGH-
RISK SUB-GROUP BASED ON A SCORE BELOW THE MEAN 

ON THE NELSON-DENNY READING TEST (N=21) 

Students 
Assigned 
Numbers 

Students 
Nelson-
Denny 
Score 

Grade 
in 

Course 

High-Risk 
Sub-Group 
Member* 

Criterion 
Value 
0/1+ 

1 27 D 0 
5 24 W 0 
7 24 W 0 

10 17 c Yes 1 
19 21 B Yes 1 
25 11 W Yes 0 
29 14 W Yes 0 
32 19 D Yes 0 
33 21 B Yes 1 
34 17 W Yes 0 
38 18 D Yes 0 
39 19 W Yes 0 
40 19 B Yes 1 
42 16 W Yes 0 
43 12 W Yes 0 
45 23 D 0 
47 19 C Yes 1 
49 09 P Yes 0 
59 19 C Yes 1 
60 31 D 0 
61 16 D Yes 0 

Total 16 15/6 

nonsuccess. 
+O=nonsuccess or grades of D, F, W, P, or I; l=successful 
completion or grades of A, B, or C. 
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TABLE XXXII 

THE ACADEMIC PERFORMANCE OF HIGH-RISK STUDENTS IN THE 
LETTERS GROUP AND THEIR ASSIGNMENT TO A HIGH-RISK 

SUB-GROUP BASED ON A SCORE BELOW THE MEAN ON 
THE NELSON-DENNY READING TEST (N=21) 

Students 
Assigned 
Numbers 

Students 
Nelson-
Denny 
Score 

Grade 
in 

Course 

High-Risk 
Sub-Group 
Member* 

Criterion 
Value 
0/1+ 

4 26 W 0 

6 17 W Yes 0 

11 19 c Yes 1 

12 11 c Yes 1 

15 23 c 1 

21 25 P 0 

22 21 B Yes 1 

24 17 w Yes 0 

26 14 B Yes 1 

27 15 B Yes 1 

31 22 C 1 

35 19 W Yes 0 

36 22 w 0 

37 19 c Yes 1 

41 16 c Yes 1 

46 23 B 1 

51 29 C 1 

53 18 A Yes 1 

54 22 B 1 

56 28 W 0 

63 25 C 1 

Total 11 7/14 

of nonsuccess. 
+O=nonsuccess or grades of D, F, P, W, or I; l=successful 
completion or grades of A, B, or C. 
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members of the reading sub-group, or 72.7 per cent, completed 

the course successfully. Four (4) of the successful students 

earned a grade of C, three (3) earned a grade of B, and one 

(1) earned a grade of A. Three (3) of the eleven (11) stu-

dents of 28.3 per cent, in the letters group who scored below 

the reading mean were unsuccessful. The three (3) unsuccess-

ful students received a grade of W. Ten (10) of the twenty-

one (21) students, or 47.6 per cent, in the letters group 

scored above the mean on the Nelson-Denny Reading Test. Six 

(6) of the ten (10) nonmembers of the reading sub-group, or 

60 per cent, completed the course successfully. Four (4) of 

the successful students made a grade of C, and two (2) made a 

grade of B. Four (4) of the ten (10) nonmembers of the reading 

sub-group were unsuccessful in the course. Three (3) of the 

unsuccessful students received a grade of W, and one (1) re-

ceived a grade of P. 

It can be learned from Table XXXIII that fourteen (14) 

of the twenty-one (21) students, or 66.7 per cent, in the 

control group scored below the mean on the Nelson-Denny 

Reading Test. Three (3) of the fourteen (14) members of 

the reading sub-group completed the course successfully. Two 

(2) of the successful students made a grade of B, and one 

(1) made a grade of C. Eleven (11) of the fourteen (14) 

members of the reading sub-group, or 78.6 per cent, were 

unsuccessful in the course. Ten (10) of the unsuccessful 

students received a grade of W, and one (1) received a 
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TABLE XXXIII 

THE ACADEMIC PERFORMANCE OF HIGH-RISK STUDENTS IN THE 
CONTROL GROUP AND THEIR ASSIGNMENT TO A HIGH-RISK 

SUB-GROUP BASED ON A SCORE BELOW THE MEAN ON 
THE NELSON-DENNY READING TEST (N=21) 

Students 
Assigned 
Numbers 

Students 
Nelson-
Denny 
Score 

Grade 
in 

Course 

High-Risk 
Sub-Group 
Member* 

Criterion 
Value 
0/1+ 

2 23 C 1 

3 21 W Yes 0 

8 21 w Yes 0 

9 28 D 0 

13 05 C Yes 1 

14 19 B Yes 1 

16 18 W Yes 0 

17 18 w Yes 0 

18 23 A 1 

20 11 W Yes 0 

23 29 W 0 

28 17 B Yes 1 

30 18 D Yes 0 

44 24 W 0 

48 29 B 1 

50 27 W 0 

52 19 W Yes 0 

55 17 W Yes 0 

57 19 W Yes 0 

58 21 W Yes 0 

62 13 W Yes 0 

Total 14 15/6 

nonsuccessful completion of the course. 
+O=nonsuccess or grades of D, F, P, W, or I; l=successful 
completion or grades of A, B, or C. 
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grade of D. Seven (7) of the twenty-one (21) students, or 

33.3 per cent, in the control group scored above the mean 

on the Nelson-Denny Reading Test. Three (3) of the seven (7) 

nonmembers of the reading sub-group, or 42.9 per cent, com-

pleted the course successfully. One (1) of the successful 

nonmembers of the reading sub-group made a grade of C, one (1) 

made a grade of B, and one (1) made a grade of A. Four (4) 

of the seven (7) nonmembers of the reading sub-group were 

unsuccessful in the course. Three (3) of the unsuccessful 

students received a grade of W, and one (1) received a grade 

of D. 

The students in the sub-groups based on a low Nelson-

Denny score were analyzed, and the results of those descrip-

tions and tests are reported in Table XXXIV. Five (5) of the 

sixteen (16) students, or 31.3 per cent, who scored below the 

mean (21.4) on the Nelson-Denny Reading Test and were in the 

discussions group successfully completed the course. Eight 

(8) of the eleven (11) students, or 72.7 per cent, who had 

low scores on the reading test and were in the letters group 

successfully completed the course. Three (3) of the fourteen 

(14) students, or 21.4 per cent, who scored below the mean 

on the reading test and were in the control group successfully 

completed the course. The score for the discussions group 

with the letters group was -2.0 with a = .042, and the sample 

size was sufficient for the test. The ẑ  score for the dis-

cussions group with the control group was .6 with a = .558. 
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TABLE XXXIV 

PERCENTAGE OF SUCCESSFUL STUDENTS FROM THE SUB-GROUPS BASED 
ON SCORES BELOW THE MEAN ON THE NELSON-DENNY READING TEST 

AND THE "Z" TESTS FOR SIGNIFICANT DIFFERENCES 

Discussions 
Sub-Group 

Letters 
Sub-Group 

Per Cent* 31. 3 72.7 

Number* 5 8 

Total** 16 11 

"z" test 

a Leve1 

-2.0 

0.042 

Discussions 
Sub-Group 

Control 
Sub-Group 

Per Cent* 31. 3 21. 4 

Number* 5 3 

Total** 16 14 

"z" test .6 

a Level 0.558 

Letters 
Sub-Group 

Control 
Sub-Group 

Per Cent* 72.7 21. 4 

Number 8 3 

Total** 11 14 

"z" test 2.5 

a Leve1 0.014 

f **Students in the sub-group. 
A, B, or C. 
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The z score for the letters group with the control group was 

2.5 with a = .014. The letters sub-group based on reading 

skill had a significantly higher rate of successful comple-

tion than either the discussions or control sub-groups. The 

difference between the discussions and control sub-groups 

was insignificant. 

Question 7—Do treatment effects vary with the student's 

level of employment? 

The seventh predictor of success in the formula used 

to identify the high-risk students in the history telecourse 

was the level of employment of the students. The students 

who were either housewives (category 3) or unemployed (cate-

gory 4) got a higher success predictor score. Students in 

either of the outside of school employment categories (1 and 

2) got a lower predicted success score and were assigned to 

a high-risk sub-group based on their level of employment. 

Each study group was divided into employment sub-groups. The 

three employment sub-groups were described and tested for 

significant differences. 

An examination of Table XXXV shows that seventeen (17) 

of the twenty-one (21) students, or 81 per cent, in the dis-

cussions group were in employment category one (1), or part-

time employment, or two (2), or full-time employment. Five 

(5) of the seventeen (17) members of the employment sub-group, 

or 29.4 per cent, successfully completed the course. Three 

(3) of the successful students made a grade of B, and two (2) 
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TABLE XXXV 

THE ACADEMIC PERFORMANCE OF HIGH-RISK STUDENTS IN THE 
DISCUSSIONS GROUP AND THEIR ASSIGNMENT TO A 

HIGH-RISK SUB-GROUP BASED ON THE 
LEVEL OF EMPLOYMENT* (N=21) 

Students 
Assigned 
Numbers 

Students 
Employment 

Level 

Grade 
in 

Course 

High-Risk 
Sub-Group 
Member+ 

Criterion 
Value 
0/1# 

1 4 D 0 

5 2 W Yes 0 

7 1 w Yes 0 

10 1 C Yes 1 

19 2 B Yes 1 

25 2 W Yes 0 

29 2 w Yes 0 

32 2 D Yes 0 

33 2 B Yes 1 

34 3 W 0 

38 1 D Yes 0 

39 2 W Yes 0 

40 2 B Yes 1 

42 2 W Yes 0 

43 1 w Yes 0 

45 1 D Yes 0 

47 4 C 1 

49 2 P Yes 0 

59 1 C Yes 1 

60 4 D 0 

61 2 D Yes 0 

Total 17 15/6 

full time employment, 3) housewife, 4)unemployed. 
+Responses of categories 1) or 2) indicated a high-risk of 
nonsuccess. 
#0=nonsuccess or grades of D, F, P, W, or I; l=successful 
completion or grades of A, B, or C. 
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of the students made a grade of C. Twelve (12) of the seven-

teen (17) members of the employment sub-group, or 70.6 per 

cent, were unsuccessful in the course. Seven (7) of the un-

successful students received a grade of W, four (4) received 

a grade of D, and one (1) received a grade of P. Four (4) of 

the twenty-one (21) students, or 19 per cent, were not employed 

outside of school. One (1) of the students from the nonmembers 

of the employment sub-group completed the course successfully 

with a grade of C. Three (3) students from the nonmembers of 

the employment sub-group were unsuccessful in the course. Two 

(2) of the unsuccessful students received a grade of D, and 

one (1) received a grade of W. 

An analysis of the data in Table XXXVI reveals that 

twenty (20) of the twenty-one (21) students, or 95.2 per cent, 

were employed outside of school. Fourteen (14) of the twenty 

(20) students, or 70 per cent, in the letters group who were 

in the employment sub-group successfully completed the course. 

Five (5) of the successful students made a grade of B, eight 

made a grade of C, and one (1) made a grade of A. Six (6) of 

the twenty (2 0) students in the employment sub-group, or 30 

per cent, were unsuccessful in the course. Five (5) of the 

unsuccessful students received a grade of W, and one (1) re-

ceived a grade of P. The one student who was not employed out-

side of school was unsuccessful in the course and made a grade 

of W. 

An analysis of the information in Table XXXVII shows 

that nineteen (19) of the twenty-one (21) students, or 90.5 
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TABLE XXXVI 

THE ACADEMIC PERFORMANCE OF HIGH-RISK STUDENTS IN THE 
LETTERS GROUP AND THEIR ASSIGNMENT TO A 

HIGH-RISK SUB-GROUP BASED ON THE 
LEVEL OF EMPLOYMENT* (N=21) 

Students 
Assigned 
Numbers 

Students 
Employment 
Level 

Grade 
in 

Course 

High-Risk 
Sub-Group 
Member+ 

Criterion 
Value 
0/1# 

4 2 W Yes 0 

6 1 w Yes 0 

11 1 c Yes 1 

12 2 c Yes 1 

15 2 c Yes 1 

21 2 p Yes 0 

22 2 B Yes 1 

24 1 W Yes 0 

26 2 B Yes 1 

27 1 B Yes 1 

31 1 C Yes 1 

35 2 W Yes 0 

36 4 W 0 

37 1 C Yes 1 

41 2 C Yes 1 

46 1 B Yes 1 

51 1 C Yes 1 

53 2 A Yes 1 

54 2 B Yes 1 

56 2 W Yes 0 

63 1 C Yes 1 

Total 20 7/14 

full time employment, 3) housewife, 4) unemployed. 
+Responses of categories 1) or 2) indicated a high-risk 
of nonsuccess. 
#0=nonsuccess or grades of D, F, P, W, or I; l=successful 
completion or grades of A, B, or C. 



132 

TABLE XXXVII 

THE ACADEMIC PERFORMANCE OF HIGH-RISK STUDENTS IN THE 
CONTROL GROUP AND THEIR ASSIGNMENT TO A 

HIGH-RISK SUB-GROUP BASED ON THE 
LEVEL OF EMPLOYMENT* (N=21) 

Students 
Assigned 
Numbers 

Students 
Employment 
Level 

Grade 
in 

Course 

High-Risk 
Sub-Group 
Member+ 

Criterion 
Value 
0/1# 

2 2 C Yes 1 

3 1 W Yes 0 

8 1 w Yes 0 

9 1 D Yes 0 

13 4 C Yes 0 

14 1 B 1 

16 2 W Yes 0 

17 1 W Yes 0 

18 2 A Yes 1 

20 2 W Yes 0 

23 2 W Yes 0 

28 2 B Yes 1 

30 1 D Yes 0 

44 1 W Yes 0 

48 1 B Yes 1 

50 2 W Yes 0 

52 4 W 0 

55 2 W Yes 0 

57 1 W Yes 0 

58 2 W Yes 0 

62 1 W Yes 0 

Total 19 15/6 

*Questionnaire had categories 1) ] parttime employment, 2) 
full time employment, 3) housewife, 4) unemployed, 

+Responses of categories 1) or 2) indicated a high-risk 
of nonsuccess 
#0=nonsuccess or grades of D, F, P, W, or I; l=successful 
completion or grades of A, B, or C. 
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per cent, in the control group were employed outside of 

school. Five (5) of the nineteen (19) members of the employ-

ment sub-group, or 26.3 per cent, completed the course suc-

cessfully. Three (3) of the successful completers earned a 

grade of B, one (1) earned a grade of C, and one (1) earned 

a grade of A. Fourteen (14) of the nineteen (19) members of 

the employment sub-group, or 73.7 per cent, were unsuccessful 

in the course. Twelve (12) of the unsuccessful students 

received a grade of W, and two (2) received a grade of D. 

Two (2) of the twenty-one (21) students, or 9.5 per cent, in 

the control group were not employed outside of school. One 

of the nonmembers of the employment sub-group completed suc-

cessfully with a grade of C. The other nonmember of the 

employment sub-group was unsuccessful in the course and 

received a grade of W. 

The sub-groups based on being employed part or full-time 

were compared and tested, and the results of those compari-

sons and tests are described in Table XXXVIII. Four (4) of 

the seventeen (17) students, or 23.5 per cent, who were in 

employment category one (1), work part-time, or in category 

two (2), or work full-time, and in the discussions group 

successfully completed the course. Fourteen (14) of the 

twenty (20) students, or 70 per cent, who were in employment 

category one (1) or two (2) and in the letters group success-

fully completed the course. The score for the discussions 

group with the letters group was -2.7 with a = .006. The 
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TABLE XXXVIII 

PERCENTAGE OF SUCCESSFUL STUDENTS FROM THE SUB-
GROUPS BASED ON THE LEVEL OF EMPLOYMENT AND 

"Z" TESTS FOR SIGNIFICANT DIFFERENCES 

Discussions 
Sub-Group 

Letters 
Sub-Group 

Per Cent** 23.5 70 

Number** 4 14 

Total# 17 20 

"z" Test -2.7 
a Level 0.006 

Discussions 
Sub-Group 

Control 
Sub-Group 

Per Cent** 23.5 26.5 

Number** 4 5 

Total# 17 19 

"z" Test -0.2 

a Level 0.851 

Letters 
Sub-Group 

Control 
Sub-Group 

Per Cent** 70 26.3 

Number** 14 5 

Total# 20 19 

"z" Test 2.7 

a Level 0.008* 

* Questionnaire categories 1) work part-time and 2) full-time 
were the indicators of a high—risk of nonsuccess. 

**Of successful students, that is, earning grades of A, B, or C, 
# Students in the sub-group. 
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52 score for discussions group with the control group was -0.2 

with a = .851. The z_ score for the letters group with the 

control group was 2.7 with a = .008. The letters sub-group 

based on the students' work status had a significantly higher 

rate of success than either the discussions or control sub-

groups. The discussions and control sub-groups had no signi-

ficant difference. 

Question 8—Do treatment effects vary with the students 

who score low on the demanding-influencing motivation scale 

of the AMI? 

The eighth predictor of success in the formula used to 

identify the high-risk students in the history telecourse 

was their score on the demanding-influencing motivation 

scale of the AMI. Students with scores above the mean or 

14.9 had a higher predictor value for success based on this 

factor. Therefore, students who scored below the mean had 

a predictor of nonsuccess. Students who scored below the 

mean were grouped into a sub-group based on this low score. 

Each study group was analyzed for members who fit this sub-

group, and the three sub-groups were described and tested 

for significant differences. 

An analysis of the information in Table XXXIX shows 

that fifteen (15) of the twenty-one (21) students, or 71.4 

per cent, in the discussions group scored below the mean on 

the demanding-influencing motivation scale. Four (4) of the 

fifteen (15) members of the demanding sub-group, or 26.7 
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TABLE XXXIX 

THE ACADEMIC PERFORMANCE OF HIGH-RISK STUDENTS IN THE 
DISCUSSIONS GROUP AND THEIR ASSIGNMENT TO A HIGH-
RISK SUB-GROUP BASED ON A SCORE BELOW THE MEAN 
FOR THE AMI DEMANDING-INFLUENCING SCALE (N=21) 

Students 
Assigned 
Numbers 

Students 
Demanding-
Influencing 

Score 

Grade 
in 

Course 

High-Risk 
Sub-Group 
Member* 

Criterion 
Value 
0/1+ 

1 15 D 0 

5 15 W 0 

7 09 W Yes 0 

10 14 C Yes 1 

19 18 B 1 

25 14 W Yes 0 

29 07 w Yes 0 

32 11 D Yes 0 

33 10 B Yes 1 

34 10 W Yes 0 

38 25 D 0 

39 12 W Yes 0 

40 14 B Yes 1 

42 10 W Yes 0 

43 13 W Yes 0 

45 11 D Yes 0 

47 12 C Yes 1 

49 09 P Yes 0 

59 21 C 1 

60 23 D 0 

61 13 D Yes 0 

Total 15 15/6 

* Scores below the mean of 14.9 indicated a high-risk of 
nonsuccessful completion. 

+O=nonsuccess or grades of D, F, P, W, or I; l=successful 
completion or grades of A, B, or C. 
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per cent, were successful in the course. Two (2) of the 

successful students earned a grade of C, and two (2) earned 

a grade of B. Eleven (11) of the fifteen (15) students in 

the demanding sub-group, or 73.3 per cent, were unsuccessful 

in the course. Seven (7) of the unsuccessful students received 

a grade of W, three (3) received a grade of D, and one (1) 

received a grade of P. Six (6) of twenty-one (21) students, 

or 28.6 per cent, scored above the mean on the demanding-

influencing motivation scale. Two (2) of the students who 

were not in the demanding sub-group completed the course 

successfully. One (1) successful student earned a grade of 

C, and one (1) earned a grade of B. Four (4) students who 

were not in the demanding sub-group were unsuccessful in 

the course. One (1) of the unsuccessful students received a 

grade of W, and the other three (3) received a grade of D. 

An examination of the data in Table XL shows that nine 

(9) of the twenty-one (21) students in the letters group, 

of 42.9 per cent, scored below the mean on the demanding-

influencing motivation scale. Seven (7) of the nine (9) 

members of the demanding sub-group, or 77.8 per cent, com-

pleted the course successfully. Three (3) of the success-

ful completers made a grade of C, three (3) made a grade of 

B, and one (1) made a grade of A. Two of the members of the 

demanding sub-group were unsuccessful. Both of the unsuc-

cessful members received a grade of W. Twelve (12) of the 

twenty-one (21) students, or 57.1 per cent,in the letters 



138 

TABLE XL 

THE ACADEMIC PERFORMANCE OF HIGH-RISK STUDENTS IN THE 
LETTERS GROUP AND THEIR ASSIGNMENT TO A HIGH-RISK 
SUB-GROUP BASED ON A SCORE BELOW THE MEAN FOR 
THE AMI DEMANDING-INFLUENCING SCALE (N=21) 

Students 
Assigned 
Numbers 

Students 
Demanding-
Influencing 

Score 

Grade 
in 

Course 

High-Risk 
Sub-Group 
Member* 

Criterion 
Value 
0/1+ 

4 20 W 0 

6 12 w Yes 0 

11 14 c Yes 1 

12 20 c 1 

15 09 c Yes 1 

21 17 p 0 

22 14 B Yes 1 

24 19 W 0 

26 19 B 1 

27 16 B 1 

31 18 C 1 

35 18 W 0 

36 13 W Yes 0 

37 18 C 1 

41 17 c 1 

46 14 B Yes 1 

51 14 C Yes 1 

53 14 A Yes 1 

54 14 B Yes 1 

56 17 W 0 

6.3 21 C 1 

Total 9 7/.1.4 

*Scores below the mean of 14.9 indicated a hig] h-risk of 

+O=nonsuccess or grades of D, F, P, W, or I; l=successful 
completion or grades of A, B, or C. 
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group scored above the mean for the demanding-influencing 

motivation scale. Seven (7) of the twelve (12) nonmembers 

of the demanding sub-group, or 58.3 per cent, completed the 

course successfully. Five (5) of the successful completers 

earned a grade of C, and two (2) earned a grade of B. Five 

(5) of the twelve (12) nonmembers of the demanding sub-

group, or 41.7 per cent, were unsuccessful in completing 

the course. Four (4) of the unsuccessful students received 

a grade of W, and one (1) received a grade of P. 

It can be learned from Table XLI that nine (9) of the 

twenty-one (21) students in the control group, or 42.1 per 

cent, scored below the mean on the demanding-influencing 

motivation scale. Two (2) of the nine (9) members of the 

demanding sub-group completed the course successfully. Both 

of the successful members received a grade of B. Seven (7) 

of the nine (9) members of the demanding sub-group, or 77.8 

per cent, were unsuccessful in the course. Six (6) of the 

unsuccessful students received a grade of W, and the other 

one (1) received a grade of D. Twelve (12) of the twenty-

one (21) students in the control group, or 57.1 per cent, 

scored above the mean for the demanding-influencing motiva-

tion scale. Four (4) of the twelve (12) nonmembers of the 

demanding sub-group, or 33.3 per cent, completed the course 

successfully. Two (2) of the successful students earned a 

grade of C, one (1) a grade of B, and one (1) a grade of A. 

Eight (8) of the twelve (12) nonmembers of the demanding 
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TABLE XLI 

THE ACADEMIC PERFORMANCE OF HIGH-RISK STUDENTS IN THE 
CONTROL GROUP AND THEIR ASSIGNMENT TO A HIGH-RISK 
SUB-GROUP BASED ON A SCORE BELOW THE MEAN FOR 
THE AMI DEMANDING-INFLUENCING SCALE (N=21) 

Students 
Assigned 
Numbers 

Students 
Demanding-
Influencing 

Score 

Grade 
in 

Course 

High-Risk 
Sub-Group 
Member* 

Criterion 
Value 
0/1+ 

2 16 C 1 

3 14 W Yes 0 

8 24 W 0 

9 23 D 0 

13 16 C 1 

14 12 B Yes 1 

16 11 W Yes 0 

17 09 W Yes 0 

18 15 A 1 

20 12 W Yes 0 

23 20 W 0 

28 23 B 1 

30 13 D Yes 0 

44 17 W 0 

48 13 B Yes 1 

50 16 W 0 

52 21 W 0 

55 09 w Yes 0 

57 18 w 0 

58 21 w 0 

62 14 w Yes 0 

Total 
.1. _ -i 

9 15/6 

nonsuccessful completion. 
+0=nonsuccess or grades of D, F, P, W, or I; l=successful 
completion or grades of A, B, or C. 
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sub-group, or 66.7 per cent, were unsuccessful in completing 

the course. Seven of the unsuccessful students received a 

grade of W, and one (1) received a grade of D. 

The sub-groups based on low scores on the AMI demanding 

influencing motivation scale were analyzed, and the results 

of that analysis reported in Table XLII. Four (4) of the 

fifteen (15) students, or 26.7 per cent, who scored below 

the mean (14.9) on the scale and were in the discussions 

group successfully completed the course. Seven (7) of the 

nine (9) students, or 77.8 per cent, who scored below the 

mean on the demanding-influencing scale and were in the 

letters group successfully completed the course. Two (2) 

of the nine (9) students, or 22.2 per cent, who scored below 

the mean on the scale and were in the control group success-

fully completed the course. The z score for the discussions 

group with the letters group was -2.3 with a = .017. The z 

score for the discussions group with the control group was 

-0.4 with a = .672. The z score for the letters group with 

the control group was 2.2 with <* = .026 . The letters sub-

group based on the demanding-influencing scale had signifi-

cantly higher rate of successful completion than the discus-

sions group and the control group level. The discussions 

sub-group and control sub-group had no significant difference 

in the rate of completion. 
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TABLE XLII 

PERCENTAGE OF SUCCESSFUL STUDENTS WHO SCORED BELOW 
THE MEAN ON THE DEMANDING SCALE AND "Z" TESTS 

FOR SIGNIFICANT DIFFERENCES 

Discussions 
Sub-Group 

Letters 
Sub-Group 

Per Cent* 25.7 77.8 

Number* 4 7 

Total** 15 9 

"z" Test 

a Level 

-2.3 

0.019 

Discussions 
Sub-Group 

Control 
Sub-Group 

Per Cent* 25.7 33. 3 

Number* 4 3 

Total** 15 9 

"z" Test -0.4 

a Level 0.672 

Letters 
Sub-Group 

Control 
Sub-Group 

Per Cent* 77.8 33. 3 

Number* 7 3 

Total** 9 9 

"z" Test 1.8 

a Level 0.073 

* * Students in the sub-group. 
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The academic performance of the high-risk students had 

been combined with their reading score, motivation scores 

and demographic characteristics. The findings were reported 

and the test results recorded. The next chapter interprets 

the meanings, significances and conclusions of the study based 

on the findings. 
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Chapter V 

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 

Summary 

This study was designed to learn more about students who 

had difficulty in successfully completing a history telecourse. 

The increasing demand for television instruction, combined 

with the commitment of the DCCCD to helping students be suc-

cessful, made this study timely. The significant improvement 

in the rate of success of students in one study group should 

provide a challenge to other telecourse instructors and 

administrators. It would be prudent for instructional admini-

strators and instructors to become cognizant of methods to 

aid telecourse students to be more successful. The greater 

the variety of students who can benefit from telecourse instruc-

tion, the greater the variety of courses that can be effec-

tively offered under the conditions of open-circuit television. 

The problem of this study was to test and compare the 

impact of two alternative educational treatments on the rate 

of success of high-risk students enrolled in the United States 

History telecourse at Richland College, DCCCD, during the 

Spring Semester of 1980. The purposes of the study included 

comparing the rate of success of high-risk students for the 

two treatment groups with a control group and with each other. 
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In addition, the purposes proposed analyzing the differences 

and variations in the rate of success between each treatment 

group divided into sub-groups based on the eight predictor 

variables. To collect the necessary data three sources were 

combined. The Nelson-Denny Reading Test provided a measure 

of comparative levels of reading comprehension skills among 

the high-risk students. The "Academic Motivation Inventory" 

of Doyle and Moen was used to measure the different levels 

and types of motivation. Ten demographic questions were used 

to establish moderator sub-groups to aid in the analysis. 

This study involved sixty-three (63) high-risk students 

enrolled in The American Story. Each of three study groups 

had twenty-one high-risk students randomly assigned to it. 

The members of experimental group I were offered extra credit 

to attend weekly on-campus discussion sessions. The students 

in experimental group II were sent letters each week designed 

to summarize and highlight the key material in that week's 

lessons. The members in the third group acted as a control 

group and were provided with no additional aids or assistance. 

The three groups were tested and compared on three null 

hypotheses. The predictor variables were used to generate 

nine questions, eight of which were described and tested in 

twenty-four (24) different combinations. The purpose of this 

chapter is to summarize the findings, make conclusions based 

on the findings, and propose recommendations from the findings 

and draw implications from the findings. 
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This research added a significant factor to the know-

ledge of how to increase the success rate of open-circuit 

television students. Previous efforts to improve students' 

success in DCCCD telecourses had been primarily in the area 

of administration, especially communications between the 

students and the course coordinators. Most other educational 

televison studies which dealt with what students learned and 

how many were successful, were of on-campus television programs 

which were little more than an alternative classroom procedure. 

The open-circuit course was uniquely different with peculiar 

problems and possibilities. The improvement of the rate of 

success in the history telecourse, while retaining the courses' 

earlier academic quality and standards, was a meaningful con-

tribution to television education. Studies of on-campus tele-

vision courses compared to traditional campus courses have 

consistantly found no significant difference in students' 

performances. This research indicates that open-circuit tele-

courses can have essentially the same levels of success and 

quality as either on-campus option. 

The ability to predict which students might have diffi-

culty in a particular college course is a precarious endeav-

or. However, the prediction formula developed in the Fall 

Semester of 1979 for the DCCCD history telecourse has proved 

its utility. The difficulty experienced by the students 

assigned to the control group and the students who did not 

participate in the discussions group was accurately predicted 
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by the students' prediction scores. Like any predictor of 

human behavior there is considerable room for refinement and 

improvement, but its initial use was rewarding and exciting. 

Successfully isolating the part of the enrollment which most 

needed help was both educationally and economically sound. 

Early identification of the high-risk students allowed the use 

of educational treatments designed to help them with the 

specific weaknesses identified by their prediction scores. 

At the same time the use of prediction scores reduced the 

possibility of interferring with the learning process for the 

highly skilled and self motivated students. Crawford's research 

had indicated that differential treatments between students 

who were highly skilled and those of lesser skill should be 

considered in designing educational programs (3). Thus it 

was believed that sending the additional materials only to the 

weaker students with less potential for success was education-

ally sound. An effective prediction formula can also prevent 

the necessity of making the difficult decision whether to pro-

vide additional educational aids to all students in hope of 

helping those who need assistance, at considerably greater 

cost, or not to provide any supplemental materials at all. 

This research confirmed that unsuccessful completion of 

a college course included far more than just academic skill 

or a primary motivation. The findings reported in this dis-

sertation agreed with the attrition studies of Astin, Daley 

and Bateman, and Capoor and Engle that a combination of 
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mediocre skill and low or inappropriate motivation resulted 

in poor student performance (2, 5, 4). One way to improve 

the chance of success required frequent letters contact which 

simplified academic content. The letters sent to students in 

this study had reasonable usefulness. On the one hand, the 

students who received the letters each week and were weak in 

thinking motivation, or had low reading skills, or worked 

outside of school, did much better than the students in the 

discussion and control groups. On the other hand, the letters 

system was less successful in creating a sense of personalism 

as found in the RSVP approach used in Miami-Dade County Com-

munity College research (1), and this difference was noticed 

in the lower success rate of students with strong affiliating 

motivation. 

The researcher believes that the basis of a satisfactory 

aptitude-treatment-interaction has been established in several 

instances. The improved progress of the poor reading students 

in the experimental group receiving cuing letters was one pos-

sible aptitude-treatment-interaction. The improved performance 

of students whose time was split between work and school was 

evidence of another interaction, although more appropriately 

a circumstance, treatment and interaction. Students who show-

ed weak thinking motivation were aided by receiving the letters 

and indicated another aptitude-treatment-interaction. All of 

these interactions were variations of reacting to the letters 

the students received. 
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The study does indicate that the AMI instrument is a 

very effective tool for this type of group prediction and 

treatment. Not only did it provide four of the top eight 

prediction factors, but it also identified the affiliating 

motivation trait which was least modified by the cuing letters. 

The instrument was chosen for its broad sampling of students' 

attitudes, and the results of the study verified that decision. 

It is hoped the data from this dissertation can be used to 

further improve the AMI. Certainly, Doyle and Moen's asser-

tion that the AMI was useful for group prediction was con-

firmed (.6) . 

The greatest disappointment in the research was the fail-

ure of the discussions treatment to get an effective trial. 

Had 50 per cent of the students with high affiliating motiva-

tion scores been attracted to the weekly sessions, how would 

they have performed? Unfortunately, this particular project 

cannot provide an answer to that specific question. Despite 

this one disappointment, the core problem of improving the 

success rate of history telecourse students is much closer to 

a realistic solution. 

The overall relationship of the predictor variables and 

treatment effects indicated that most of the initial predic-

tion factors were useful. Certainly, the overall direction of 

the sub-group analysis was consistent and the treatment effects 

apparent with minor exception. One exception was letters 

used to aid the high-risk students had less success with the 
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students with affiliating motivation. An exception was the 

Richland College assessment test which is probably a redundant 

factor and should diminish in predictive use in later modifi-

cations of the prediction formula. The other six (6) factors 

revealed consistent and significant positive benefits of the 

letters approach to the problems of the high-risk students. 

The study provided a significant and useful methodology for 

improving the success rate of high-risk students in the history 

telecourse. 

Findings 

The analysis of the data for significant differences 

between proportions of successful students among the three 

study groups and among sub-groups based on predictor vari-

ables from each study group are summarized in this section. 

The members of experimental group I were offered extra credit 

points for attending weekly discussion sessions. The members 

of experimental group II were sent a letter each week which 

provided suggestions on organization, content themes and a 

review of pertinent information for that week's lessons. The 

third group was given no additional educational treatments, 

except those normally associated with the course. The descrip-

tion and findings from the data analysis of the rate of suc-

ces among the three study groups and the variations in the 

rate of success for students in the sub-groups based on pre-

dictor variables for each study group are summarized in the 

following statements. 
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1. Hypothesis I stated that there will be no signi-

ficant difference between the rate of success among high-

risk students in experimental group I and the rate of suc-

cess among high-risk students in the control group. The dif-

ference between the proportion of successful students was 

found to be a £ score of zero, therefore, 

a. there was no significant difference between 

the rate of success of the students in the experimental group 

I and the control group, a =1.00, thus 

b. the null hypothesis was retained. 

2. Hypothesis II stated that there will be no signi-

ficant difference between the rate of success among high-risk 

students in experimental group II and the rate of success 

among high-risk students in the control group. The differ-

ence between the proportion of successful students in group 

II and the control group was found to be a score of 2.4, 

therefore, 

a. there was a significant difference, a =.016, 

between the rate of success with more students in group II 

successfully completing the course than students in the con-

trol group, thus 

b. the null hypothesis was rejected. 

3. Hypothesis III stated that there will be no signi-

ficant difference between the rate of success among high-

risk students in experimental group I and the rate of success 

among high-risk students in experimental group II. The 
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difference between the rate of success for students in group 

I and group II was found to be a z score of -2.4, therefore, 

a. there was a significant difference between 

the rate of success for students in group I and group II, a 

= .016, with more students successfully completing the course 

in group II than in group I, thus 

b. the null hypothesis was rejected. 

4. Question 1 was designed to investigate if there 

were variations in treatment effects for high-risk students 

in age categories one (1), or under twenty-one, and two (2) 

or twenty-one to twenty-five. The percentage descriptions 

and z scores for the successful students from sub-groups 

based on the age prediction factor revealed that 

a. in the discussions group 20 per cent of the 

high-risk students in the sub-group based on age successfully 

completed the course, 64.7 per cent of the age sub-group were 

successful in the letters group, and 23.5 per cent of the age 

sub-group were successful in the control group, and 

b. the z score between the proportion of success-

ful students in the age sub-groups among the three study groups 

resulted in a significant z score of -2.4, a= .014, for the 

discussions group with the letters group, an insignificant z 

score of -0.2, ot = .816, between the discussions group and the 

control group, and a significant z score of 2.3, a= .019 for 

the letters group and the control group. 

5. Question 2 was designed to compare the variation 

in treatment effects for students who scored high on the 
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affiliating motivation scale. The percentage descriptions 

and the :z scores for the successful students from the sub-

groups based on scoring above the mean on the affiliating 

motivation scale revealed that 

a. in the discussions group 33.3 per cent of the 

high-risk students in the affiliating sub-group completed the 

course successfully, 58.3 per cent of the affiliating sub-

group were successful in the letters group, and 30 per cent 

of the affiliating sub-group were successful in the control 

group, and 

b. the score between the proportion of success-

ful students in the affiliating sub-groups among the three 

study groups resulted in an insignificant -1.3, a =.211 for 

the discussions group with the letters group, an insignificant 

:z score of -0.1, a =.923, between the discussions group and 

the control group, and an insignificant ss score of 1.5, ot =.128 

for the letters group with the control group. 

6. Question 3 was designed to test the variation in 

treatment effects for high-risk students who scored low on 

the thinking motivation scale. The percentage descriptions 

and z_ scores for the successful students from sub-groups 

based on the thinking motivation score showed that 

a. in the discussions group 18.2 per cent of the 

high-risk students in the thinking sub-groups completed the 

course successfully, 66.7 per cent of the numbers of the think-

ing sub-group were successful in the letters group, and 2 5 



155 

per cent of the members of the thinking sub-group were suc-

cessful in the control group, and 

b. the ẑ  scores between the proportion of suc-

cessful students in the thinking sub-groups among the three 

study groups revealed a significant score of -2.3, a =.019 

for the discussions group with the letters group, an insigni-

ficant score of -0.4, a = .688 for the discussions group 

with the control group, and a significant "z_ score of 2.3, a 

=.024 for the letters group with the control group. 

7. Question 4 was concerned with the variations in 

treatment effects for students who scored low on the self-

improvement scale. The percentage descriptions and z_ scores 

for the successful students from sub-groups based on low 

scores on the self-improvement motivation scale revealed that 

a. in the discussions group 21.4 per cent of the 

high-risk students in the self-improvement sub-group completed 

the course successfully, 66.7 per cent of the self-improvement 

sub-group successfully completed the course in the letters 

group, and 27.3 per cent of the students in the self-improve-

ment sub-group completed the course successful in the control 

group, and 

b. the ẑ  scores between the proportion of suc-

cessful students in the self-improvement sub-groups among the 

three study groups resulted in a significant ẑ  score of -2.1, 

cc =.0 35, for the discussions group with the letters group, 

an insignificant z score of -0.2, a =.821, for the discussions 
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group with the control group, and an insignificant :z score 

of 1.8, ct =.071, for the letters group with the control group. 

8. Question 5 was designed to determine if the treat-

ment effects varied for students who took the Richland College 

assessment test. The percentage descriptions and test scores 

for the successful students from the sub-groups based on tak-

ing the assessment test showed that 

a. in the discussions group 50 per cent of the 

students in the high-risk sub-group based on the assessment 

test successfully completed the course, 66.7 per cent of the 

assessment sub-group successfully completed the course in the 

letters group, and 0.00 per cent of the assessment sub-group 

successfully completed the course in the control group, and 

b. the scores between the proportion of suc-

cessful students in the assessment sub-groups among the three 

study groups resulted in an insignificant z score of .6, a = 

.424, and no test results possible for the tests with the 

control because their were no successful students in the sub-

group of the control group. 

9. Question 6 was created to test the variation in 

treatment effects for high-risk students formed into sub-

groups based on a low reading score. The percentage descrip-

tions and scores for the successful students from the sub-

groups based on low reading score revealed that 

a. in the discussions group 31.3 per cent of the 

high-risk students in the reading sub-group successfully 
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completed the course, 72.7 per cent of the number of the 

reading sub-group successfully completed the course in the 

letters group, and 21.4 per cent of the members of the reading 

sub-group formed from the control group completed the course 

successfully, and 

b. the z_ scores between the proportion of success-

ful students in the reading sub-group among the three study 

group resulted in a significant z score of -2.0, a = .042, 

for the discussions group with the letters group, an insigni-

ficant z score of .6, a =.558, for the discusssions group 

with the control group, and a significant z score of 2.5, 

a =.014, for the letters group with the control group. 

10. Question 7 was designed to measure the difference 

in treatment effects for students who worked either part or 

full-time. The percentage descriptions and z_ scores for the 

successful students from sub-groups based on being employed 

either part-time or full-time showed that 

a. in the discussions group 23.5 per cent of the 

employed sub-group completed the course successfully, 70 per 

cent of the employed sub-group completed the course success-

fully in the letters group, and 26.3 per cent of the employed 

sub-group completed the course successfully in the control 

group, and 

b. the scores between the proportion of suc-

cessful students in the employed sub-groups among three study 
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groups revealed a significant score of -2.7, a =.006, for 

the discussions group with the letters group, an insignificant 

52 score of -0.2, a =.851, for the discussions group with the 

control group, and a score of 2.7, a =.008, for the letters 

group with the control group. 

11. Question 8 was created to determine the variations 

in treatment effects for high-risk students formed into sub-

groups based on a low score on the demanding-influencing moti-

vation scale. The percentage descriptions and the scores 

for the successful students from sub-groups based on a low 

score on the demanding-influencing scale showed that 

a. in the discussions group 26.7 per cent of the 

high-risk students in the demanding sub-group completed the 

course successfully, 77.8 per cent of the demanding sub-group 

successfully completed the course in the letters group, and 

22.2 per cent of the demanding sub-group successfully completed 

the course in the control group, and 

b. the scores between the proportion of success-

ful students in the demanding sub-groups among the three study 

groups resulted in a significant £ score of -2.4, a =.017, for 

the discussions group with the letters group, an insignificant 

£ score of -0.4, a=.672, for the discussions group with the 

control group, and a significant :z score of 2.2, a = .026, 

for the letters group with the control group. 

Two of the three hypotheses revealed significant differ-

ences between proportions of high-risk students who successf-ully 
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completed the course. Eleven (11) of the scores in the sub-

groups based on the predictor variables had significance at 

the .05 level. Two (2) of the eleven (11) sub-group scores 

that were significant met all sample size requirements for 

full confidence in the "z" test. Although any inference 

from the other nine (9) significant tests must be guarded, 

they should not be summarily discarded. The entire series 

of "z" tests reflected a similar tendency throughout, and 

taken as a whole appeared to be a useful indication of treat-

ment-variable-interaction. 

Conclusions 

The problem of this study was to test and compare the 

impact of two alternative treatments on high-risk enrollees 

in the United States History telecourse at Richland College, 

DCCCD, during the Spring Semester of 1980. The tests and 

comparisons were between three groups with twenty-one (21) 

high-risk students assigned to each. Members of group I were 

offered extra credit for attending weekly discussion sessions 

on-campus. Members of group II were sent letters each week 

designed to help them complete the course. A third group 

acted as a control group. In this section was reported the 

conclusions drawn from the findings of those tests and compari-

sons. 

1. Hypothesis I tested the rate of successful completion 

of the students in the discussions group with the students in 
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the control group. The tests and comparisons of students 

assigned to the discussions group were conclusive in that no 

improvement in the rate of successful completion was found. 

Neither the students in the group, or any sub-group formed 

from the discussion group did significantly better than pre-

dicted. However, this result cannot be related to the effects 

of the treatment itself. None of the students assigned to 

this experimental group attended any of the discussion ses-

sions for extra credit. It appeared that the incentive of 

extra credit could not overcome these particular students' 

needs or desires to remain off-campus. This educational 

treatment may well be worthwhile, but will require greater 

planning in order to be successful with high-risk telecourse 

students. The only variation noted between the discussions 

group and the control group was the noticeably larger per-

centage of students in the discussions group who took at 

least one examination before withdrawing, that is 76.2 per 

cent. Just the extra attention of receiving a letter from 

the course coordinator may have encouraged them to continue. 

Unfortunately, just continuing on with the course provided 

little academic benefit. 

2. Hypothesis II tested the rate of successful comple-

tion of the students in the letters group with the rate of 

successful completion of students in the control group. The 

students assigned to experimental group II clearly reflected 

a significantly higher rate of successful completion in 
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comparison with the control group. The only reasonable explan-

ation was that students used the weekly letters in meaningful 

ways. The letters could have filled organizational, informa-

tional or motivational needs for different individuals. But 

the clear fact is, that, for some reason, the students who were sent 

these letters had a significantly higher rate of successful 

completion. 

3. Hypothesis III tested the rate of successful comple-

tion of the students in the discussions group with the rate 

of successful completion of the students in the letters group. 

The letters group had a significantly better rate of success-

ful completion than the discussions group. Since the discus-

sions opportunities were not used by any of the students 

assigned to the group, the results were the same as the com-

parisons with the control group. It did provide additional 

confirmation of the capabilities of the prediction formula. 

4. Age was a significant factor in the prediction of 

success. The interactions of the high-risk students in age 

categories one (1), under twenty-one (21), or two (2), 

tweny-one to twenty-five, with the treatments were enlighten-

ing. The letters group had a significantly higher rate of 

successful completion than either the discussions group or 

the control group. The results clearly indicated that the 

letters provided a useful resource for the younger students. 

The specific needs of these students are assumed to be related 
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to a lack of collegiate academic experience and a need to have 

more study guidance. The letters group experienced a rate of 

successful completion, 66.7 per cent, which is within about 

10 per cent of the typical success rate for on-campus history 

courses which is typically 75 per cent successful completion. 

Considering the high-risk nature of the study group that is 

an excellent accomplishment. 

5. The students in either experimental group who had 

a strong affiliating motivation, measured by scoring above the 

mean on that AMI scale, did not have a significantly higher 

success rate. The students in the letters group did better, 

but differences were far from significant. The researcher 

concluded that students who show such strong interest in per-

sonal contact with other students and instructors were unable 

to get enough support from the one-way letters, used in this 

study, to satisfy this need. The useful effects of treatment 

for members of this sub-group was limited. 

6. In the analysis of treatment effects and thinking 

motivation it was found that students with low thinking moti-

vation were significantly more successful in the letters 

group than in either other group. Students who do not enjoy 

the thinking and analyzing activities of learning could use 

the letters as an effective guide. These students were not 

necessarily disinterested in the course, but in need of addi-

tional clear-cut materials to aid in the organization of 
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their thoughts. Students with low thinking motivation can 

clearly be helped by the letters. 

7. The negative relationship of self-improvement moti-

vation to success in the telecourse at first seemed surprising. 

Further analysis provided a possible clue to this relation-

ship. Students who take courses for self-improvement may 

just be indicating they had little reason to take the course 

and certainly do not have the clear motive of fulfilling an 

academic goal. The motive is likely to be very weak and 

nebulous. Faced with the difficult task of completing a col-

lege level history course, their incentive failed to sustain 

the necessary effort to be successful. The high-risk students 

who scored high on the self-improvement scale had only a signi-

ficantly better completion rate in the letters sub-group when 

compared to the discussions and the control sub-groups. 

8. The sub-group based on the variable of taking the 

Richland College assessment test was the least satisfactory 

sub-group analyzed. The sub-groups were unusually small and 

the statistics obviously skewed in the comparison of the sub-

groups from the discussions group (6 members) and the sub-

group from the letters group (9). The Richland College assess-

ment test was such a new procedure in the fall that its inclu-

sion on the questionnaire was designed to check for a practice 

effect from taking two (2) reading tests so close together. 

What appears to have happened is a statistical abnormality 

based on the similar characteristics of the number one (1) 
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predictor, age, and the fact that students who took the 

assessment tended to be younger-first-time students. The 

researcher expects the assessment factor will diminish in 

significance as more data are accumulated for students and 

the data are included in the prediction equation. The main 

conclusion from the data on this factor is to disregard its 

apparent significance. 

9. The sub-group analysis based on poor reading skills 

produced a strong effects difference. The students who were 

sent the letters each week were significantly more success-

ful than the students in either other study group. The com-

bination of reducing the level of reading sophistication 

necessary for gaining the main themes of the lessons and pro-

viding a review of the major content assisted these high-

risk students significantly. The 72.7 per cent of the reading 

sub-group in the letters group who were successful was even 

higher than the overall success rate of the letters group, 

66.7 per cent. In short, the letters worked very well with 

this population. 

10. The students who were employed either part-time or 

full-time were significantly more successful in the letters 

treatment group than in either of the other groups. The stu-

dents who obviously had other demands on their time made good 

use of the letters' materials. The employed sub-group of the 

letters group completed the course at the rate of 70 per cent 
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which is even higher than the 66.7 per cent rate of comple-

tion for the whole letters group. The letters significantly 

aided this type of student. 

11. The analysis of the sub-group formed by the students 

who scored low on the demanding-influencing scale offered 

little new information. Although the same types of signifi-

cant differences were found between the proportions of suc-

cessful students, there was no convincing evidence that it 

was anything more than recapitulating the earlier findings. 

The sub-groups were small and it might well indicate that 

this factor could be eliminated from the prediction formula 

with no significant loss of predictability. 

Recommendations 

The findings of this study led to the following sugges-

tions and recommendations for implementation and further 

study. 

1. Other alternative approaches to getting high-risk 

students, especially those with strong affiliating motivation, 

involved in on-campus discussion and tutoring sessions should 

be tried. 

2. The letters sent to the telecourse students in this 

study should be analyzed by reading and writing experts, up-

dated, and improved. The improved letters should be sent to 

all high-risk students in the history telecourse in future 

semesters. 
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3. The prediction formula used for the history tele-

course should undergo further refinement and improvement. 

Following each semester's use the additional student data 

should be included in a stepwise regression equation for 

predicting successful completion of the course. The updating 

of the formula should continue until the new formulas become 

consistent and then new data could be added on a less fre-

quent basis. 

4. ITV administrators should encourage more research 

on high-risk students' identification and treatment in other 

telecourses. 

5. A high-risk predictor formula should be developed 

for other telecourses. 

6. Once a predictor of high-risk students in other 

courses is available, educational treatments should be devised 

for those students and based on their identified high-risk 

traits. 

7. Research should begin on the use of high-risk pre-

dictors for on-campus students in the hope of increasing 

their rate of success and identifying areas of students' needs. 

8. There needs to be a follow-up study to determine if 

high-risk students who were successful under these altered 

conditions continue to be successful in other courses and are 

retained in college programs. 

9. Research should be undertaken to determine if the 

visual learning skills of the students affect their ability 

to cope with a telecourse learning system. 
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Implications and Discussion 

The findings of this study have several implications. 

1. The primary implication is that the rate of student 

success in an untraditional learning system can be improved. 

The beneficial effects of continuing contact between a stu-

dent and an instructor can be vicariously accomplished through 

personalized letters. Just as students' attitudes toward 

instructors affect their classroom work, students' attitudes 

toward an instructional system affect their performances. 

A few personalized touches, like weekly letter, and the stu-

dents are more secure in the system. Instructors are impor-

tant, but, at least in this telecourse system of instruction, 

letters, to a significant degree, replaced direct contact 

with an instructor. 

2. The answer to the question of whether or not tele-

vision instruction inevitably results in lower rates of suc-

cess seems clearly no. Instructional television research 

indicates that the open-circuit telecourse can be academic-

ally valid and produce well instructed students. This research 

indicates that the open—circuit telecourse students can have 

a rate of success similar to that of on-campus students. 

Certainly, a success rate greater than the ones previously 

experienced with The American Story is possible. 

3. The findings of this study imply that under tele-

course learning conditions the higher academic risk are 

encountered by young, classroom oriented, and poor reading 
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students. Younger students frequently need more guidance and 

have less clarity as to their educational goals. The young 

and poor reading students who were sent a letter each week 

were much more successful in this study. Students who like 

the affiliation, or personalism, of a classroom frequently 

found adequate compensation through letters contact, but not 

at as high of rate as the students with other high-risk traits. 

4. This research indicates that the rate of success in 

other large telecourse sections can be improved. The specific 

motivators and remedial system(s) could be different, but 

there appear to be methods for improving the students' rate 

of success. Letters to the students can be a means of explain-

ing and clarifying difficult material in much the same way as 

traditional classroom lectures, demonstrations, and films. 

5. The fact that the students who were sent letters and 

invited to attend weekly discussion sessions did remain active 

in the course longer than the uncontacted students in the 

control group implies that personal contact is useful. The 

students were aware that someone knew about them and seemed 

to care what happened to them. Not all telecourse students 

need or want personal contact, but obviously many high-risk 

students do need it. 

6. Two other findings in this study might well have 

implications beyond telecourse instruction. The numbers of 

poor reading and employed students coming to college are 

rapidly increasing. The higher rate of success experienced 
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by both poor readers and employed students in this study 

indicates that help is possible for similar students in the 

general college population taking more traditional course 

offerings. Clearly written explanations of key concepts 

and expectations could help the conscientious students in many 

educational settings. For instance, adding material similar 

to the letters in this study to a class taught in large lec-

ture sections might be especially useful. If frequent letters 

helped students learn in the telecourse system, it is probable 

similar techniques could help students learn in traditional 

learning systems that have little personal contact. 

7. The most obvious implication of all in this study is 

that if a careful, systematic, dedicated and flexible approach 

is tried when student needs appear, the system is likely to 

be improved. Educational research has always had as a goal 

helping students learn. The researcher hopes that this proj-

ect has made a small contribution to that worthy motive. 
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UNIVERSITY OF MINNESOTA University Measurement Services Center 
TWIN CITIES 9 Clarence Avenue S.E. 

Minneapolis, Minnesota 55414 

August 16, 1979 

John Trickel 
608 Toodwin Drive 
Richardson, Texas 75081 

Dear John: 

Here's a copy of our Academic Motivations Inventory and a scoring 

key. Please feel free to duplicate and use it in your project. 

I would surely like a copy of your results, especially so we can 
keep watch for patterns in open-enrollment programs that use AMI. 

As I mentioned on the 1phone, I'd encourage you to use the inventory 

in its entirety. If absolutely necessary, you might exclude some 

entire scales, but, I wouldn't recommend just taking the twenty-

seven items and summing across responses. 

Give us a call if youfd like to talk further. Good luck with the 

project. 

Sincerely,/ 
/i 

e, Jr. 

Reiearcl>'Associate 
/ 

cc\_Dr. Ross Moen 

Encl. 
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ACADEMIC MOTIVATIONS INVENTORY 

This questionnaire asks about your motivations in school — what you like 
or dislike about school, what you want out of school, and what interferes 
with getting it. The information you provide should help this school serve 
you and other students better. Please give the background information re-
quested on this page. Then, decide how well each statement on the next 
three pages describes your feelings about school. Draw a circle around the 
number 1 if the statement is not at all true for you, circle 5 if it is 
extremely true and so on. Work quickly. Please answer every question. 

Last Name First Name Middle Initial 

Social Security # Age 

(1) Female 

(2) Male 

Ross E. Moen and Kenneth 0. Doyle, Jr. 

© Copyright 1978 
Measurement Services Center 
University of Minnesota 
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Not 

At 

Tru 

1. An important part of school is being around people I like. 

2. I get most involved in courses which help me understand 

myself better. 

3. I like to study with other students. 

4. I tend to be more interested in having a good time than 

in doing schoolwork. 

5. I get upset by teachers who will not seriously consider 

other points of view. 

6. I set high standards of performance for myself in school. 

7. One of my major goals in school is to better understand 

the meaning of my life. 

8. I need good grades to get ahead in my career. 

I expect to learn relatively little in school that is of 

any real use or importance. 

I am enthusiastic about trying to get high scores and 

grades. 

School is a way for me to improve my social status. 

I get really interested in almost everything I study. 

Group discussions in school are usually a waste of time 

for me. 

I like to talk with teachers after or outside of class. 

The grade 1 get in a course depends a lot on who the 

teacher is. 

1 like courses where the student can. .decide what to do. 

Once I have started something I keep at it until it*s 

done. 

1 usually enjoy listening to classroom lectures. 

I work harder in courses where there is someone 1 want 

to impress. 

I am hoping that an education will make it easier for 

me to make friends. 

The information that scores and grades provide about 

my abilities is very important to me. 

9. 

10. 

11. 

12. 

13. 

14. 

15. 

16. 

17. 

18. 

19. 

2 0 . 

21. 

2 2 . 

23. 

24. 

25. 

26. 

27. 

2 8 . 

29. 
30. 

1 dislike most schoolwork. 

I enjoy explaining a difficult point to students who 

didn't understand it. 

I kind of like the nervous excitement that sometimes 

comes before an examination. 

I try to be one of the best students in any course I 

take. 

Having something to talk about — besides the weather 

is one thing I want out of school. 

1 get impatient when a lot of class time is taken up 

with students' questions. 

1 am unwilling to work as hard as teachers seem to 

think I should. 

I enjoy shewing off my knowledge in class. 

I refuse to give up on a task as long as there is even 

a slight possiblity that I might succeed. 

A Moder-

Little ately Quite Extremely 

True True True True 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 
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2 
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2 
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3 

3 

3 

3 

3 
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3 

3 
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3 

3 
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4 

4 
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4 
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4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

- PLEASE CONTINUE ON THE NEXT PAGE -
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No 

At All Little ately Quite Extremely 

True 

31. I hope school will help me get free of restrictions 

on my life. 

32. My major goal in school is preparation for my chosen 

career. 

33. I resent being given assignments which seem purposeless. 

34. X enjoy reading most books and articles my teachers 

assign. 

35. I feel like a failure when I get a low score or grade. 

36. I am seeking answers to some moral and/or religious 

questions in school. 

37. I try to do my very best on all my schoolwork. 

38. I usually put only as much effort into school as I 

have to. 

39. I enjoy trying to draw a general, overall impression 

from a mass of information. 

40. I like to be the one responsible for seeing that a 

group gets something done. 

41. The scores and grades I get often seem unrelated to 

how hard I work. 

42. I hope school will help me learn to make fewer 

foolish mistakes. 

43. I enjoy doing papers. 

44. Poorly done lectures, books, etc. really irritate me. 

45. I often get so nervous it interferes with my performance 

on tests. 

46. 1 enjoy competing with other students. 

47. I hope school will make me better able to cope with 

everyday problems. 

48. I am concerned that school — the time I spend, grades 

or degrees I receive, changes in my knowledge and values, 

etc. — may interfere with some relationships that are 

important to me. 

49. 1 tend to put off doing assignments I am worried about. 

50. I want to make my family proud of my performance in 

school. 

51. I enjoy matching wits with others in school. 

52. I often worry about getting the scores or grades I want. 

53. I have other obligations that interfere with how much 

time and effort I can put into school. 

54. 1 hope school will help me gain the admiration of others. 

55. It is important for me to determine for myself how I 

will do an assignment. 

56. When I don't understand something in school, I like to 

talk with other students about it. 

57. I enjoy painstakingly examining how a few important 

ideas fit together. 

58. I tend to get so discouraged in school that I feel like 

giving up. 

59. I hate having to talk in class. 

60. 

Moder-

True True True True 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

3 

3 

3 

3 

3 

3 
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3 

3 

3 

3 

3 

3 

3 

3 

4 

4 
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4 

4 

4 
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4 
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5 

5 

5 

5 

5 

5 

5 
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5 

5 

5 

5 

5 

5 

I often feel like it' 

for a test. 

useless for me to study hard 

PLEASE CONTINUE ON THE NEXT PAGE --
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Not A Moder-

At All Little ately 

True True True 

61. Worrying about how well 1 will do sometimes makes me work 

harder. 

62. T. sometimes enjoy having a good hot argument in class. 

63. School is relatively unimportant to me. 

64. I sometimes get so nervous about an assignment I have to 

quit working on it. 

65. The main reason I study is to get the scores or grades 

1 want. 

66. I hope what 1 learn in school will make others pay more 

attention to me. 

67. I would love to have others remark on how impressed they 

were with something I said in class. 

58. 1 am in school only because I need a degree to get the 

kind of job I want. 

69. I work harder for teachers who appreciate my efforts. 

70. I worry that others might think something I do or say in 

class is stupid. 

71. I work best alone. 

72. 1 want an education primarily because it will help me 

make more money. 

73. Some nervousness usually helps me do better on a test. 

74. 1 hate having anyone do a better job than me on an 

assignment or test. 

75. I enjoy trying to find new ways of doing or expressing 

things. 

76. I seek out courses which expose me to views that differ 

from my own. 

77. I like to decide for myself what I should learn. 

78. I sometimes worry so much about whether I am doing a good 

job that I can't concentrate on my work. 

79. I hate to leave anything half finished. 

80. I tend to spend so much time with friends that my school-

work suffers. 

81. I often feel like I have little control over what happens 

to me in school. 

82. I enjoy breaking complex things down into their component 

parts. 

83. I dislike having to work on group projects. 

84. I hope school will make me more interesting to others. 

85. I am afraid that school may be too hard for me. 

86. I work harder when other students might do a better job 

than me. 

87. I feel cheated when the teacher just grades an assignment 

without making any comments. 

88. I get very uncomfortable when I have to talk to people 

I don't know. 

89. I work best when I feel under pressure. 

90. I refuse to do mediocre work. 
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Quite Extremely 

True 

4 

4 
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SIXTEEN MEASUREABLE ACADEMIC MOTIVATIONS 

Thinking Motives. Enjoying the cognitive processes of school-
work; e. g., thinking, analyzing, synthesizing. 

Persisting Motives. Tending to keep working at something 
until it is completed. 

Achieving Motives. Desiring to work hard and do one's best. 

Facilitating Anxiety. Pressure, or anxiety is enjoyable and 
or helps the person do better work. 

Debilitating Anxiety. Pressure, anxiety, or the possibility 
of failure are painful and interfere with doing 
good work. 

Grade Orientation. Desiring good grades. 

Economic orientation. Focusing on the career preparation 
aspect of school. 

Desire for self-improvement. Emphasizing improvement of self-
understanding, knowledge, and general competence 
through school. 

Demanding. Refusing to passively accept disliked teaching 
~ practices. 

Influencing Motives. Enjoying arguing with others or being 
leader. 

Competing Motives. Desiring to do better than others 

Approval Motives. Identifying the desire for praise or accept-
ance as an explicit reason for trying to learn or do 
well in school. 

Affilitating Motives. Enjoying being with other people in school. 

Withdrawing Motives. Preferring to work alone; finding group 
projects or class discussions unprofitable or unpleasant. 

Dislike of School. Disliking school, lacking interest, prefer-
ring other activities. 

Discouraged about school. Feeling that school is too hard or that 
it does little good to study. 
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THE ACADEMIC MOTIVATIONS INVENTORY (FORM D) 

—Scoring Key— 

This questionnaire is in the experimental stages of development. 
It should be used only for research and to stimulate thinking 
about motivation. Any interpretations about how much of 
different motivations a student has should be made very tenta-
tively. (No decisions should be made purely on a basis of 
these scores.) 

An individual's raw scale scores are computed by summing the 
values, 1 to 5—"not at all True" to "Extremely True," he or 
she assigned to each item of a scale. 

Scale Names Item Numbers 

Thinking Motives 12, 18, 34, 39, 43, 57, 75, 76, 82 

Persisting Motives 17, 30, 79 

Achieving Motives 6, 10, 25, 37, 90 

Facilitating Motives 24, 73, 89 

Debilitating Anxiety 35, 45, 52, 64, 78 

Grades Orientation 8, 10, 21, 35, 50, 52, 65 

Economics Orientation 8, 32, 68, 72 

Desire for Self-Improvement 2, 7, 31, 36, 42, 47 

Demanding 5, 27, 33, 44, 87 

Influencing Motives 23, 40, 51, 62 

Competing Motives 46, 74, 86 

Approval Motives 11, 20, 26, 29, 54, 66, 67, 69, 
84 

Affiliating Motives 1, 3, 14, 56 

Withdrawing Motives 13, 59, 70, 71, 83, 88 

Dislike School 4, 22, 38, 80 

Discouraged about School 41, 48, 49, 58, 60, 81, 85 
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In order to obtain background information on telecourse students, your answers 
to the following questions are being requested. It is very important to us to 
have this information so that we may better understand and serve our students. 
Please mark all answers in the optical scanning area on the special answer form 
using #2 pencil. 

Please write your social security number on the special answer form. 

37. 

38. 

39. 

40. 

41. 

42. 

Sex: A) male B) female 

Age: A) under 21 B) 21-25 C) 26-30 D) 31-35 E) over 35 

What were your reasons for enrolling in this course: 

A) course required for degree 
C) course relates to current job 

or desired job 

B) elective course 
D) subject area of interest 

Have you taken Richland college's assessment package? 

A) yes B) no 

I attended orientation: 

A) yes B) no 

How many telecourses have you enrolled in previously? 

A) none B) 1 C) 2 D) 3 E) 4 or more 

43. How many college hours are you enrolled in this semester? 

A) 0-4 B) 5-8 C) 9-11 D) 12-14 E) 15 or more 

44. Highest level of education: 

A) some high school 
B) high school graduate 
C) 1 yr. college (30 hours) 

45. Occupational Status: 

A) work part-time 
B) work full-time 

D) 2 yrs. college (60 hours) 
E) Bachelors Degree or higher 

C) full-time homemaker 
D) not employed 

46. Why did you sign up for a television course: 

A) decided at registration to take TV course 
B) did not want to take course on campus 
C) all on-campus sections of course were full 
D) thought it was a good way to complete course 

47. What is your yearly family income? 

A) under $10,000 
B) $10,000-$15,000 
C) $15,000-$20,000 

D) $20,000-$25,000 
E) over $25,000 
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RICHLAND COLLEGE 

MEMORANDUM 

August 27, 1979 

MEMO TO: Jack Stone 

FROM: John A. Trickel 

SUBJECT: Use Two Classes for Test, Re-test Reliability 

Would it be alright if I used my campus history 101 class and 
Steve Ellis' history 102 evening class to get a reliability 
co-efficient for the Academic Motivation Inventory being used with 
the telecourse? It is much easier to get the necessary data from 
the two stationary classes. 

I appreciate your help. 

Thanks, 

w 
~77. 

'•i-grm • 
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EGI 

Dear 

The instructors for the television program, The American Story, 
welcomes you into the world from which modern America emerged. 
It is our hope that this semester will be of especial interest 
to you. 

The results of the pretest/questionnaire which you took at 
orientation indicates that you would directly benefit from 
a new study program beginning at Richland College this semester. 
This program is a weekly review and discussion session held 
each week at Richland on Tuesday evenings at 7:30-9:30; 
Thursday afternoon at 2:30-4:30; and Saturdays at 11:00 AM to 
1:00 PM. 

In order to encourage you to participate in the advantages of 
group discussions, you may earn three points of extra credit 
for each unit in the course (I, II, III and IV) by attending 
at least once each week during that unit. Two times during 
the weeks of the unit will earn two points, and one time during 
the weeks of the unit will earn one point. If you come for 
one or more hours of the review, just sign the roster sheet as 
you leave to get your credit. 

You will be able to ask questions and talk about that week's 
lessons, not only with a trained history instructor, but also 
with your fellow students. If you have any questions feel 
free to call the Hotline (746-4461) and the call will be re-
turned . 

Sincerely, Sincerely, 

John A. Trickel 
Instructor 

Linda C. Hastings 
Assistant Instructor 

l \ J o \ A / c ; l o t + o r HISTORY 101-TV 
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EGII 

Dear 

Welcome to the story of America from the time of European 
colonization to the centennial celebration of the United 
States in 1876. It is hoped this semester will be of special 
interest to you. 

The pretest/questionnaire which you took at orientation 
indicates that you would benefit from a new program we are 
using at Richland College. This program will send you a 
letter each week. In the letter the highlights for that 
week's lessons will be noted. Key ideas will be brought out 
and some tips given on how to organize the weekly material. 
Each letter will also contain additional review questions 
for you to test yourself. If the letter raises questions 
which you do not understand, please call the Hotline (746-4461 
between 8:00 AM and 8;00 PM Monday through Friday, or 
our office during office hours (746-4631) and let us help 
you. 

We believe this weekly guide will prove to be very useful. 
Please let us know if they are, also tell us how they could 
be more helpful. 

Sincerely, 

John A. Trickel 
Instructor 

Sincerely 

Linda C. Hastings 
Assistant Instructor 
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EGI 

Dear 

I am glad you have completed the first examination. I want 
to remind you that weekly discussions are still being held 
at Richland. The times are Tuesday evenings from 7:30-9:30 
and Saturdays from 11:00AM to 1:00PM. 

As I indicated to you in the first letter, you may benefit 
from this interaction. In order to encourage you to try 
this aid, I will award you one extra credit point for each 
week you attend at least one hour of review with Linda Hastings 
Remember, the extra credit is added to your test average! 

The discussions meet in office number H-221. If the group gets 
too large, they move to comfortable seating near the office. 

Best wishes for a good semester. 

Sincerely, 

John A. Trickel 
Instructor 

Newslet ter U I OTAn\/ -4 A4 "T"\ 
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Lessons 1 and 2 

Dear 

The main theme of Lesson 1: 

1. The nature of the land and people living in America before the sailing 
of Columbus (Pre-Columbian America). 

Lesson 1 told you about North America and the Indians before the Europeans came 
(Pre-Columbian Period). The lesson noted the great variety of tribes and lifestyles. 
The role of women in the different tribes was discussed. Be able to recognize 
differences in lifestyles between tribes. The power of the Indian chief was more 
limited than most people realized. Indian leaders did not have the control kings 
did in Europe. Another idea that became important in white-Indian relations was 
land ownership. Indians believed the whole tribe owned the land. Land could only 
be "owned" for the life span of the giver and receiver. 

Lesson 1 also mentioned the possible early (pre-historic) people who lived in 
America many thousands (1,000'a) of years ago. Clovis and folso men were examples. 
Later, migrants from Asia arrived and spread across America. They organized into 
tribes. Several tribes were mentioned as examples of the variety. The Pueblo 
community ideas set them apart. Tribal sharing and cooperation were key parts of 
their way of life. The Plains Indians had already begun to farm. Tribes in the 
southeast were more settled and introduced some new foods, to the Europeans. The 
northeastern tribes were noted because they gave women an important role. 

You should have at the end of this lesson a much clearer idea of what North 
America was like before the Spanish, French, and English came. Be sure you can 
recognize the main groups of Indians and their traits. Can you find where these 
tribes were located on-a map? 

The main themes of Lesson 2: 

1. 
2 . 

The events and people in Europe causing expansion and colonization. 
The important places and people "discovered" by the early explorers. 

Lesson 2 explains what was going on in Europe just before and after colonies were 
began in America. The increasing reliance on trade and money following the crusades 
was the start of capitalism." Portugal, like most European nations, wanted new 
markets for trade in Africa and India. Prince Henry the Navigator began a sailing 
school. Later, men sailing for Portugal found the tip of Africa (Diaz) and ten 
years later an all water route to India (Da Gama). 

H I S T O R Y 101-TV 
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Page 2 

Spain searched for new trade and gold by sailing west. Columbus accidentally 
found a new world which he believed to be Japan. Other Spanish sailors found 
out otherwise. Cortez discovered the Aztecs of Mexico. He defeated them 
and took their wealth in gold. Before Cortez, the Aztecs had developed an 
advanced culture. Aztec mathematics and architecture were especially advanced. 
Ten years later (1630) an explorer named Pizarro cruelly destroyed the South 
American tribe of the Incas and took their huge wealth. These discoveries 
made Spain the wealthiest nation in Europe. 

While colonizing was going on, other events were changing Europe. In politics, 
a new ruling force developed in the form of absolute monarchs or kings. These 
kings had very strong control over a whole country (nation). They could 
decide how to spend tax money and use soldiers. These "National Monarchies" 
came to power in Portugal, Spain, France, and England by or before the end 
of the 1500fs (16th century). 

Art, literature, philosophy, Science, and education were being changed by the 
"Renaissance.11 This "rebirth" was really a return of interest in art and 
literature for themselves. The Renaissance "spirit" was a sense of inquiry 
or discovery. The Renaissance figures were interested in life in the present. 
Emphasis was placed on enriching earthly activities. New scientific work 
was begun to improve life. Many of these ideas encouraged exploration and 
colonization. 

The Reformation was also an event of the 1500fs in Europe. It had the effect 
of dividing the Roman Catholic Church which was the only Christian Church 
in western Europe until the 1500Ts. Fighting and religious wars followed 
among the followers of Martin Luther, John Calvin, and Catholics. John 
CalvinTs ideas (Calvinism) of predestination, hard work, and a religious 
society were especially important. 

All of these forces in economics (desire for trade), politics (national kings), 
religion and culture changed Europe. This letter is a broad look at the major 
trends. Now, can you further develop these trends and add more facts? If 
you would like help, feel free to call me (John Trickel) at 746-4631 at the 
following times: 

Mon., Wed., Fri. 10:00-11:00 a.m. 
Tues. 8:15-9:15 a.m. and 7:30-9:30 p.m. 
Thurs. 8:15-9:15 a.m. 
Sat. 11:00 a.m.-1:00 p.m. 

Test Yourself: 

The following questions (answers at end) are hard questions for you to try. 

1. At the time of arrival of the first Europeans, the Pueblo people believed 
in complete social and political equality^« 

a, true b. false 
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Lessons 13 & 14 

The main themes of Lesson 1.3: 

1. How the first Constitutional government was established and the important 
legislation the early Congresses passed. 

2. Political parties develop around Hamilton and Jefferson. 

3. The four parts of the Hamilton Financial plan were passed. 

4. Thomas Jefferson's actions taken as Secretary of State. 

George Washington, looking down from his inauguration balcony on Wall Street, took the 
oath-of office on April 30, 1789 as the United States' first president. John Adams 
took the oath as the first Vice President. The real work was to put into operation 
the new Constitutional government. The first and second Congresses (a new Congress 
is elected every two years) proceeded slowly and carefully to create a workable govern-
ment. The Congress created offices to aid the president. The Department of Foreign 
Affairs (soon renamed State Department) was created. Thomas Jefferson was appointed 
its first secretary. A Treasury Department was provided with a secretary, auditor, 
and controller (control spending). Alexander Hamilton was the first secretary. The 
War Department was formed by Congress. The first Secretary of War was Henry Knox. 
In time, the executive department heads will become known as the president's cabinet. 

Congress passed the Judiciary Act of 1789. This act established a federal court 
system. This system had three levels. The first level had thirteen (13) District 
Courts. Each District Court had a judge and handled most common federal cases. The 
second level consisted of three Circuit Courts. The Circuit Courts had three judges 
(two from the Supreme Court and one from the District Courts). The third and highest 
level was the Supreme Court. The Supreme Court had one chief justice and five asso-
ciates. The Judiciary Act of 1789 also defined the role and jurisdiction of the 
federal courts versus the state courts. In all areas of conflict, the new federal 
courts were to be supreme. 

The Congress, with considerable effort from James Madison, offered the states twelve 
possible amendments to the Constitution. Ten of the amendments were ratified by the 
necessary 3/4Ts of the states. The first ten amendments have become known as the 
Bill of Rights. The name reflects the nature of several of the amendments which 
guarantee individual liberties. 

During the Washington years (1789-97), political parties first appeared in the United 
States. One group was led by Secretary of the Treasury, Alexander Hamilton, and took 
the name Federalist (not to be confused with ratification Federalists). Federalists 
were distrustful of the common people. They preferred a strong central government 
with broad powers under the control of the "better sort" of people. Hamilton believed 
people were basically selfish and self-interested. The wealthy would support the 
government that was best for them. Thomas Jefferson and James Madison led the opposi-
tion party* They took the name Democrat-Republicans. Jefferson trusted a well in-
formed and educated mass of citizens. He nreferred the nation remain mostly small 
farmers. He believed the mass of citizens could be trusted with control of the govern-
ment. 

HISTORY mi-T\/ 



Page 3 
189 

The main themes of Lesson 14: 

1. President Adams confronted problems with France. 

2. Undeclared war is fought with France and its results. 

3. The contributions of the Federalists to the creation of the Constitutional 
government. 

John Adams' election was partly the result of George Washington's Farewell 
Address. Remembered for Washington's warning to avoid European affairs, the 
address, at the time, was a strong political appeal to keep Federalists in 
office. Adams soon discovered it was a small favor. His appointment of Charles 
C. Pinckney to France to replace James Monroe was rejected by France. France 
was upset over the Jay Treaty and the dismissal of Monroe. France was convinced 
the Federalists had made a secret "deal" with the English. 

Adams diplomatically appointed two more delegates to join Pinckney and attempt 
to find a solution. The three American agents were ignored for several weeks. 
Finally, three Frenchmen came to see the American diplomats. They demanded a 
bribe of $250,000.00 for foreign minister Talleyrand. The Americans did not 
have so much bribe money. News of the bribe demand was sent to President Adams. 
The three Frenchmen were called Mr. "X," Mr. "Y," and Mr. "Z." When the news 
leaked out, it was called the XYZ Affair. 

The next three years the United States and France engaged in an undeclared naval 
war. The Federalists in Congress wanted and expected an all out war soon. The 
Congress made plans for war. They passed military preparedness acts. One in-
creased the army to over 10,000 soldiers with Washington as commander and 
Hamilton as second in command. The other act called for increasing the navy 
by building large battle ships (frigates). More controversial acts followed. 
The Alien and Sedition Acts were designed to control the opponents (Republicans). 
The two different alien acts were to control foreign immigrants, who usually be-
came Republicans, by deporting them. The Naturalization Act increased the 
residency time for an alien to become a citizen from seven to fourteen years. 
The Sedition Act limited what could be said about the government. Saying any 
false, scandalous or violent thing which could bring the government into dis-
respect was punishable by a jail sentence. All of the convicted seditioners 
were Republicans. 

The Republicans needed a way to protest. But, any formal protest could lead to 
prosecution under the Sedition Act. Vice president Jefferson secretly wrote a 
protest and sent', to the Kentucky Legislature. This was a political document. 
It raised the question of ultimate power or sovereignity. The Kentucky Resolution 
proposed nullification by the states of Congressional laws. As a last resort, 
the Kentucky Resolution proposed succession (leaving the union). This was a 
political appeal for Republicans to unite against these Federalist's laws. 
Virginia passed another resolution in protest. It was written by James Madison 
and was somewhat milder than the Kentucky Resolution. The political atmosphere 
was extremely tense. 

John Adams ended the emergency. He was informed that the French were ready to 
negotiate in good faith. He appointed three new delegates to France. The new 
agents worked out an agreement called the Convention of 1800. The French 
gave up the old Treaty of Alliance of 1778. The Americans gave up all financial 
claims from the undeclared war. John Adams' diplomacy had avoided a war. Many 
of the Federalists were unhappy, but the nation was proud. 
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As Secretary of the Treasury, Hamilton reported to Congress a proposal for paying 
the United States debt and reorganizing their financial affairs. The elements 
of this proposal included: 1) funding the national debt at full value (par 
value); 2) assumption of the state debts from the Revolutionary War; 3) creation 
of an United States National Bank to help manage money matters; and 4) passing 
high tariffs to protect American Manufacturing and raise revenue. Funding and 
assumption finally passed Congress after Jefferson and Hamilton struck a bargain. 
Republicans would vote for assumption (the real problem), if Federalists voted 
to create a federal capitol city on the Potomac River. Both bills were passed. 
The National Bank Bill caused the first debate over Congress' constitutional 
powers. The Republicans (Jefferson) argued a bank was not an expressed or 
delegated power. Since it was not specifically provided, it was unconstitutional 
(strict interpretation). The Federalists (Hamilton) argued a bank was within 
the spirit of the Constitution. The "necessary and proper" clause gave Congress 
the authority to create a bank if it was useful (loose construction). Washington 
signed the bill. The broader interpretation won the first debate and most 
since. The Congress did not pass "protective" tariffs for American manufacturers. 
In fact, Congress levied small import taxes. To create even more revenue to pay 
the debt, Congress passed several excise taxes. The excise tax on Whiskey led 
to„confrontation called the Whiskey Rebellion (see text pp. 211-13). 

d 

The foreign problems facing the United States continued to cause severe problems. 
The English did not even open a diplomatic office in New York City until 1791. 
An ambassador was appointed because Congress discussed high import taxes on 
English goods. The twenty-eight year old ambassador, George Hammond, arrived 
just as an indian rebellion broke out. Jefferson protested that British agents 
were arming the natives from "fur" posts on American soil. The Treaty of Paris, 
1783, required the British to leave American soil. Hammond's weak reply was 
that the United States had violated the treaty. Jefferson's reply was that the 
United States tried to abide by the treaty. Was England? No satisfactory 
answer was given in 1792. 

The British problem seemed less important because of events in France. The French 
Revolution was well underway. Although most Americans approved at first, the 
increasing executions led many to reconsider. The new Republican government of 
France was soon involved in war within and at the same time a fight against 
several European'foes. In the Spring of 1793, England joined in the war 
against France. The United States treaty of 1778 (alliance) with France seemed 
to involve the Americans. But Washington issued a "Proclamation of Neutrality." 
France sent an ardent revolutionary, Edmund Genet, as ambassador. Genet's 
strong feelings got him into trouble with the Washington government. He was 
finally asked to leave. 

The Gen^t problem was no sooner settled than England began enforcing new restric-
tions on neutral trade with France. Not only was all trade with France declared 
illegal, but frequently American sailors were taken off of their ships and im-
pressed into the British Navy. What appeared to be certain war was avoided only 
when John Jay negotiated a bitter (for the U.S.) treaty with England. The Jay 
Treaty was distasteful, but not nearly so bad as war with England (see terms 
of treaty in text, pp. 209-10). 

The Spanish problems were nicely solved by the Pinckney Treaty of 1795. In that 
agreement, Americans could navigate the Mississippi River, deposit goods at New 
Orleans, and the Florida boundary was set at the thirty-first (31st) parallel. 
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The election of 1800 was a rematch between John Adams and Thomas Jefferson. The 
vote of the electoral college gave John Adams 65, his vice president Thomas 
Pinckney 64. The vote for Jefferson was 73 and his vice presidnet Aaron Burr 
had 73. Unfortunately, the Constitution did not require separate ballots for 
president and vice president, so Jefferson and Burr had ties for president' 
(12th Amendment required separate ballots). The old Federalist Congress was 
called into special session to decide the first Republican president. Burr 
did not withdraw. After thirty-six ballots and much heated debate, Jefferson 
won with the vote of ten states (the vote was in the House, but only one vote 
per state). The third president was elected. \ 

The Federalists never again won the presidency. They will disappear from the 
political scene by 1820. But their legacy lived on. They got the new Constitution 
off to a sound start. The financial program of Hamilton laid a sound economic base 
of the nation. The government had earned respect. 

7 ^ //^ - . y°U 8 a n y <luestions» please call me at 746-4631 or 
/46-4461. Don t forget the discussion session on March 6, 1980 
8:30 p.m. 

in room B142 at 

Test Yourself: 

1. In the election of 1800 there was a 

a. 
b. 
c. 
d. 

tie between Adams and Jefferson. 
tie between members of the same party for the Presidency, 
fight between Adams and Hamilton for the Presidency. 
quiet election without campaign oratory. 

2. The Sedition Acts were aimed at 

a. muzzling Republican dissent, 
b. French spies. 

c. British citizens in the U.S, 
d. Spanish agents. 

3. Which part of Hamilton's financial proposals was not enacted? 

a. 
b. 

funding the national debt 
broad program of high tariffs 

The results of the Whiskey Rebellion seemed to indicate that 

Westward settlement would continue. a. 
b. 

the new government was indeed stronger, 
the Whiskey tax was uncollectable. 

Answers: (1) b (2) a (3) b 

c. 
d. 

(4) 

illegal taxation was uncollectable. 

5TRUCTIONAL TELEVISION CENTER 
OO A b r a m s Road Dallas. Texas 7 5 2 4 3 
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Supplemental ^ L e s s o n s 19 & 20 
Letter 10 

The main themes of lesson 19 are: 

1. Jacksonian Democracy elevated the common man to political power. 
2. Andrew Jackson's fight against nullification. 
3. Andrew Jackson's attack on the National Bank of the United States. 

Two new political groups emerged from the Adams-Jackson split. The followers of 
John Q. Adams first took the name National Republicans. In 1836, they took the 
name Whig. The Jacksonians took the name Democrats. The election of 1828 was 
the beginning of "Jacksonian Democracy." The popular general was elected by the 
mass of voters who were eligible due to the removal of property qualifications. 
To the common man Jackson was one of them made good. Jackson believed that the 
average man could fill most government jobs. He appointed his political friends 
to these offices. He called this his rotation policy. Opponents and historians 
called it the ffSpoils System.ft It was not as bad as his opponents claimed, but 
got much worse following his presidency. 

Jackson brought a new vigor to the presidency. He asserted the power of the 
office. He took action when he believed action was necessary. He would challenge 
the power of the states or the Supreme Court if he decided. He preferred yes 
men, who would always do as he said, in his formal cabinet. When he wanted advice, 
he asked his friends who came to Washington with him. These friends were called 
his "Kitchen Cabinet." 

Only two major events occurred during Jackson's presidency. One was the contro-
versy which began following the passage of a new tariff in 1832. South Carolinafs 
Legislature called a convention to consider "nullification" as outlined by John 
C. Calhoun in the South Carolina Exposition and Protest (1828). The convention 
voted to declare the tariffs of 1832 and 1828 null and void. This was a direct 
challenge to the legislative authority of the Congress. This was taken as a 
direct challenge by Andrew Jackson. 

The general responded in a direct manner, just as he would to a personal challenge. 
He issued a strongly worded proclamation. He claimed nullification was unconsti-
tutional. Nullifiers, he declared, were really seeking secession from the union 
which was treason. If they did not back down, he would lead the army to force 
them to follow the law. Behind the scenes, Henry Clay and Democrats in Congress 
were working for compromise. Their efforts led to the Compromise Tariff of 1833. 
This tariff called for a gradual ten year reduction in the rates until they re-
turned to the level of 1816. The Congress passed a Force Act which said that 
force would be used to enforce the new tariff. South Carolina "repealed" their 
nullification ordinance. The nullification controversy had come to an end. Both 
sides claimed to have won. The only sure outcome was the end of.the concept of 
states' nullification of federal laws. 

The election of 1832 led to the second important event of Jackson's presidency. In 
hope of creating an issue to defeat Jackson, Henry Clay asked the president of the 
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Second National Bank (Nicholas Biddle) to request a recharter of the bank three 
years early. As expected Jackson vetoed the recharter bill. In his veto 
message to Congress, Jackson declared the bank was unconstitutional (even though 
twice upheld by the Supreme Court). He complained that the bank was an "undem-
ocratic" tool of the rich. Last of all, the bank was 25% owned by foreigners. ^ 
The fight over the bank became the main issue in the election as Clay hoped. 

The election of 1832 produced one other first in American politics. The Anti-
Masonic Party was the first third party to run a candidate for president. The 
party's single issue was the "dangers" of the secret fraternal organization called 
Masons. The party claimed this secret organization threatened American democracy. 
It selected a presidential candidate (Wirt) for 1832. But, the Anti-Masonic Party 
is most remembered for introducing the national nominating convention as a method 
for selecting a presidential candidate. By 1840, both major parties had adopted 
the method. The party affected the outcome of the election very little, as Jack-
son won a clear majority. 

Jackson was convinced by his reelection to destroy the National Bank. The federal 
money was placed in state banks by the new Secretary of the Treasury, Roger Taney. 
The state or "pet" banks loaned out this money to people to buy land. Overspecu-
lation resulted. Speculation was increased by a surplus in the federal treasury 
which was returned to state governments. States overspent. Jackson became con-
cerned and issued the Specie Circular to the land office. The circular required 
gold or silver to pay for public land. The Panic of 1837 resulted from the failure 
of people to pay. This deep financial depression lasted about six years. 

Jackson was out of office before the Panic got into full force. His hand picked 
successor, Martin Van Buren, was politically ruined by the economic downturn. 
None of his policies were successful. His career was a victim of the depression. 

The Whigs ran William Henry Harrison for president with John Tyler as vice-president. 
The former Indian fighter and hero of Tippecanoe won as a man of the people. Un-
fortunately, the sixty-seven (67) year old general died after thirty (30) days as 
president. Henry Clay's and Daniel Webster's plans to run the government through 
Harrison were ruined. John Tyler was politically opposite of Clay and Webster. 
The only positive accomplishments of Tyler's administration was the Webster-Ashburton 
Treaty. This treaty with England settled several problems including the Maine-
Canadian boundary and the Caroline Incidents (this material is in lesson 22). 

The main themes of lesson 20 are: 

1. The removal of the Indians from the South was accomplished with the support 
of Andrew Jackson. 

2. Increasing American immigration into the Mexican state of Texas led to friction 
and finally independence. 

The rapid expansion of the cotton/slave culture of the old South (Georgia, Alabama, 
and Mississippi) renewed troubles with the Indians. The five primary tribes of 
the region were relatively advanced. The Cherokees even tried to protect their 
tribal lands by appealing to the federal courts against Georgia. The Supreme 
Court decisions favored the Cherokess. But, president Jackson refused to enforce 
the decision of John Marshall. The Indians were forced off of their ancestral 
lands. Their new home was to be hundreds of miles west on the hot plains of 
"Indian Territory," Oklahoma. The removal of the five tribes was ruthless and 
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and brutal. The Cherokee, Creek Chocktaw and Chickasaw, removed to the new 
land. The passage was called the "Trail of Tears." The Seminoles escaped to 
the Everglades of Florida. They fought the government until 1842. Finally, 
with the capture of chief Osceola, the majority were removed ruthlessly. A 
deep resentment remained among the Indians. 

Americans, mainly of southern origin, were expanding into the Mexican province of 
Texas. The Mexicans inititally sought American immigration as a means of making 
the area more productive. The Mexican population in Texas was very small. Soon 
the Mexican government realized that the individualistic minded Americans were 
difficult to control. The Americans were supposed to be citizens of Mexico. 
But, they had no real loyalty to the Mexican government. The government had 
restrictions on slavery. The settlers of Texas believed that the government of 
Santa Anna intended to give them virtual self-rule. When Santa Anna ended 
local provincial legislatures, the Texans felt betrayed. A fight followed. 

Convinced of Mexico's dishonesty, a cry for separation was heeded. One of the 
'central figures of the rebellion was the well traveled San Houston. Houston, who 
was a favorite and friend of Andrew Jackson, took command of the Texas army. But, 
the first military actions took place at a monastery in San Antonio, the Alamo. 
There, under William Travis, about 150 Csome accounts say 201) brave men held 
off 4,000 soldiers under Santa Anna for almost two weeks. When the fort was 
finally captured, the Americans were all killed. "Remember the Alamo" became a 
rallying cry for Texas independence. 

The delay of Santa AnnaTs army at the Alamo gave Houston time to organize the 
army. He carefully maneuvered the pursuing Mexicans by retreating toward the 
Gulf. Near the river called San Jacinto, he surprised the Mexican army by attack-
ing during siesta. The victory was complete. Santa Anna signed a document 
recognizing Texas' independence and was released. The Mexican government refused 
to recognize the terms of the agreement. 

Sam Houston immediately approached the United States concerning annexation of Texas. 
His old military friend, Andrew Jackson, would have liked to accomodate him. The 
opposition of the northern anti-slave leaders convinced Jackson not to recommend 
annexation. He did recognize the Republic of Texas. Annexation was delayed for 
ten years. Texas did find a willing friend in Great Britain. The British friend-
ship gave a ready market for their cotton, but Texans preferred union with the 
United States. 

Test Yourself: 

1. The Anti-Masons 

a. were the last major third party in United States history. 

b. opposed Freemasonry as an aristocratic conspiracy. 
c. supported the presidency of Andrew Jackson. 
d. were founded by William Morgan. 

(continued) 



2. Politicians in the period 1820 to 1850. 

a. were usually aristocrats. 
b. often appealed to the voters1 fears and emotions, 
c. seemed to be highly principled men. 
d. tended to be reformers. 
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Sam Houston and Andrew Jackson 

a. were bitter enemies. 
b. did not know each other. 

The leader of the Seminoles was 

c. were close friends. 
d. ignored each other. 

a. Sequoya. 
b. Osceola. 

c. Black Hawk. 
d. Red Feather. 

Answers: (1) b (2) b (3) c (4) b 

If you have any questions, give us a call at 746-4631 or 746-4461. 
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The main themes of lesson 29 are: 
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LESSONS 29 & 30 

1. The Grant administrations have some successes in foreign policy and failures in 
domestic leadership. 

2. The economic conditions of the post-war promote expansion and corruption. 
3. The establishment of "legal" limits over black political power and civil rights 

is completed by 1896. 

Ulysses S. Grant was the first of several Civil War officers to become president of 
the United States. His performance in the White House was poor. He trusted his 
subordinates to a fault. Grant's only first rate cabinet member was the Secretary 
of State, Hamilton Fish. Fish's major accomplishment was the avoidance of conflict 
with Great Britain in the early 1870Ts. One problem was the anti-British activities 
of American Irish supporters of Ireland. Another was the Civil War claims against 
the British over war ships made in England and used against the Union. The 
Alabama was such a ship. Despite some inflamatory talk in Congress, the patient 
Secretary of State worked out the Treaty of Washington, 1871 (not in textbook). 

Unfortunately, most of Grant's advisers were much less civi£ minded. His closest 
advisors, usually in minor or unofficial positions, were all war cronies. Grant's 
lack of supervision over his friends resulted in several ugly political scandals. 
Corruption was everywhere, and Grant's men brought it to the door of the presidency. 
Grant was tricked by Jay Gould and Jim Fisk (two high rollers) into helping them 
manipulate gold prices. They cornered the gold market and made a huge profit. Only 
the Senate foreign relations committee blocked the annexation of the Dominican 
Republic for a few Americans' profits. 

Public awareness of the role of Grant and his friends in the corruption was 
minimal. Therefore, although opposed by the liberal wing of his own party in 1872, 
Grant easily won re-election. His second term was dominated by financial panic 
(depression) and the exposure of more corruption. The Panic of 1873 was a result 
of twenty years of unchecked economic expansion and financial speculation. The too 
rapid expansion left many railroads and businesses with inadequate markets. The 
smaller than expected revenues led to business failures. The major banking and 
investment house of Jay Cooke and Company went out of business. Financial affairs 
did not significantly improve until the late 1870's. 

Other scandals came to light. The Credit Mobilier Affair involved many high ranking 
officials. The Credit Mobilier was a construction company. Its leaders bribed 
Congressmen, Senators, and vice presidents of the United States to avoid investi-
gation of its fraudulent drain of profits from railroad construction. The 
revelation did little except make the public even more cynical about the government. 
The Whiskey Ring even involved Grant's personal secretary, Orville Babcock, and many 
treasury officials who took bribes and then did not collect the excise tax on 
Whiskey. 

The disease of corruption was not limited to the federal or state government. Many 
cities were being "milked dry" by political machines. One of the most notorious was 

HISTORY 101-TV 



197 
Page 2 

the "Tweed Ring" in New York City. It is estimated that $200,000,000 was 
extorted or stolen in the city before the leaders of the machine were prosecuted 
in 1870-71. It is obvious the penny ante corruption of the southern reconstruction 
regimes fade in comparison. 

The conditions of economic panic and political corruption were central issues 
in the election of 1876. The staunch Republican party supporters, called 
stalwarts, wanted to nominate the brilliant James G. Blaine for president. 
Blaine was implicated in some railroad graft. The "half breed" Republicans 
opposed any candidate who was tinged with corruption. These reformers or liberal 
Republicans stopped Blainefs nomination. Instead, the Civil War general, 
Rutherford B. Hayes, was selected. The platform promised Civil Service reform and 
secure money (gold). The Democrats chose the lawyer who stopped the New York 
Tweed Ring, Samuel Tilden. The Democrats ran against the corruption of the Grant 
era. The election was incredibly close (see letter XIV). The new president, 
Rutherford B. Hayes, was not corrupt, but neither was he very effective. Hayes 
was typical of the presidents to 1900. 

The return of the southern state governments to conservative, white Democrats 
had an impact on black political power. The "Bourbon" Democrats, as the new 
leadership was called, allowed a measure of black voting until the 1890fs. As 
long as the black vote did not pose a threat, there was no systematic effort to 
control or prohibit it. They did, however, introduce segregation as a means of 
social control. The United States Supreme Court upheld "separate but equal" 
facilities in Plessy vs. Ferguson, 1896. In the late%1880fs and early 1890Ts, 
a severe economic downturn threatened * to unite poor black and white farmers ' 
against the "Bourbon" leadership. The "Populists" party frightened the state 
governments into action. They disfranchised the blacks. First, by introducing 
"literacy tests" for voting. Next, by requiring the payment of a poll tax in order 
to vote. However, a law exempted poor, illiterate whites if their grandfathers 
had voted ('grandfathers clause"). The "grandfather clause" was declared un-
constitutional in 1915, but it has served its purpose. The laws reduced black 
voting greatly in the south. Even poor whites, embarrassed by admitting 
illiteracy, voted less often. Initially the courts sided with these restrictive 
laws. The fruits of reconstruction seemed distant indeed. 

The main themes of lesson 30 are: 

1. The trans-Mississippi West was alive with railroads, cowboys and mining towns. 
2. The West brought to an end the last of the independent living for native 

Americans. 

The dream of a transcontinental railroad promised in the Republican Party platform 
of 1860 became a reality. Stimulated by massive public land grants, government 
loans, state grants and local favors, railroads sprang up ell over America. The 
incentives for graft, corruption and fraud were too appealing to be avoided. 
Much of the workmanship was shoddy. Many of the builders of railroads were shady 
characters. The transcontinental building had involved two competing but 
complimentary lines. The Union Pacific from the east (Omaha) to join the Central 
Pacific coming f M the west (San Francisco). Finally, the tracks met at 
Promontory Pr&fft̂  Utah. The big four of the Central Pacific - Huntington, Stanford, 
Hopkins, and Crocker - reaped huge profits from the venture (this parallels 
material in lesson 29). 
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The broad plains of the trans-Mississippi west gave rise to many legends. None 
has captivated the imagination of America more than the "cowboys." Although the 
cowboys of cattle drive fame lasted only about a decade, the faithless memory lives 
to this day. The dreary, dusty and lonely ride with thousands of semi-wild 
longhorn cattle from central Texas to central Kansas (Abilene) was the reality. 
The dress with broad brimmed hat, leather chaps, pointed spurs, and six-shooter 
were all practical necessities. The cattle drives were useful to fill the food 
needs of the new urban centers of America. The violent, crude heritage lives in 
American mythology. 

The western mining town, likewise, has its romantic myth. The j&acer" or 
panner miners never got rich and rarely even earned a good "stake.11 The relentless 
search for the elusive "blft strike11 bred violence and lawlessness. The easy 
come, easy go atmosphere of "boom towns" led to temporary towns. When the gold 
was gone, so were most of the people. In the long run, the merchants who supplied 
the miners and the companies which bought out the early claims were the only 
real winners. Vigilante law the most common promoter of order. 

• The most bitter and violent element of the white settlement of the Great Plains 
and mountains was the removal of the Indians. As the white settlers broke 
treaty agreements repeatedly and encroached further and further, a showdown was 
inevitable. The defeat of Custer was a moment of Indian glory on the path to 
extinction. The march of American "civilization" overwhelmed them. Using 
horses introduced by ancient whites (Spaniards in the 1500!s), the tyo^adic hunters 
held out until the late 18001s. Some ended up like Sitting Buil, the great Sioux 
chief in a "wild west" show. Others died in massacres like Winded Knee. If 
the only "good Indian was a dead Indian," most were "good Indians" by 1890. 

The violence and lawlessness of the trans-Mississippi west has been a lingering 
heritage for the United States. Its very glorification was a mask for its 
bitter residue. Its reality a violation of the ideas America holds most dear. 

The final is thi^ week-end I^^Yoi) have done well this semester, and I hope these 
letters are part of that progress. If you can find the time, please write a 
short note to turn in with your final examination and tell us what you liked and 
disliked in the letters. How could they be more useful? Did you use them? 
If so, how did you use them? Thanks for a good semester and best wishes. 

Test Yourself: 

1. Which was not a concession made by the Republicans to the southern Democrats 
in the Compromise of 1877? 

a. Hayes would appoint at least one southerner to his cabinet. 
b. The new speaker of the House would be a Democrat. 
c. The South would gain control of dispensing federal patronaage within 

its own section of the country. 
d. All federal troops would be withdrawn from the South. 

2. The "Bourbons" were 

a. the redneck, dirt farmers of the South. 
b. sympathetic to the "carpetbaggers" and "scalawags." 
c. members of the old planter class. 
d. advocates of forty acres and a mule for the freedmen. 
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3. During the 1890's, the freedmen were 

a. supported by the Bourbons. 
b. effectively disenfranchised. 
c. protected 'from white racism by the case of Williams vs. Mississippi. 

d. able to gain a number of political offices through their affiliation 

with the Populists. 

4. William Tweed of the Democratic party of New York City is remembered for the 

a. vast corruption of his Tammany Hall machine. 
b. reform movement he launched while mayor. 
c. programs he began to modernize New York City. 
d. support he gave Radical Reconstruction. 

Answers: (1) b (2) c (3) b (4) a 
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